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0z

Giliniimiiziin kiiresel diinyasinda, ‘birbirleri aras1’ baglantili olma, ‘birbirleri aras1’ degisim,
‘birbirleri arasi’ etkilesim gibi terimler ‘kiiltiirleraras’’ terimine evrilmistir. Insanlarm
birbirleriyle saglikli bir iletisim kurabilmesi i¢in kiiltiirlerarasi iletisim yeterliklerine sahip
olmalar1 gerekmektedir ve bu da daha yetkin ogrenciler yetistirme icin Ingilizce
ogretmenlerine, Kiiltiirleraras: Iletisimsel Yeterlik (KIY) konusunu 6gretme sorumlulugu
getirmektedir. Bu ¢alismanin amaci iki yonliidiir: ingilizce 6gretmenlerinin algilanan KiY
seviyeleri ve smif-igi KIY aktivitelerini arastrmak ve KiY’in Tiirkiye’deki iiniversitelerin
Ingilizce Ogretmenligi bdliimlerinin miifredatindaki yerini saptamaktir. Karma yontemli,
acimlayici sirali desene sahip arastirmada, KiY anketi yoluyla nicel veriler, senaryo temelli
goriisme ve dokiiman analizi yoluyla da nitel veriler toplanmustir. Algilanan KiY
seviyelerini 0grenmek amaciyla, 77 6gretim gorevlisi anketi tamamlamis ve inang ve simif-
ici aktivitelerini O6grenmek amaciyla, 10 Ogretim gorevlisi goriismeye katimigtir.
Tiirkiye’deki 7 {iniversitenin Ingilizce Ogretmenligi béliimlerinin miifredat, KIY in roliinii
arastirmak amaciyla incelenmistir. Calismanimn sonuglari, katilimeilarin KIY seviyelerinin
yiilksek oldugunu; acemi ve tecriibeli Ogretmenler arasinda anlamli bir farklilik
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bulunmazken, KIY ile ilgili ders alan ve almayan &gretim gorevlileri arasida anlamli bir
fark bulunmustur. Bu bulgular, tecriibenin KIY iizerine ¢ok az etkisi veya higbir etkisi
olmamasi seklinde yorumlanirken, derslerin 6gretmenlerin KIY seviyeleri iizerinde dnemli
bir rolii oldugu sonucuna gotiirmiistiir. Katilimeilar, KIY’in dil 6gretiminin merkezinde
olmasi gerektigine inanmalarina ragmen, gercekte durum bdyle olmamistir. Bu konudaki
cabalarma istinaden, katilimcilarin smif-ici KIY etkinlikleri; KIY acisindan zengin ders
kitabin1 takip etme, teknoloji kullanma, ek materyal hazirlama, farkli kiiltiirleri karsilagtirma,
kendi tecriibelerini paylagma, tartisma ve rol-iistlenme aktiviteleri seklindedir. Senaryo
temelli gériigme formu sonuglarma gore, dgretmenlerin KIY etkinlikleri; grencileri farkl:
kiiltiirleri 6grenmeye tesvik etme, konuyu asina olunan bir kiiltiire ¢evirmek, ¢eviri yapmak,
dil ve Kkiiltiir arasindaki mantiksal iliskiylr vermek, rol-listlenme aktiviteleri, kiiltiir
Ogretimine asina olunan kiiltiirler baslayip daha az asina olunanla devam etmek vb aktiviteler
seklindedir. Son olarak, her bir iiniversitenin miifredat;, KIY ile ilgili en fazla alt1 ders
icermektedir; bu derslerden yalnizca iicii direkt olarak KIY icermektedir. Bir ders disinda
diger tiim dersler, tim Ogrenciler icin her zaman ulasilir olmayan, se¢meli ders olarak
verilmektedir. Bu bulgular KIY’in Ingilizce Ogretmenligi bdliimii miifredatindaki yetersiz
yerini gostermistir. Calismanin bulgularindan sonra, pedagojik c¢ikarimlar, ¢alismanin
smirliliklar1 ve diger ¢alismalar icin tavsiyeler yer almaktadir.

Anahtar Kelimeler: Kiiltiirleraras: Iletisimsel Yeterlik, KIY, KIY 6gretimi, KIY iizerine
senaryolar, Senaryo-temelli gériisme formu
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ABSTRACT

In today’s global village, the terms ‘inter’connection, ‘inter’change, ‘inter’action evolve to
‘inter’cultural. People need to be interculturally competent to achieve successful
communication with each other, which brings a responsibility to EFL instructors to teach
Intercultural Communicative Competence (ICC) to raise competent learners. The purpose of
this current case study is twofold; to examine the in-service teachers’ perceived levels and
actual practices of ICC, and to investigate the role of ICC in ELT curricula of the universities
in Turkey. The mixed method, sequential explanatory design study collected the quantitative
data through ICC Questionnaire and the qualitative data through the vignette-based interview
and document analysis. 77 participants completed the questionnaire to explore their
perceived levels of ICC, and 10 instructors participated in the vignette-based interview to
seek the beliefs and practices of teachers. The curricula of the Department of English
Language Teaching in 7 state universities in Turkey were examined the role of ICC. The
results of the study revealed that the participants showed a high level of ICC; there was no
significant difference between the experienced and novice teachers in terms of their levels,
whereas there was a significant difference between the participants who took courses related
to ICC and the ones who did not. These findings hinted that experience had little or no effect
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while courses had an important role in the teachers’ ICC levels. Although the participants
believed that ICC should be in the centre of language teaching, it was not the case in real
situations. Proving the efforts on this issue, the participants’ ICC practices varied such as
following the textbook content rich in ICC, integrating technology, preparing extra
materials, comparing different cultures, sharing their own experiences, discussion and role-
playing activities. According to the vignette cases, their in-class practices were circled
around encouraging students towards different cultures, changing the topic to the familiar
culture, translating, reasoning the language and culture relationship, role-play activity,
starting from familiar culture for students to unfamiliar ones and so on. Finally, each
university offered maximum six courses regarding ICC; the content of the only three of those
courses covered ICC directly. Except for one course, all courses were elective courses that
are not available all the time for all students. The findings showed the insufficient place of
ICC in the ELT curricula. Following the findings, pedagogical implications and limitations
of the study, and suggestions for further research were provided at the end of the study.

Key Words: Intercultural Communicative Competence, ICC, Teaching ICC, Vignette cases
on ICC, Vignette-based interview
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CHAPTER |

INTRODUCTION

29 (15 2 (13

The terms “interchange”, “interconnection”, “interaction” and many more starting with
“inter” are both a reason and a result of globalisation, which bonds people in today’s world.
With the developing technology, the bond among people has started to be provided above
the borders. The interaction of people, equivalently culture, leads to another term that is
“interculturality”. The evolution in those terms affects a great range of fields requiring
adaptation. Education, inevitably, is one of them. Language education specifically has its

share of the adaptation.

Teaching foreign languages has evolved from traditional methods such as the direct method
and grammar-translation method focusing mostly on linguistic aspects of the language to
modern approaches that focus on the communicative skills with the belief that language is
for communication (Kuznetsova, 2015). Communication among people happens when
speakers/writers express their intentions and listeners/readers interpret the knowledge or
ideas correctly (Alba-Juez, 2009). The latter part of the communication necessitates
competences beyond the communicative competence (Madya, 2020); that is why the latest
approaches aiming communicative competence may not meet the needs of creating

successful communication in today’s global world anymore.

1.1. Background of the Study

Better concepts regarding foreign language teaching are required to meet the current needs
of communication. Byram (1997) comes up with the term “Intercultural Communicative

Competence” (henceforth ICC) in which he believes that the success of the interaction can

1



be achieved through effective exchange of information; and proposes five dimensions (see
Figure 1) for ICC that are attitude, knowledge, critical cultural awareness, and the skills of
discovery and of interpreting and relating.

Skills
interpret and relate
(savoir comprendre)

Knowledge Education Attitudes
of self and other;  political education  relativising
of inferaction: critical cultural self
individual and awareness valuing other
societal (savoir s'engager) (savoir étre)

(savoir étre)
Skills
discover and/or
interact
(savoir
apprendre/faire)

Figure 1. Factors in intercultural communication. From Byram, M. (1997). Teaching and
assessing intercultural competence. Clevedon, UK: Multilingual Matters.

Although the definition for ICC is not clear yet and was not reached a consensus, some
researchers try to bring a more common definition for it. When scholars were asked the best
definitions among others (Deardorff, 2006), Byram’s definition (1997) has become the
highest ranked one: “Knowledge of others; knowledge of self; skills to interpret and relate;
skills to discover and/or to interact; valuing others’ values, beliefs, and behaviours; and
relativizing one’s self” (Byram, 1997, p. 34). Byram (1997) also adds that ICC is improved
when the communicators achieve reconciling conversations between different cultural
backgrounds. Many countries like Britain, The United States, and some European countries
have started to integrate the ICC into their education policies for foreign language (Alaei &
Nosrati, 2018). Moreover, Common European Framework of Reference for Languages
(2001) includes “intercultural understanding” in its programme. Likewise, The British
Quality Assurance offers a structure based on Byram’s (1997) ICC model for the foreign
language teachers to develop their ICC and it encourages them to implement ICC in their
classes (Alaei & Nosrati, 2018).



1.2. Statement of the Problem

Seizing the developments and adaptation, the importance of ICC in foreign language
education is accepted by many researchers; and the practitioners (i.e. teachers and
instructors) agree on the necessity of ICC in teaching a foreign language (Byram, 1997;
Deardorff, 2006; Jokikokko, 2005; Karabinar & Yunuslar-Giiler, 2012; Polat & Ogay-Barka,
2014; Young & Sercombe, 2010). As stated in the previous section, ICC has already taken
its place in the curricular activities (e.g. Common European Framework, 2001; The British
Quality Assurance, as cited in Alaei and Nosrati, 2018). English Language Teaching
(henceforth ELT) departments, therefore, are required to be developed accordingly to raise
both interculturally competent individuals and competent teachers that are to transfer the
knowledge to their students. At this point, teacher education within the framework of ICC
has gained more responsibility. There are particular studies investigating the curriculum and
ICC relationship (Duisembekova, 2020; Ince, 2020) which have revealed the lack of ICC
components in the curriculum. ICC development is given attention at the lowest levels in
ELT curricula (Duisembekova, 2020), which creates a butterfly effect of underdeveloped
ICC on in-service teachers and their students. On the whole, the field necessitates an
investigation of the curriculum in ELT departments in country-specific contexts to reveal

the situation within the expected levels of ICC.

Another gap point in ICC research regarding foreign language teaching is the investigation
of in-class practices. The implementation in classes is not as revealed as other aspects like
teachers’ or students’ knowledge of ICC; instead, the implementation is regarded as less than
believed and/or expected. In this sense, Sercu et al. (2005) claimed that “quite a gap appears
to exist between actual culture teaching practice and the kind of teaching practice envisaged
by intercultural competence teaching” (p. 82). There are several studies questioning the
teachers/instructors’ knowledge and beliefs of ICC; however, the implementation in classes
and the instructors’ competency of ICC and in teaching ICC can be found in a limited number
of studies especially in the cases of English as a Foreign Language (henceforth EFL). Those
studies consist of self-reports of the participants, which creates a question mark for the in-
class practices. On the other hand, the cases of EFL are rather different and need more
research since the language is taught and learnt in a surrounding where the target language
is not spoken, which makes the situation harder. Moreover, EFL contexts generally do not

have multiculturality in high levels; so, the learners cannot take the advantage of



experiencing cultures within the same context as language. The situation of having less
multiculturality in EFL contexts puts more importance on the in-class practice, as the

classroom environment is one of the main sources for meeting intercultural situations.

Following the needs in the area, the aim of this study is twofold. The first one is to examine
the in-service teachers’ perceived levels and actual practices of ICC, and the other one is to
investigate the role of ICC in ELT curriculum. To achieve this, ICC questionnaire on the
perceived levels, vignettes for the practice, and document analysis for the ELT department
curricula will be utilised in the study.

1.3. Purpose of the Study

In the light of the aforementioned information, this study seeks to answer the following

questions:

1. What are the in-service teachers’ perceived levels of ICC: Knowledge, beliefs, and

perceptions?
a. Is there a significant difference between the experienced and novice teachers?

b. Is there a significant difference between the teachers who took courses related to
ICC in ELT departments and the ones who did not?

2. What are the actual in-class practices of the in-service teachers regarding ICC?

3. How is ICC integrated into the current curriculum of ELT departments in Turkey??

1.4. Significance of the Study

As seen above, there are certain studies, most of which examine the beliefs and thoughts of
teachers/instructors on ICC, having the consensus on the importance of ICC. Some studies
focus on teachers/instructors in the English as a Second Language (henceforth ESL) context,
but not many in EFL contexts. The ESL context is more advantageous with the experience
and exposure to the different cultures, while the EFL context is rather disadvantageous.
Some other studies focus on teachers’ beliefs and practices regarding the ICC; however, they
mostly study with in-service teachers based on self-reports such as scales, questionnaires,
and interviews; which may not be sufficient for the actual in-class practices of ICC. Hence,

this study undertakes those gaps in the literature as a responsibility to shed light on EFL in-
4



service teachers’ perceived levels of ICC, their in-class practices, and the background of
ELT curricula to elicit the best facilitators for teaching ICC. Fulfilling the aims, the self-
reported data of the questionnaire will be compared with vignette-based interviews, which
provide a more in-depth investigation of the in-class practices of teachers. Correspondingly,
having the background information from the curriculum in ELT departments will help find
the relation between teacher education, ICC knowledge, and in-class practices of the
teachers/instructors. Furthermore, the results will lead ELT departments to find their
strengths and weaknesses regarding the issue. On the whole, this study aims to contribute to
the literature by filling the mentioned gaps.

1.5. Definitions

Intercultural Communicative Competence: “The ability to communicate effectively and
appropriately in intercultural situations based on one’s intercultural knowledge, skills, and

attitudes” (Deardorff, 2006, p. 247-248).

Vignette: A hypothetical situation that is a simulation of an actual event (Wilks, 2004).
“Vignettes are short descriptions of a person or a social situation which contain precise
references to what are thought to be the most important factors in the decision-making or

judgment-making processes of respondents” (Alexander & Becker, 2014, p. 94).

English as a Lingua Franca: English as the contact language used by people with different

native tongues and different cultures, as a medium of communication (Firth, 1996).

English as a Foreign Language: The context where English is taught in schools; however, it
does not have a major role in the social or national lives of the learners whose native tongues
are different from English (Broughton et al., 2002).

English as a Second Language: The context where English is learned by people who live in

the target language community and use English in their daily lives (Krieger, 2012).



CHAPTER I

REVIEW OF LITERATURE

This literature review chapter, having five sub-sections, seeks to give insights into the
relation of culture and language relationship with respect to ICC while discussing research
studies on ICC, teachers’ perspectives, and curriculum regarding ICC. Following the
definitions of both culture and ICC, their place within the ESL and EFL contexts will be
provided. The research studies on teachers’ knowledge, beliefs, and perceptions as well as
their in-class implementations regarding ICC will be revealed. Thereafter, the place of ICC
in ELT curricula will be explored to shed light on the teachers’ actions. Consequently, the

studies about ICC in Turkey will be presented.

2.1. Culture and Language

When the word ‘language’ is searched in the concordance dictionaries, ‘culture’ is found a
quite prominent one. Their mutual relationship hints at the inseparability of the two terms.
A language forms a part of a culture and vice versa; the two are so interwoven concepts that
one cannot be separated from each other without losing the importance of the other (Brown,
2006). From a philosophical view, a living organism is a creation of language and culture;
as the flesh and blood, referring to each other respectively; without each other, they would
not exist (Jiang, 2000). From a communicative view, if communication were regarded as
swimming, then language would be the swimming skill and culture would be the water
(Jiang, 2000). The latter simile confirms the situation so well that without language and/or

culture, communication would be quite limited.



Language is a representation of culture, namely the variety of the names of food, clothing
styles, idioms, thinking patterns, traditions, music, literature and so on and so forth, while
the culture leads the language to reflect the notions. Therefore, teaching and learning a

language accompanies culture.

2.1.1. Definition of Culture

To comprehend the relationship between language and culture necessitates the definition of
culture. Since it is an abstract and broad term, it does not offer an opportunity for consensus
on an exact definition. Rather, culture has many different definitions, providing various

contexts: “Culture” is one of the terms having numerous definitions (Roberts et al., 2001).

In dictionary terms, culture is “the customary beliefs, social forms, and material traits of a
racial, religious, or social group” (Culture, n.d.). By looking at the definition, it can be said
that it is more about people’s behaviour patterns and actions. In a broader way;, it is defined

as:

a dynamic system of rules, explicit and implicit, established by groups in order to ensure their survival,
involving attitudes, values, beliefs, norms, and behaviors, shared by a group but harbored differently
by each specific unit within the group, communicated across generations, relatively stable but with
the potential to change across time. (Matsumoto & Juang, 2003, p. 10).

In other words, culture is a relationship of a community having patterns to hold on their
existence. The relationship has different thought and/or behaviour patterns in micro units
that have the possibility of changing. These specific ideas about culture inevitably reflect on
the language and make the two as one phenomenon. From a different angle, Hofstede (2001,
p. 9) defines culture as “the collective programming of the mind that distinguishes the
members of one group or category of people from another”, emphasising the ability to
understand the unique nature of culture. Culture does not have to be at the society level,
social groups of people are also exclusive at their micro level sharing certain traits which
make them recognizable to others. Additionally, Sacks defines culture as ‘an inference-
making machine’ (Sacks, 1994, as cited in Roberts et al., 2001); namely, relating the
observations with the inferences made through actions creates the patterns of the social life

of groups.

In other respects, the term “culture” has started to be a verb for practices and processes rather
than a noun for reification and abstraction (Roberts et al., 2001). This definition leads to a

more concrete aspect of the culture. In one way or another, the definitions of culture have
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meaningful approaches in their contexts, offering a large horizon for the ones who try to
understand culture. When the definitions are reviewed, the recurring words are ‘social
groups’, ‘beliefs’, ‘values’, and ‘actions’. Therefore, it may be concluded that people “define
culture as the ways in which a group constructs the meaning of their lives and gives it
expression, rather than as a body of facts about a country or a country's artistic products”
(Broady, 2004, p. 68).

After examining more than one hundred and fifty definitions under the categories of
descriptive, historical, normative, psychological, structural, and genetic; Kroeber and
Kluckhohn (1952) believe that each definition is legitimate and important. Also, they
indicate that culture is historical; is a product; has ideas, values, and patterns; can be learned,
is selective, depends on symbols; and it is an abstract from of behaviour (Kroeber &
Kluckhohn, 1952).

The definitions mentioned above clue that culture is more about values, beliefs, and the ways
groups of people live. All these words are the expressions that are a natural product of a
language. Language is learned to communicate, and communicating effectively requires
knowing about people, equivalently their culture. Moreover, “one cannot study the details
of phonology and syntax in isolation from culture; nor can one study the various dimensions
of a people's world view without paying attention to the details of their language”
(Witherspoon, 1980, p. 12). The cultural heritage can only be transferred via language, while
the language increases people’s cultural knowledge thanks to interaction (Qu, 2010). Briefly,
all explanations and definitions lead language to culture, and vice versa, making them an

indivisible whole.

2.1.2. Culture in Language Teaching

Today’s global village uses foreign language as a means of interaction, beyond learning and
teaching languages only for translation of literary works. Some economic and political
situations have drawn foreign language teaching from its tower of ivory to its more practical
ways of communication among people in the natural environment (Kramsch, 1991).
Interacting with real people involves more than knowing the ‘academic ivory’, namely, the
language that is spoken. The practical indicators are beneficial for healthy communication.
Similarly, for successful communication, not only linguistic competence is needed, but also

culture has a great role in it (Krasner, 1999). Under these circumstances, human beings need
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more knowledge than linguistic one to meet a very basic need which is communication.
Language should be alloyed with culture. To get a full vision of language, it needs to be
synthesised with cultural contexts, which help learners a better understanding of culture and
language (Witherspoon, 1980).

In the case of a country with one dominant culture situation, Qu (2010) gives the example
that a learner may get used to reacting in similar patterns towards certain actions; when
facing with a different culture, the learner may experience a shock or even an offensive
behaviour for the opponent side. She states that within a cultural context of its relations,
assumptions, and social conventions, learners can take the advantage of a language having
more control-over it. Likewise, culture is not something given; it is formed by everyday
practices of individuals or groups of people; therefore, what an intercultural speaker should
do is being alert to the predictable and patterned signs in those practices (Roberts et al.,
2001). What is understood from the samples and explanations is that knowing culture creates
a better opportunity of using a language for the learner. Following this, Kramsch (1993)
indicates that culture stands for the fifth language skill, where the other four are listening,
speaking, reading, and writing. Culture has an active role and mutual part in the skills of
listening, reading, and speaking as well as in vocabulary and translation in language teaching
(Zhang & Yan, 2006).

In language teaching, supporting language with culture helps learners in many ways. As a
miscellaneous concept, culture has social conventions, artistic discourse, and reflexive
impacts, allowing learners both to increase their cultural knowledge, and to comtemplate the
cultural norms such as other people’s way of life, their values, and beliefs and so on (Cruz,
2010). Among the aims of teaching culture are to increase the learners’ awareness and arouse
their interest in their own cultures and different cultures by making comparisons, which does
not mean creating offensive situations or discrimination, but to enrich the learners’
experience by expanding the awareness of diversity (Qu, 2010). Being aware of the diversity
of different cultures helps the learners be more competent users of the language (isisag,
2010).

Involving culture in language teaching is highly valued by the teachers, and it is given
importance in language classes. In Farooq, Soomro, and Umer’s research article (2018), a
big majority of the participant teachers have favoured culture in language teaching indicating

it enhances the learners’ understanding of different and their own cultures, alongside the fact
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that the students’ language skills may improve thanks to culture in language teaching. In
addition, culture can play a motivating role in language classes. Another finding of the study
suggests that the teachers believe their students may be more tolerant and their critical
thinking may increase when culture is included in the lessons. They also favour that culture
should not necessarily be given at the advanced level of a language, but should be introduced

at early stages to promote learning progress.

Nguyen (2017) suggests three levels of learner outcomes in learning culture (see Figure 2)
that are “cultural knowledge, cultural awareness, and cultural competence” (p. 147). The
first one refers to having information on the target culture, learners’ own culture, and other
different cultures including customs, folklore, habits, products, art, and literature. After
having the cultural knowledge, learners are expected to apply it to perform cognitive aspects
of communication. Therefore, the second learning outcome is about raising the perception
and awareness of cultures, cultural values, cultural beliefs, and being able to detect cultural
differences in order to successfully integrate them into cultural contexts while pursuing their
own cultural identity. Finally, getting cultural knowledge and cultural awareness leads
learners to the following step of cultural competence, which is being able to experience
oneself, reflect on issues, analyse the items, argue, and create their own critical perspectives

on different cultural issues.

Cultural Cultural

knowledge competence

Figure 2. Learner outcomes in learning culture. From Nguyen, T. (2017). Integrating culture
into language teaching and learning: learner outcomes. The Reading Matrix, 17(1), 145-155.
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Another important point of view on culture in language teaching is the cultural competence.
Heidari, Ketabi and Zonoobi (2014) state that knowledge of culture is not only having
information about a certain culture; but it is also more about knowing how to interact with
the culture. Thus, learning culture has started to shift from awareness, sympathy, and
understanding to appealing to the ways of practicing culture. Similarly, cultural knowledge
does not refer to a specific task; but it means knowing about the usage of the language, saying
and doing things in a cultural context. Thus, the learners are required to both know their own
cultures and understand their own behaviours that are constituted culturally.

Succinctly, culture and language are two inseparable components; without one another, they
would be deficient. Therefore, the culture has an irreplaceable place in language teaching to
create successful interaction. Integrating culture in language teaching has many benefits such
as motivating the learners, making them more proficient in the language, and enhancing their
cultural knowledge and cultural awareness of both different and their own cultures. Equipped
with the cognitive abilities of culture, the learners are expected to take an action as competent

participants in case of intercultural interaction.

2.2. Intercultural Communicative Competence

It has become obvious that there is a need for the integration of culture in language teaching.
Hereby, integrating culture may appear as giving cultural facts in lessons; however, it is not
enough to raise competent learners. Beyond the cultural fact knowledge, teaching culture
requires an intercultural approach targeting learning the relation of those facts (Kramsch,
1995). The concept leads to the requirements of culture in language teaching beyond
knowledge, to create more relations for better communication. On the other hand, Cortazzi
and Jin (1999) offer three types of culture: the source culture, the target culture, and the
international culture. The first type of culture, the source culture, refers to the learners’ own
culture to develop cultural identity. It is highly important to know the learners’ own culture
in order to link different cultures with each other and to have meaningful inferences among
others by being aware of their own culture. The second one, the target culture, attributes to
the culture of countries where they speak the taught/learned language. To illustrate, if
English is taught in a class, then the target culture consists of the countries where English is
spoken as a native language, such as the USA, the UK, Australia, and so on. The illusion
here is that the learners will not necessarily interact and use English with the people from
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those countries, but they will more probably speak English with a person from a totally
different country like Argentina to communicate since English is the lingua franca. In the
context of English as a lingua franca (henceforth ELF), the link between the language and
sociocultural practices, forms, and references are various, complicated, and emergent;
suggesting there is no specific target culture for which English can be assigned (Baker,
2011). Therefore, the third type of culture which is intercultural culture will be demanded.
The intercultural culture corresponds to different cultures from all around the world,
concerning the global village. Teachers may feel overwhelmed at this point now that
intercultural culture is about all the cultures around the world and which one to touch on in
classes. Matsuda (2012) brings this issue as a challenge of which interlocutors are unknown,
and of the impossibility of covering each country in lessons. One solution could be
strategically diversifying the lesson to add countries from different parts of the world.

The aforementioned explanations hint at the fundamentality of ICC. ICC is regarded as an
essential skill for communication in the 21st century that many researchers have dealt with
its importance and a clear definition for the term. The studies seek the dimensions of culture
in communicative competence; therefore, many of them are closely related to language
teaching. Several studies have been conducted with the educators until now and it can be
said that they have reached a consensus about the significance of ICC (Young & Sachdev,
2011). British, American, and French teachers indicate their beliefs in ICC in terms of a
general will, a main goal, and a will for using ICC in suitable contexts (Young & Sachdev,
2011).

2.2.1. Definition of Intercultural Communicative Competence

Similar to the situation of the definition of culture, ICC does not have one certain definition
and a consensus about the definition has not been reached. While some definitions label ICC

on specific perspectives, others provide general aspects (Zhou, 2011).

To begin with a commonly accepted one (see Deardorff, 2004), Byram (1997) proposes the

following explanation for ICC:

The nature of the processes is a function of the skills which a person brings to the interaction. These
can be divided into two broad and related categories: first, skills of interpretation and establishing
relationships between aspects of the two cultures; second, skills of discovery and interaction. The
former involves the ability to analyse data from one's own and from another country and the potential
relationships between them. Skills of discovery can be operated in some circumstances independently
of, and in others in combination with, skills of interaction. (p. 33).
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According to Deardorff’s (2004) study, among nine definitions, the participant instructors
ranked the most applicable one as Byram’s (1997) five dimensions of ICC: “knowledge of
others; knowledge of self; skills to interpret and relate; skills to discover and/or to interact;
valuing others’ values, beliefs, and behaviours; and relativizing one’s self. Linguistic
competence plays a key role” (Byram, 1997, p. 34, as cited in Deardorff, 2004, p. 230). In
the same study, the second highest ranked ICC definition is Lambert’s (1994) “five
components: World knowledge, foreign language proficiency, cultural empathy, approval of
foreign people and cultures, ability to practice one’s profession in an international setting”
(as cited in Deardorff, 2004, p. 230). On the other hand, when intercultural experts are asked
to rank the best definition for ICC, the result is “the ability to communicate effectively and
appropriately in intercultural situations based on one’s intercultural knowledge, skills, and
attitudes” (Deardorff, 2004, p. 194). She also creates a process model of the elements of I[CC
(see Figure 3) denoting from the personal to the interpersonal level of interaction, and it

represents the occurring process of the development of intercultural competence.

Individual

Attitudes: I:> Knowlodge &

Respct fslungoher okt
psres i SrEEEs
Curiosity & discovery lls: To lsten, observe
(tolerating ambiguity) a&‘!;lnTahl;sTk:‘almeze.

interpret & rel

External Outcome: Internal Outcome:
Effective and Informed Frame of
appropriate Reference Shift

communication & (adaptability, flexibility,
behavior in an ethrorelative view,
intercultural situation empathy)
Amadie .
Iileracden

Notes:

*  Begin with attitudes; Move from individual level (attitudes) to interaction level
(outcames)

*  Degree of intercultural competence depends on degree of artitudes,
Imowledge/comprehension, and skills

Figure 3. Process model of intercultural competence. From Deardorff, D. K. (2004). The
identification and assessment of intercultural competence as a student outcome of
internationalization at institutions of higher education in the United States [Doctoral
dissertation, North Carolina State University]. North Carolina State University, Raleigh.
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To add more definitions for ICC under the common theme of ‘ability to interact effectively’,
Fantini (2006) describes it as “a complex of abilities needed to perform effectively and
appropriately when interacting with others who are linguistically and culturally different
from oneself” (p. 12). In a similar way, another definition is raised by Hammer, Bennet, and
Wiseman (2003) as “the ability to think and act in interculturally appropriate ways” (p. 422).
Foote and Cottrell (1955) describe ICC as the "acquired ability for effective interaction™ (p.
53). In like manner, Bochner and Kelly (1974) bring the definition of "the ability to relate
effectively to self and others" (p. 280), following the “ability to formulate and achieve
objectives, ability to collaborate effectively with others, and ability to adapt appropriately to
situational or environmental variation" (p. 288). The further definition made by Larson,
Backlund, Redmond and Barbour (1978) is about "the ability to demonstrate a knowledge
of the socially appropriate communicative behaviour in a given situation” (p. 26). Finally,
Lee (1979) describes ICC as "the ability to draw on one's capabilities and social knowledge
and combine them for lines of action or strategies in functionally appropriate ways" (p. 795).
The given definitions meet on common phrases for defining, with the fact that there is no

consensus on one certain definition.

According to a research study conducted by Arasaratham and Doerfel (2005), the
participants have been asked to define ICC. The results are categorised under the cluster of
words used the most commonly by the participants: the first cluster is “able, cross, language,
talking, verbal, cultural, and religious” (p. 155); the second cluster is “backgrounds,
countries, across, message, ideas, understand, and coming” (p. 155); and the third cluster is
“communicate, cultures, different, people, ethnic, two, differences, and trying” (p. 155). In
a couple of words, they describe intercultural communication as “people of two different
ethnic groups or cultures trying to communicate, perhaps despite their differences” (p. 155).
From a broader perspective, 6 different dimensions are defined by the INCA assessor’s

manual (2004) to have successful communication:

1. Having tolerance toward ambiguity and dealing with the situations constructively

2. Ability to fit your behaviour into different situations

3. Being communicatively aware of various linguistic conventions, language skills,
and their effects to mediate intercultural communication

4. Discovering new knowledge of a culture and using the knowledge in

communication properly
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5. Having respect for others, having tolerance and curiosity for other cultures, and
believing in their naturalness

6. Having empathy for responding in suitable ways toward others’ opinions,
feelings, and ways of thinking

As a final comment on the definitions, the discussion for one certain definition of ICC
remains. Some definitions focus on the communicative aspect of ICC, some stress the
individual adaptation in case of facing a new culture, whereas others emphasise empathy and
tolerance towards different cultures; all these definitions aim to bring an explanation for the
abilities and skills required for cultural diversities and the processes of the diverse settings
(Sinicrope, Norris & Watanabe, 2007). All definitions meet on a common ground of

developing intercultural competence for successful communication.

2.2.2. 1CC in Language Teaching

To effectively interact with people around the world, one needs to be competent
interculturally. Celce-Murcia and Olshtain (2005) indicate that a new focus in language
teaching is necessitated and the new teaching concerns should be about adapting the
curricula to meet the communicative needs of the learners. As in the situation of ELF,
communication necessitates more than the linguistic knowledge in order for two people from

different cultures to be interculturally competent to have healthy communication.

While teaching, language teachers cover several competences, of which help the learners to
become more qualified in language, therefore, in communication. According to van Ek

(1986), 'communicative ability' consists of six '‘competences'”:

- Linguistic competence: within the frame of the rules of a language and convey
their meaning to create and interpret utterances

- Sociolinguistics competence: consciously preference of language forms for the
situations such as relationship, setting, communicative intention, etc.

- Discourse competence: using appropriate strategies for the creating and
interpreting texts

- Strategic competence: finding ways of conveying the meaning or understanding

what the other person means in cases of difficult communication
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- Socio-cultural competence: languages have their own sociocultural contexts, and
they use a certain frame different from that of the foreign language learner;
therefore, the sociocultural competence means being familiar with that context to
a certain degree

- Social competence: the desire and ability to interact with other people integrating
attitude, empathy, motivation, confidence, and the skill to deal with the social

circumstances

Scilicet, the communicative ability occurs thanks to those six competences, lacking one of
them may create gaps in the communication. Linguistic competence or discourse
competence may not be adequate alone for healthy communication; but other competences
including socio-cultural competence, are needed as well. This situation points out the

importance of ICC for successful communication.

Therewith, as the place of culture in language lessons, ICC shares a leading role in language
classes to create competent individuals. Teaching a language by adding the intercultural
dimension in it helps learners’ acquiring the linguistic competence required for
communication in order to express what they want to convey in appropriate ways (Byram,
Gribkova & Starkey, 2002). By doing so, learners develop their intercultural competence by
understanding the different social identities of people and by interacting with them.
Improving the intercultural dimension within the language teaching demands the aims of
providing both linguistic and intercultural competence; preparing the learners for
interactions with other cultures; raising the awareness of understanding and accepting other
cultures as people with different perspectives, behaviours, and values; helping the learners

to realise that those interactions enrich experience (Byram et al., 2002).

The major role of language teachers is to create an environment of inquiring and raising
interests in different cultures (Byram et al., 2002). The prominent idea is that teachers should
arouse the interest in cultures to encourage the learners in order to research more on the
cultures, to be more aware of them, and to be more tolerant of others. Intercultural
competence includes enhancing students to engage them in a global world; their progress is
possible by discovering effective ways to interact with people of other cultures
(Wilberschied, 2015). Then, ICC can be acquired in different learning environments

covering the required components of a language as the following Figure 4 represents:
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INTERCULTURAL COMMUNICATIVE COMPETENCE
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Figure 4. Comprehensive model of intercultural communicative competence. From Byram,
M. (1997). Teaching and assessing intercultural competence. Clevedon, UK: Multilingual
Matters.

With regard to Figure 4, the five components of Byram’s (1997) constitute ICC and it is
directly related to linguistic, sociolinguistic, and discourse competences. Moreover, the
place of acquiring ICC may be a classroom with the guidance of a teacher, fieldwork where
the learners experience the cultural issues, and via independent learning of the individuals,
which is expected from the learners as much as possible. A major shift within the perspective
might be from a culture-specific model to a culture-general model of ICC: the former means
the knowledge and skills regarding a specific target culture, while the latter means
knowledge and skills regarding general situations across cultures (Heidari, Ketabi &
Zonoobi, 2014). In other words, general views of cultures may be encouraged in teaching
language rather than focusing on a target culture, which would help enhance the students’
ICC.

Castro and Sercu (2005) have conducted a study researching the objectives of foreign
language education, and the participants have ranked the ‘culture teaching’ as the first aim,
implying the target of raising the learners’ familiarity with the cultures followed by
encouraging to have an open mind and a positive stance for the unfamiliar. Thus, the teachers
regard language teaching as getting the learners familiar with the language and culture. The
second part of the study investigates the objectives of culture teaching. The participants have
ranked the attitude of tolerance and openness for other cultures as the first one; giving

information about daily life, reflection on cultural differences, giving information about
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beliefs and values in different cultures follow it (Castro & Sercu, 2005). As observed, the
teachers’ main aim is to make their students more tolerant individuals, then to provide

information about foreign cultures.

Parallel to Cortazzi and Jin’s (1999) study, three are main approaches for teaching cultural
competence: knowledge-based approach, aiming to provide facts and information on the
target language culture; contrastive approach, raising the awareness of the similarities and
the differences between the target culture and the learners’ own culture; and ICC approach,
encapsulating the previous two in order to engage the learner in a better interaction
(Piatkowska, 2015). It is obvious that ICC is more comprehensive when compared to other

competences aiming to teach culture and to create a healthier communication environment.

The approaches to involving culture in language teaching vary and are open to exploration.
In addition to the approaches provided in the previous parts, the literature has other
approaches for teaching ICC. Primarily, Communicative Language Teaching (henceforth
CLT) i1s widely accepted as the most effective approach for ICC (Tosuncuoglu, 2019). CLT
is described as communicating in a foreign language, taking language and culture into
consideration as well as understanding the communication between native and non-native
speakers with the purpose of intercultural communication instead of using a foreign language
(Crozet & Liddicoat, 1999). As CLT has two main problems of not depicting culture in
language use and of not anticipating that learning about other cultures is not enough to
develop understanding of cultures; a newer approach, Intercultural Language Teaching, is
presented following the leads of CLT; which can turn Communicative Approach into
practices of three dimensions of intercultural competence: learning different cultures,
comparing them, and exploration of interculturality (Crozet & Liddicoat, 1999). The latter
seems to cover essential components of ICC in language teaching by addressing the
knowledge of other cultures, the comparison of them, and the exploration which promotes

independent learning.

For ICC, Cai and Lv (2019) have proposed the Task-based approach as an efficient method.
Developed by Prabhu (1987), Task-based approach aims to create meaningful activities in
the classroom and to relate them to specific conditions (Cai & Lv, 2019). After their research,
it has been found that the learners’ proficiency in English has improved in contrast to what
some participant teachers expected before the study; besides, the learners’ motivation has

also aroused while the four language skills have been integrated into the process. To

18



conclude, ICC may not require a new approach for teaching it in language classes, but

previously known approaches and methods may be adapted accordingly.

Based on Bakhtin’s (1982) study, the Dialectic approach may be regarded as advantages in
teaching ICC. Martin and Nakayama (2015) explain the Dialectic approach as it puts an
emphasis on the process, relations, and the complexity of human relationship and interaction.
In the view of dialectics, intercultural relating is something fluid, dynamic, and ongoing
process. The approach offers the learners an alternative way to think and conceptualise
intercultural competence by avoiding stereotyping about cultures. In their work, they have
identified six intercultural dialectics: “Individual-cultural, differences-similarities,
past/present-future, personal-contextual, privilege-disadvantage, static-dynamic” (Martin &
Nakayama, 2015, p. 18). These dialects imply the relation of culture within the individual,
similarities within the differences, future within the past/present, and so on. While teaching
ICC, these relations may be presented in the class to raise the awareness of the learners.

Another approach to ICC is Relational Teaching in the EFL context. Presented by Keating
in 2004, the Relational Teaching approach is the harmonisation of authentic and
multicultural texts in language teaching (as cited in Gomez Rodriguez, 2014). According to
Gomez Rodriguez’s (2014) study researched the Relational Teaching approach, the
application of the Teaching approach has become a potential motivating element to help EFL
learners develop their critical ICC when they understand and discuss situations in a foreign
language with the help of identification of commonalities or topic of diverse cultural
locations. One other finding in the study is that the learners have become attentive to

intercultural connections for evaluating and criticising.

On the other hand, Lussier (2011) believes language classes are in need of a new approach
that it takes psychological, cognitive and affective factors into consideration. All in all, the
role of ICC in language classrooms is indispensable with the mentioned requirements,
objectives of teaching, and approaches of teaching. The application of those may happen in

two different contexts of ELT, which will be presented next.

2.2.2.1. ICC in ESL and EFL Contexts

To begin with, the two language-learning contexts of ESL and EFL have their own

distinctive features though the same language is taught in both. ESL contexts occur in the
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places where English is spoken by the resident people, bringing certain advantages with it.
Some of them are that they learn the language to communicate with the local people, so the
learners experience the language by using it in their everyday life, as well as their classroom
consists of many other people from different countries targeting to learn English. The latter
advantage creates a great environment for experiencing different cultures around the world,
thus interculturality. Expectedly, the learners become more aware of others, welcome the
diversity of different cultures, and experience the first-hand interaction. Since the learners
have the chance to practice the language in terms of linguistic and discourse competence,
they have more time on ICC to develop the quality of their interactions. In other respects,
EFL is a context in which the learners live in their local country and learn the language as a
foreign language to communicate with foreigners. This context may bring such realities that
the learners are most of the time exposed to English mostly in their language classes. For
them, ICC may not seem like a privilege since they aim at learning the linguistic competence
first. Further, their classroom environment mostly comprises of single macro culture, i.e. the
generally observed culture of a country. This situation may hamper the acquisition of ICC
because they have to learn about interculturality and/or different cultures as a part of their
lessons. As it can be seen clearly, ICC in EFL contexts may be challenging for both teaching

and learning due to the presented situations.

When researched, the literature has plenty of studies on the understandings and beliefs of
ESL teachers/instructors and their in-class implementations (Bickley, Rossiter & Abbott,
2014; Kim, 2004; McCalman, 2014; Zhang, 2017). The instructors and students in an ESL
context show a moderate level of ICC (Kim, 2004) because they experience different
cultures. When they are asked about their expectations, the results have shown that culture
is an intrinsic interest for ESL teachers, and their expectations of ICC are positive
(McCalman, 2014). Furthermore, ESL teachers believe that educational intervention and
intercultural training are the best choices to obtain ICC (Zhang, 2017). On the other hand,
while instructors from an ESL context have moderate to high levels of ICC; only half of
them have received specialised education regarding ICC; instead, their knowledge mostly
dates back to their own experiences (Bickley, Rossiter & Abbott, 2014). As stated above,
the outstanding common feature of those studies is their having the area of ESL, the context
of which contains learners from different cultures and backgrounds, which gives them the

opportunity to experience interculturality; thus, ICC. This opportunity creates the results of
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more competent individuals and teachers, showing higher levels of ICC with the help of

experience.

On the other hand, EFL contexts do not generally contain multiculturality, which may create
difficulty for ICC and necessitates further research. From this point of view, EFL context-
related studies reach different findings and implications. Starting with a research study, with
the aim of exploring Iranian EFL teachers’ ICC and Intercultural Sensitivity (IS) levels,
Alaei and Nosrati (2018) found that the lack of cultural knowledge and interaction is the
main problem in terms of ICC and it can be better through exchange programs as a
suggestion. Another research, which is a comparative descriptive survey model to determine
the ICC levels of pre-service teachers in Turkey and Switzerland, leads to the results that
their ICC levels are middling; the differences are a result of the variability in universities;
the teachers from Switzerland show a higher level of ICC than the ones from Turkey; and
this is regarded owing to the teacher training curricula in Switzerland (Polat & Ogay-Barka,
2014). The latter study specifically reveals the importance of the curriculum in ICC,

therefore, leads this study to investigate the situation of ICC in ELT curricula.

Naturally and expectedly, there is a consensus on the significance of ICC to promote cultural
bound for communication among EFL instructors (Karabinar & Giiler, 2012). When they
are asked about their understanding and pedagogical practices of ICC, most of the EFL
teachers are acknowledged the importance of ICC in EFL education; however, cultural self-
awareness is not found in the teachers’ in-class practices, according to them (Cheng, 2012).
Following, some studies search for EFL teachers/instructors’ implementations as well as
offer solutions for training teachers in terms of teaching ICC (Ghanem, 2017; Jokikokko,
2005). Aiming at instructors’ perspectives and implementation of ICC into EFL courses,
Ghanem (2017) shows that they have difficulty in including ICC in their classes due to their
lack of understanding; each of them focuses on different aspects of culture and teaches
accordingly; and finally, they state the need of workshop and discussion groups for a better
understanding and implementation of ICC in classes. Jokikokko’s (2005) article, researching
newly graduated teachers’ conceptions regarding diversity in their work, states that
competence is about ‘efficiency orientation’ focusing on being able to act and deal with
different situations successfully; and the article hints at the pedagogical orientation for
guiding and encouraging the teachers. Those aforementioned studies mostly take the

interview as instruments allowing a deeper understanding of the situation. However,
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interviews are self-reported ideas, which require to be studied further, which again

constitutes the starting point of this study.

One research article conducted by Gomez-Zermeiio (2018), seeking for the ICC in
community instructors who have received a teacher training program called CONAFE in
Mexico, indicates that the teacher training program has helped the instructors strengthen
their ICC and teaching ICC. Another result leads to the findings that ICC is not a regular
focus in EFL classes although most of the participants recognize the significance of cultural
teaching, and they mostly follow the traditional approaches for teaching culture; as well as
highlighting the need for in-service teacher training programs on ICC teaching along with a
supporting curriculum and materials (Zhou, 2011). All in all, these studies dealing with the
teachers’/instructors’ in-class implementations discuss the situation in a quite limited way
that the presented data in qualitative, quantitative, or mixed way consist of self-reports only;
rather than researching into the actual in-class practice, which builds another of the basis of

this study.

2.3. Intercultural Communicative Competence of English Language Teachers

The signification of ICC in a foreign language supported in the previous paragraphs brings
the issue of the in-class integration of ICC. As the important agent in a class whether being
an information provider or a facilitator, teachers directly affect the ICC in foreign language
teaching. Particularly, their own ICC knowledge, beliefs, and perceptions lead the way in
their teaching and in-class practices. Therefore, the following sections cover the studies in
the literature of which examine the teacher-dimension of ICC, respectively, teachers’
perceived levels of ICC: knowledge, beliefs, and perceptions, and teachers’ in-class

practices.

2.3.1. Teachers’ Perceived Levels of ICC: Knowledge, Beliefs, and Perceptions

The subject of ICC in foreign language lessons necessitates examining of the situation of the
in-service teachers in terms of their own perceived levels of ICC, in detail, their knowledge
of, beliefs in, and perceptions about ICC. Literature hosts many studies regarding the

situation and the most recent of them slightly focus on the EFL contexts as well as certain
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ESL studies. Also, some studies have concerned with both the in-service teachers’ perceived

levels and in-class activities, the latter will be presented in the next part of the study.

In-service teachers generally show a positive attitude towards ICC (Almohawes, 2020;

Estaji & Rahimi, 2018; Itani, 2017). Primarily, Estaji and Rahimi’s (2018) study searches
the situation of Iranian EFL teachers and they have reached the significant positive results
towards ICC. In addition to the paramount significance of ICC, the participants are in the
opinion of the fact that globalisation turns teachers of language into ‘teachers of language
and culture’. As expected from the teachers’ attitude toward ICC, their perceived levels of
ICC are relatively high regardless of their instruction, education, and level of experience.
One striking result of the study is that the participants’ self-perceived implementations do
not share a role with their perceptions of ICC (Estaji & Rahimi, 2018). Seemingly, the
positive attitude of in-service teachers leads to high levels of ICC. Secondly, Almohawes
(2020) supports the results of the positive attitudes of the teachers towards culture in
language teaching, since they believe that culture not only helps to improve the language
skills, but to make the learners more tolerant and aware of both their own and other cultures.
As of the main goals of foreign language teaching, the contribution of culture to the language
skills may increase the notion of positive attitudes among the teachers, besides the
contribution to tolerance and awareness of cultures. Finally, the participant teachers in Itani’s
(2017) study regard ICC as an indispensable skill. The emerging themes during the
interviews are that ICC is “a combination of knowledge, actions, characters and skills; open-
mindedness, cultural sensitivity, appreciation for other cultures; addressing learning styles
owing to unique cultural orientations; relying on informal means to foster intercultural

competence; and adjusting one’s views and perspectives” (Itani, 2017, p.100).

Most in-service teachers perceive ICC as an essential component of language, while their
focus may differ. In a study conducted by Abu Alyan in 2011, teachers in a Palestine context
regarded the culture concept as a lifestyle consisting of shared values, beliefs, behaviours,
and ways of thinking. To them, culture and language are two inseparable concepts, and
language acquisition may be difficult without the component of culture. On the other hand,
Chinese teachers are inspired by the beliefs of Confucianism to include ICC in language
teaching in terms of flexibility, tolerance, withholding judgement, and engaging ambiguity.
Han and Song’s (2011) study about teacher cognition of ICC has revealed that the

participants regard among the important objective of a foreign language lesson are increasing
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students’ communicative competence as well as language proficiency. The teachers have
specified the most relatable two of teacher perceptions of FLE objectives: helping the
learners to have communicative skills beneficial for communication with English speakers
and helping them to have a proficiency level in English for reading and writing in their future

lives.

Al Hasnan’s 2015 study studies the Saudi EFL teachers and their beliefs on ICC reaching
the findings that the participants regard ICC as a vital component in foreign language
education to increase cross-cultural communication and attitudes towards different cultures.
The stress on communication and different cultures hints at the Saudi EFL teachers’ positive
thoughts on ICC. For another study in the EFL context, Cheng (2007) explores the Taiwan
EFL teachers’ ICC, and the study finds that their perceptions of culture, curriculum,
intercultural experiences, and study-abroad programs are directly related to the participants’
understanding of ICC. This study well explains where their knowledge and/or beliefs may
come from. To conclude, ICC is regarded in different ways by different groups while holding

a common belief of its significance.

Another point in the in-service teachers’ perceived levels of ICC is concerning the ESL
context. Viel (2018) conducts a research on the factors contributing to ICC development of
the ESL teachers in a university in Pennsylvania and finds the results that the participants
regard ICC as a continuing personally and organisationally activity; their awareness beliefs
and understandings evolved into meaningful and clear responsibility for ICC concepts, skills,
and awareness as they continue to grow. Until these points in the current study, the teachers’
perceived levels of ICC given as a positive attitude and the importance of ICC. Almost all
studies put forward the positive aspects of the teachers’ high levels of ICC. However, there
is one obvious concerning fact about the implementation of those high levels into the lessons.
Young and Sachdev, in their 2011 study, discover that there is a consensus on the difference
between the teachers’ attitudes and beliefs and their in-class practices. This gap between the

high level of ICC and in-class practice will be examined in the following section.

2.3.2. Teachers’ In-class Practices Related to ICC

ICC is mainly given importance by in-service teachers according to the related studies in the
literature as given above. The next and most important part of ICC in foreign language

education is the in-class practices in order to understand the situation of ICC in the
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classroom, to understand the pedagogical practices of ICC, to compare the teachers’ self-
reported ideas and their actual practices, and to understand the components that affect ICC

implementation in the classroom.

To begin with the objectives of ICC in classes, a study conducted by Han and Song in 2011
reveals Chinese teachers’ culture teaching objectives, in an EFL context, in an order of
importance as giving information about values and beliefs, encouraging the ability to deal
with intercultural situations, giving information about geography, history, politics, and social
conditions, enhancing tolerance and openness, telling experiences of cultural expressions,
giving information about daily life, promoting the students’ own culture, and promoting
empathy. Seemingly, the teachers prioritise teaching the values and beliefs of the other
cultures, which hints at the abstract side of the culture that leads to the thinking patterns of
a culture. This item is followed by teaching the ability of intercultural communication, and
teaching the dimensions of knowledge, attitude, and skills of ICC. According to the teachers’
self-reports, they include culture teaching activities, respectively, transmitting their
knowledge to the students, providing information about the fascinating and strange elements
of the cultures, and using audio-visual equipment (Han & Song, 2011). It is no surprise that
the teachers’ perceived ICC level is directly related to their teaching practices as they get
use of their knowledge. Visual equipment and interesting aspects of the cultures may play
the role in raising the awareness of the students. Han and Song (2011) also indicate that the
time devoted to culture teaching and language teaching is directly related to the teachers’
perception of the intercultural dimension and the course type. The latter may interrupt the
culture integration in language teaching providing that the teachers value ICC in their

lessons.

When the place of ICC in language lessons is concerned, a number of studies have
demonstrated that ICC is not the main focus (Tian, 2013), and linguistic competence is given
more attention than ICC (Abu Alyan, 2011; Li, 2016; Marrs, 2014). Still, teachers try to
integrate ICC into their lessons. In Abu Alyan’s (2011) study researching Palestinian EFL
context, it is found that linguistic competence is seen as the most significant component of
language teaching, and culture is used as a piece of background information for assisting
language learning. EFL Palestinian university classes include minimal ICC regarding it as a
substitute for communicative competence. Another study by Li (2016) implies that linguistic

proficiency is given the highest importance; however, a wide range of topics regarding
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culture can be observed in Chinese university-level English lessons. As Han and Song’s
(2011) study reveals the effect of teachers’ knowledge in ICC practice, Li (2016) has found
that the Chinese teachers introduce cultural facts through anecdotes from their own
experiences. Moreover, Marrs’s (2014) study also reveals that EFL teachers’ main focus is
on academic language with the lowest development of ICC. Correspondingly, Tian (2013)
has concluded that ICC in language teaching is not a regular focus in EFL classes although
most teachers value ICC. In lessons regarding ICC, the traditional approach of teacher-
centred is referred to frequently; the teachers also claim that they tend to teach perceptible
information such as products, facts, and perspectives instead of imperceptible information
of analysing culture and building a negotiation between different cultures (Tian, 2013). The
beliefs and practices of Chinese teachers are based on the grounds of Chinese philosophy,
the teachers’ personal background, and institutional contexts. As seen from the studies,
culture teaching may not be the main focus in EFL teaching although its importance is

recognised.

When the teachers’ self-reported perspectives of ICC and actual in-class implementations
regarding 1CC are compared, the literature finds quite a gap (Algefari, 2019; Cheng, 2007;
Osman, 2015). Primarily, Osman (2015) has indicated a gap between teachers’ ICC
awareness of objectives and their in-class practices. One reason for the lack of ICC
implementation is that ICC objectives are not included in the curriculum explicitly (Osman,
2015). Another study conducted by Cheng in 2007 examines the teachers’ self-reported
pedagogical practices and actual practices, and the results state that teaching ICC was not
found; and that the teachers’ practices were limited by the textbooks. Furthermore, in the
study in 2019, Algefari presents that although the teachers have a strong notion towards ICC
implementation, ICC is not covered systematically in their lessons. According to the study,
the topics are also important in teaching ICC. Certain sensitive topics are not discussed in
Saudi EFL contexts, and teachers prefer raising awareness of the learners” own cultural

values and beliefs specifically in the cases of taboo topics (Algefari, 2019).

The teaching practices used by teachers vary according to some reasons such as context,
teachers’ ICC background, and course level. In Almohawes’ (2020) study, the participants
indicate that they try to integrate ICC as they believe by improving the learners’ ICC through
knowledge, skills, and attitudes with the help of various materials and strategies. The main

obstacles to teaching ICC are the class time limitations and crowded classrooms
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(Almohawes, 2020). The tendency toward teaching ICC is covered in Jennings’s (2018)
study that the Japanese teachers move towards the integration of CLT activities, a more
students-centred approach, and oral communication activities based on trial-and-error-basis
exploration. Furthermore, Yu (2018), finds that a hybrid and dynamic approach to ICC
teaching are adopted by the teachers, which leads learners to think beyond their usual
thinking patterns about language and culture; in order to expand the learners’ views on
cultural background irrespective of nationality or ethnicity. The themes of the results of the
study hint at avoiding stereotyping of other cultures, conscious and strong learning of other
cultures, and responding to inequalities of culture. One other study conducted by Ronzon
Montiel (2019) discovers the cultural dimension is sporadically covered by comparing and
contrasting two different cultures, with no specific intention of knowledge, skills, or attitude
parts of ICC. Comparing and contrasting two different cultures may serve the aims of ICC,
but the missing intentional teaching of ICC dimensions may hint at the problem in ICC

teaching and in-class practices.

Various studies focus on the reasons for not integrating ICC into English lessons (Young &
Sachdev, 2011; Al Hasnan, 2015; Marrs, 2014). The lacking materials and the lacking
support for materials are the main issues in teaching ICC. To begin with Young and
Sachdev’s (2011) study, when the participant teachers are asked the reasons why they fall
back into ICC teaching, they have stated the deficiency in support, in textbooks, in testing,
in syllabi for effective approaches to ICC and culture teaching. One more important thing in
the study is that the reason why the ICC uptake lacks may be the deficiency in teacher
training (Young & Sachdev, 2011). Secondly, Al Hasnan (2015) reaches the results from the
teachers in Saudi Arabia that the ineffectiveness of current materials and the society’s
attitude towards teaching different cultures, especially EFL target cultures, may create
difficulties in the teachers’ designing new materials for integrating ICC. As mentioned
before, Saudi Arabia may have negative attitudes towards EFL target cultures; besides, the
ineffective classroom materials create a burden on the teachers regarding teaching ICC.
Following, Marrs (2014) points out that in-class practices, especially the sociolinguistic
information, are quite low according to the study and the reasons are not on the teachers, but
on the materials. It is also revealed in the study that the lifestyle practices and perspectives
of cultures are included in the content with the help of videos; however, the teachers spend
plenty of their time on creating their own content for teaching ICC (Marrs, 2014). It can be

understood from here that the content materials whether are insufficient or do not serve the
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aim of teaching ICC, which of both cases cause the teachers to spend more time on
preparation. As final remarks regarding the in-class ICC implementations of in-service
teachers in EFL contexts, Kawamura (2011) suggests that teacher development materials
should be encouraged for EFL instruction in Japanese universities for the alignment of
government recommendations. Hereby, the importance of other sources than the teachers in

ICC practice is reflected.

From the perspective of ESL contexts, Mesiti (2011) finds that although a large majority of
the participants agree on culture teaching practices create awareness, and 96% of the total
participants agree on culture teaching improves learning of the target language; only half
participants occasionally use the teaching practices. As seen here, the given importance in
the participants’ self-reports does not cover the actual in-class practice of teaching culture.
In her Ph.D. thesis, Bunk (2017) reveals that the participant teachers are aware of the
diversity in their classrooms and they follow some pedagogical choices in order to meet the
needs of their students. She has also found that the department of the learners plays an
important role in integrating 1CC; for example, the teachers in Humanities and Adults Basic
Skills department are more sensitive in integrating diversity in their lessons and in choosing
materials accordingly (Bunk, 2017). Finally, in Viel’s 2018 study, it is argued that the
participants dedicatedly try to implement what they learn about ICC. The latest study also

hints at the higher awareness of the teachers regarding ICC.

As the aforementioned studies reflect, the situations of ICC implementations in English
classrooms vary in many ways. Some teachers manage to integrate it well, while some create
a gap between their self-reports and actual practices. The obstacles to integrating ICC in
lessons are mostly due to the lack of support in the materials and teacher education, adding
an extra workload to the in-service teachers in this respect. Therefore, the latter topics may

be an issue of suggestions for better ICC implementation.

2.4.1CCin ELT Curriculum

The significant role of ICC in foreign language classes cannot be denied with the references
of the studies covered in the previous parts. The teachers’ perceived levels of ICC and their
in-class practices are also issued in many studies. The next part of this continuum may be
expected the teacher education. Since the teachers are the key source in the classroom

whether they stand as a facilitator or an information provider, the success of the ICC
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implementations in EFL classes is mostly based on the opportunities provided for the
teachers. Therefore, the curricula in the ELT departments have an important effect on both
the teachers’ perceived levels of ICC and their in-class practices.

In his 2011 study, Hismanoglu researches the relationship between the ELT department
students’ ICC and the influential factors. He puts forwards 4 hypotheses investigating
whether there is a significant difference between the students’ perceived levels of ICC and
their linguistic proficiency; their overseas experiences; and their getting formal education
regarding ICC. The results respectively show that there is not a relationship between the ICC
level and language proficiency as all participants have exhibited high levels of ICC; while
there are significant differences between their ICC regarding their having overseas
experience, and getting formal education (Hismanoglu, 2011). The students who have
enrolled in overseas exchange programs have better ICC levels; likewise, the ones who have
formal courses related to ICC have higher levels. Both factors are a part of the curriculum
of ELT departments, which can be concluded that the opportunity and/or encouragement for
exchange programs and courses related to ICC are of vital importance. Teacher education
should empower the affective dimension of ICC; fostering the embracing of cultural and
linguistic diversity, besides participating in intercultural situations while adopting a didactic

approach to facilitate improving ICC (Bastos & Aratjo e Sa, 2015).

One other influential factor in teacher education is telecollaboration. In Miiller-Hartmann’s
(2006) model of language teacher education, telecollaboration and its effects on ICC on the
teachers are researched. Positive effects on teachers have been reached resulting that
telecollaborative projects have played an important role in participants’ developing their
ICC, and in the student-teachers’ realising their lack of skills to develop further (Miiller-
Hartmann, 2006). The study suggests that telecollaboration not only improves the teachers’
ICC but also helps the teachers’ use it as an activity in their English classes helping improve
their students’ ICC. In the teacher education dimension, telecollaboration can be embedded

in a course aiming to improve ICC of the teachers.

According to Mirzaei and Forouzandeh’s (2013) study, following the political and
ideological changes in Iran, the curriculum of the EFL education system has also changed;
since that time, the primary goal of EFL education has been regarded as not communication
with English-speakers, but access the original sources thanks to English. One of the main

purposes of the study is to investigate the relationship between the ICC and L2 motivation
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of learners, and it is found that there is a close association between them; thus, teaching
activities and programs are created in a sense that taps the 1CC potentials of the learners
(Mirzaei & Forouzandeh, 2013). It is clearly hinted that L2 motivation of learners helps to
improve their ICC levels, thence, programs and activities motivating learners should be
integrated into the EFL curriculum.

Following the results of the studies, the curriculum has an essential role in teachers’ ICC
levels as well as their future in-class activities. Courses related to ICC, exchange programs,
technological activities such as telecollaboration, teaching programs, and more may be
carefully considered to raise more qualified in-service teachers.

2.5. ICC in Turkey

Turkey, whose official language is Turkish, is a country having a dominant culture alongside
local micro-cultures with minor differences when compared to the other cultures around the
world. Therefore, English is taught in Turkey as a foreign language, and the context here is
the EFL context. The studies of ICC within the Turkish EFL context create certain

similarities as well as some differences in their results.

2.5.1. Teachers’ Perceived Levels of ICC: Knowledge, Beliefs, and Perceptions

It can be stated that the teachers in Turkey have higher levels of ICC (Saricoban & Oz, 2014;
Sen, 2020; Tosuncuoglu, 2019). According to his study, Tosuncuoglu (2019) states that
while EFL Turkish instructors possess positive attitudes toward ICC, the students’ awareness
is not at an expected level. In a similar vein, Sarigoban and Oz (2014) have reached the
conclusion that the participants have a high level of ICC regardless of the gender and
academic achievement variables. In other respects, Sen (2020) has resulted that the pre-
service teachers showed high levels of ICC with a statistically significant difference in
gender: female participants had higher levels, while the age variable and the correlation
between their academic achievement and ICC levels did not show a statistically significant
difference. Another study indicates the participants’ high levels of ICC differing according
to the departments, ELT departments’ having a more positive attitude, and according to the

experience, novice teachers’ having more positive perceptions of ICC (Yildiz, 2016).
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The teachers are aware of the significance of ICC and of the culture-related objectives in
language teaching. According to Duisembekova’s (2020) study, most participants regarded
themselves as the most competent in the awareness and attitude parts of ICC. Furthermore,
as stated in a recent study, the participants raised awareness of ICC (Ay, 2018). On the other
hand, the same study reveals the fact that what they understand from culture is mostly
associated with the target culture, which is American and British culture at this point (Ay,
2018). ICC is not only about the target culture; it is rather about every culture including the
person’s own culture. Hence, the teachers may easily disregard the aim of increasing the
students’ own culture and identity when they teach culture (Ay, 2018); “teachers prioritize
the knowledge dimension of culture teaching rather than the other two dimensions which are
attitudinal and skills dimensions such as establishing openness and tolerance towards people
from other cultures, encouraging students to empathize with other people...” (Ay, 2018, p.
73). In essence, Turkish EFL in-service teachers hold a positive attitude towards ICC and

they show higher levels of ICC, similar to the other LX EFL teachers.

2.5.2. Teachers’ In-class Practices Related to ICC

Turkish EFL teachers’ in-class practices vary in different studies; yet most of them give the
clue of the fact that the practices are unsatisfactory, especially when compared to the in-
service teachers’ self-reports. Markilolo (2021) indicates that teachers have positive attitudes
toward ICC and teaching ICC, and they integrate it in order to promote tolerance, empathy,
appreciation, and openness for other cultures. Another study conducted by Giines and Mede
(2019) claims that the teachers integrate culture in their lessons; however, they are mostly
familiar with the target cultures, not with other cultures. On the other hand, Yildiz, in her
2016 study, points out that although the participants from ELT departments have positive
attitudes toward ICC in the EFL context, and novice teachers state their more interest in
activities regarding 1CC; the in-class practice of ICC is not consisted during the observations
the researcher has made. Tiitiincii (2014) brings the explanation that integrating ICC into
foreign language teaching requires the skills about ICC knowledge as well as the motivation.
The problems in teaching ICC stem from materials, in-class activities, curriculum, and
student profiles (Tiitiincii, 2014). According to Ozisik’s (2018) thesis, the lecturers’
knowledge is not sufficient related to in-class implementation and assessment methods

though they are cognizant of the importance of ICC in language teaching. Similar to the
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previous study, Ozisik claims that the problems related to integrating ICC in EFL lessons
are the prejudice and stereotypes about cultures, the teacher’s ignorance, class time

limitations, and textbook-related problems.

The obstacles to ICC integration in language classes are also related to the textbooks.
Kelahmetoglu-Tunger (2019) has reached the result that ICC is not a direct aim in the
textbooks, but it has only a place in the content part of the books in terms of knowledge and
raising awareness for other cultures. Furthermore, Demirel (2016) adds that the content part
of the coursebooks does not serve well regarding the goals, aims, and general interest; the
part is also insufficient regarding ICC components. Finally, Cetin Koroglu (2013) finds that
the textbook Life is not adequate to improve learners’ ICC now that the sub-dimensions of
ICC are not covered in the book. The textbooks, which play a key role in the lessons, may
be the reason why the in-class practice is not satisfying enough in the Turkish context.

To sum up, the literature has some studies showing the in-class practices of the teachers
while most of them hint at the gap between self-reports and actual teaching. The reasons to
which are given above according to the study results; and will be covered in the next part of

the curriculum.

25.3. ICCin ELT Curriculum

Given the significance of the curriculum in ICC teaching, the in-class implementations may
possibly be affected by the curriculum of the ELT departments. Comparing the first-year
students and the fourth-year students at a state university in Turkey, Sevimel-Sahin (2020)
finds a statistically significant difference in the study year effect on the development of ICC,
concluding that the ELT program played a role in the development of the participants’ ICC
levels in spite of the lack of explicit instruction. Another study states that there is a positive
correlation between their ICC and their studying abroad experiences. Since studying abroad
is directly related to the dimensions of knowledge, skills, and attitude, encouraging study-
abroad programs and taking related courses to improve ICC levels are suggested by the
researchers (Sarigoban & Oz, 2014).

ELT departments in Turkey do not pay the required attention to ICC teaching in their
curricula (Demircioglu & Cakir, 2015; Duisembekova, 2020; Sen, 2020). Sen (2020)

discusses the insufficient place of ICC in teacher education and the need for it, suggesting
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related courses and exchange programs. Likewise, Duisembekova (2020) claims that teacher
education is highly important for the development of ICC; yet ICC development is not given
the deserved attention. Furthermore, most teachers do not have explicit training for teaching
ICC; rather they have the ICC implicitly from youth projects, courses, training programmes,
and so on (Demircioglu & Cakir, 2015). The studies are a direct link to the insufficient

situation of the curricula of ELT departments.

International exchange programs are other effective factors for ICC development. In ince’s
(2020) study, it is shown that international practicum experience has improved the ICC of
the pre-service EFL teachers besides their willingness to integrate ICC in their future lessons.
Moreover, Tuzcu-Eken (2018) indicates that the Erasmus program has helped improve the
participants’ ICC and intercultural sensitivity, implying that their visits have a positive effect
on their ICC. These two studies are also a true indicator of the important contribution of
exchange programs to the teachers.

These findings lead this study to the importance of curriculum and teacher education
regarding ICC. Although the in-class activities of Turkish EFL teachers are not at the
expected level as they suggest, the curriculum plays an important role in this issue. Training
programs, courses, exchange programs, and many more may be included to both improve

the teachers’ own ICC and the desire of integrating ICC in their lessons.
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CHAPTER 111

METHODOLOGY

In this descriptive study, the aim is to examine the in-service teachers’ perceived levels of

ICC and their practices regarding ICC, and the role of ICC in ELT curricula. In order to

achieve this, Table 1 provides the research questions, data collection tools, and data analysis

instruments:

Table 1

Research Questions, Data Collection Tools, and Data Analysis Instruments

. Data Collection Data Analysis
Research Question
Tools Instruments
1. What are the in-service teachers’ perceived ICC Descriptive
levels of ICC: Knowledge, beliefs, and  Questionnaire (Statistical)
perceptions? Analysis
a. Is there a significant difference between
the experienced and novice teachers?
b. Is there a significant difference between
the teachers who took courses related to ICC
in ELT departments and the ones who did
not?
2. What are the actual in-class practices of the in-  Vignette-based Thematic
service teachers regarding 1CC? Interview Analysis
3. How is ICC integrated into the current  Document Content
curriculum of ELT departments in Turkey?? Analysis Analysis
Descriptive
Analysis
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3.1. Research Design

In order to reach the objectives of the study on ICC, this study followed the mixed method
sequential explanatory design: a quantitative instrument to reach in-service teachers’
perceived levels of ICC; and qualitative instruments to gather evidence about the teachers’
beliefs with respect to teaching ICC, their in-class practices regarding ICC, and the role of
ICC inthe ELT curricula.

A mixed method design allows collecting and mindfully analysing both quantitative and
qualitative data within the borders of the research questions, providing the logic of the study
and framing those procedures (Creswell & Plano Clark, 2018). Figure 5 reflects the three

purposes of “triangulation”, “complementary” and “development” (Greene, Caracelli &

Graham, 1989, p. 259) within the mixed method design of this study.

Perceived

Questionnaire
knowledge

Triangulation

Complementary

Development

Beliefs

Vignette-based
interview

Role in ELT
curricula

Document
Analysis

Figure 5. Hlustration of the purposes in mixed method.

Greene et al. (1989) indicate that “triangulation seeks convergence, corroboration,
correspondence of results from the different methods” (p. 259). The rationale behind
triangulation is to enhance the validity with the help of maximising or counteracting
heterogenic sources against the bias of inherent method, of inquirer, of inquiry context, and
of substantive theory. Therefore, the data of this study were triangulated to increase the

validity. To elaborate on this situation, the study used a questionnaire on self-reported levels
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and beliefs of ICC for quantitative data; used the vignette-based interview to reduce the self-
reported ideas on the practice of ICC for qualitative data. Also, ELT department curricula
were scanned to give insight into the practices of the teachers. The triangulation seeks to
enhance validity for potential gaps between the self-reported ideas and the real situation.

“Complementarity seeks elaboration, enhancement, illustration, clarification of the results
from one method with the results from the other method” (Greene et al., 1989, p. 259). The
aim is to have more comprehensive data exploring different dimensions of the phenomenon.
In this regard, the study followed a questionnaire and interview, as well as document analysis
to have an understanding of the perceived levels, beliefs, and practices of in-service teachers,

while reasoning the results on the curricula in ELT departments.

Finally, “development seeks to use the results from one method to help develop or inform
the other method, where development is broadly construed to include sampling and
implementation, as well as measurement decisions” (Greene et al., 1989, p. 259). Thence,
the questionnaire of this study informed the development of the vignette-based interview to
seek the beliefs and practices of teachers more; and all instruments informed the document

analysis of the ELT curricula to provide reasons for the results.

Within the framework of sequential explanatory approach, this study collected the data in
“QUAN — QUAL” way (Edmonds & Kennedy, 2017, p. 196); respectively in four stages
of the questionnaire, interview, and document analysis, following one stage after another
rather than collecting simultaneously. To serve the purposes of triangulation,
complementary, and development, this study intended to support and justify the quantitative
data with the qualitative one, and vice versa. A sequential explanatory research design is
used for further explanation and interpretation with the help of follow-up qualitative data
(Creswell, 2003), for triangulation. After collecting and analysing the quantitative data, the
qualitative data is collected and analysed; and the latter helps to explain and/or elaborate on
the former one (lvankova, Creswell & Stick, 2006), which serves the purpose of

complementary and development.

3.2. Research Setting

The context of this study comprises the universities in Turkey and their EFL lessons. The

reasons behind these contexts were identified and provided in detail in the following parts.
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Turkey is a country whose official language is Turkish, and Turkish culture including its
different cultures with minor differences is the dominant culture in the country. Thus, people
living in Turkey share the language and culture; they may not use English in their daily lives,
and they may not come across multicultural events frequently. In addition, the fact that they
are exposed to English mostly in classes hints at the EFL contexts where the learners
experience the foreign language in schools, and they might not practice the language outside
of the classes. Likewise, the classes broadly consist of the dominant Turkish culture, which
might not bring multiculturality on macro levels. Thus, ICC is usually a component of
English lessons most of the time, making ICC crucial in English lessons.

The rationale behind the EFL context in Turkey within this study is to examine the teachers’
beliefs, attitudes, behaviours, and so on since ICC has an essential role in EFL lessons. When
compared to ESL contexts which can enable their learners with first-hand interaction with
the foreign language and different cultures, the situation in EFL contexts is rather
challenging. Thus, the field requires exploring deeper to understand the current situation,
current teaching practices, and the current role of ICC in the Turkish EFL context within the

universities.

The English lesson is covered in universities in several ways depending on the purpose of
the program. General English and English as Specific Purposes (henceforth ESP) can be
regarded as the two main kinds of English courses in universities in Turkey. Most
universities offer an intensive one-year prep school for General English within the Foreign
Languages Departments. By the end of prep school, universities aim to achieve their students
at least B1 level. Furthermore, several hours of General English and/or ESP for 1%, 2", 3",
and 4" classes are offered by either Foreign Languages or Modern Languages Department.
ESP depends on the department of the students meeting their future needs of English, while
General English courses target to equip the learners with higher levels of English for the

purpose of communication and language use.

Universities follow the curriculum developed by the Council of Higher Education in Turkey.
They can be free to develop their course materials for the lessons they offer (Law of Higher
Education, 1981) rather than following a nationwide course material for those lessons. Prep
schools of universities generally follow main course textbooks focusing on grammar and
vocabulary teaching besides the textbooks for four skills of listening, reading, writing, and

speaking. Since the main target is to achieve at least Bl level English, the learners are
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exposed to the aforementioned language skills via various textbooks. In other respects, the
General English course in the departments also uses the main course and/or four skills
textbooks, while some courses are skill-specific such as academic writing and oral
presentations. The General English courses may prefer the follow-up textbooks of higher
levels such as B2, C1, and so on for their lesson contents. Likewise, the main intention is to
empower the learners with higher levels of English to serve the purpose of healthy

communication.

The relationship between the university context and the current study can be traced back to
two main factors. Initially, the materials that the universities develop or use may create
freedom of adaptation of the courses with an opportunity of integrating ICC. Also, the
textbooks used by the universities may be rich in terms of providing knowledge and/or
activities about different cultures. Especially, current textbooks by different publications
pursue a similar goal of culture integration. These situations may naturally promote ICC in
English lessons. Additionally, the learner group who is adult learners is more motivated for
self-learning (Ahmad & Majid, 2010); therefore, they may be more open to different cultures
with the awareness of the importance of ICC. Besides, they may simply have an interest in
different cultures. In both cases, they become a more available learner group for the study.
Therefore, this study adopted the university context for inquiry due to the factors of the

advantages of materials and the availability of the learners.

3.3. Participants

The study involved 77 participants in total in the research site. For the questionnaire, the
participants were sampled in convenience sampling, in which available and willing
participants join in the study (Dornyei, 2007). The reasons for utilising this sampling are to
supply the necessary amount of data and to reach an appropriate sample for conducting the
study. The willingness of the participants is also another reason since the data for this study
requires answers with self-evaluation, which is possible with willingness. Hence, the
population of this study was the EFL instructors working in universities in Turkey. The

sample size was 77 participants who completed the ICC Questionnaire.

Among the 77 participants, 56 of them were female and 21 were male. The ones between
the age of 26-30 with the percentage of 77,9 outnumbered other age groups that were 5,2%

between 21-25; 7,8% between 31-35; 5,2% between 36-40; and 3,9% 41 and over. Similarly,
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a majority of the participants were ELT Department graduates with 74% while others were
graduates of other departments of English Language and Literature, Translation and
Interpreting Studies, American Culture and Language, and English Linguistics. The
teachers’ current degrees varied; 54,6% of them were BA graduates while 40,2% were
master’s graduates and 5,2% of them were Ph.D. graduates. Their teaching experiences
varied in different ranges as 61% had 1-5 years which were called novice, and the rest 39%
were called experienced teachers. 19,5% of the participants had no abroad experience while
the rest had. Finally, nearly a quarter of the participants took courses related to ICC whereas
75,3% did not have any. Since the size of some strata in the undergraduate department, latest
degree and teaching experience were too small (N<5) for statistical analysis, they were
regrouped into two groups of ELT and non-ELT for the undergraduate department; graduate
and post-graduate for the latest degree; novice and experienced for teaching experience. The
new strata provided insights into differences and similarities within the groups. Table 2

provided detailed information about the participants.

Table 2
Demographic Information of the Participants
Categories Stratum N f

Gender Female 56 72,73
Male 21 27,27

21-25 4 5,19
26-30 60 77,92

Age 31-35 6 7,79

36-40 4 5,19

41 and over 3 3,90
ELT 57 74,02
Undergraduate Degree NOM-ELT 20 2598
L atest Dearee Graduate 42 5455
g Post-graduate 35 4545
Teaching Experience Novice 47 61,05
g EXp Experienced 30 38,95
. Yes 52 80,52
Abroad Experience No 15 1948
Yes 19 24,68
Taken ICC Courses No 58 7532

Regarding the population for the interview phase, 10 instructors among 77 participants were

chosen with purposeful sampling and they were interviewed with vignette cases. Purposive
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sampling is a non-random sampling technique in which a deliberate choice of participants
according to certain qualities (Etikan, et al., 2016). Since the main factor that had a
significant difference was the course information, 5 instructors who took course(s) related
to ICC and 5 instructors who did not take courses were sampled for the second phase of the
study. The iteration, which means that more participants can be added to fill in the gaps after
gathering data from a certain number of participants (Dornyei, 2007), was stopped when the
saturation was reached. The latter term means that the further collected data adds no longer
new concepts, but it turns out to be a piece of repetitive information (Dornyei, 2007). After
collecting data from 10 participants, saturation was reached. Their ages were mostly between
26 and 30 (n=9). 7 of the participants were graduates of the ELT department for their BA
degree, while the rest was graduate of non-ELT departments. 6 participants were BA
graduates, whereas 3 were MA and 1 was Ph.D. graduates. Except for Matt, all participants
had abroad experience. Finally, 5 participants took courses related to ICC while the other 5
did not. Table 3 gives details about the interviewees.

Table 3

Profile of Participants at the Second Stage of Research

N Name Age  Gender  Undergraduate Latest Teaching Abroad ICC
(Pseudo) Degree Degree Experience Experience Course
1 Rose 26-30  Female ELT BA 6-10 Yes Yes
2 Donna 26-30  Female ELT BA 1-5 Yes No
3 Matt 26-30 Male ELT MA 1-5 No No
4 Martha  26-30  Female ELT MA 1-5 Yes Yes
5 Amy 26-30  Female ELT BA 6-10 Yes No
6 River 26-30  Female ELT BA 1-5 Yes No
7 David 26-30 Male Non-ELT BA 6-10 Yes No
8 Clara 26-30  Female ELT MA 1-5 Yes Yes
9 Peter 41 and Male Non-ELT PhD 16 and over Yes Yes
over
10 Melody 26-30 Female Non-ELT BA 1-5 Yes Yes

3.4. Data Collection

3.4.1. Instruments

The data was collected from four different instruments: ICC questionnaire, vignette-based

interview, and document analysis. They were explained in detail below.
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3.4.1.1. Questionnaire

This study benefitted from the ICC Questionnaire developed by Shirazi and Shafiee (2017).
They adapted the questionnaire from the questionnaires of “ Gonen and Saglam (2012), Tian
(2013) and Han (2009) studies” (as cited in Shirazi & Shafiee, 2017, p. 276). The constructed
questionnaire has 25 items within Likert-scale with the aim of exploring the in-service
teachers’ perceived levels of ICC. This questionnaire was chosen since it perfectly matches
Byram’s (1997) dimensions of ICC. It includes 5 subsections: Attitude, referring to respect
and openness, and curiosity and discovery for other cultures; Skills, referring to acquisitive
and applicative skills; Knowledge, referring to cultural and sociolinguistic knowledge;
Importance, of ICC for teachers; and Relevance, of teaching ICC (Shirazi & Shafiee, 2017).
“Cronbach’s alpha reliability coefficient for the questionnaire was .85, and the content
validity of this instrument was verified by three experts in the field of ELT” (Shirazi &
Shafiee, 2017, p. 276). The fact that the questionnaire was piloted also ensures the directions

and items in it.

3.4.1.2. Vignette-based Interviews

The study utilised vignette-based interviews to collect qualitative data. Vignettes are short
stories framed with hypothetical characters in specific instances, distancing the phenomena
from the respondents (Finch, 1987). Vignettes are more objective toned with non-personal
statements; hence, they are less threatening (Wilks, 2004) for collecting data, leading to more
genuine results, eliciting biased and unreliable self-reports (Alexander & Becker, 1978).
Vignettes determine “what are thought to be the most important factors in the decision-
making or judgment-making processes of respondents” (Alexander & Becker, 1978, p. 94),
offering several advantages. The first advantage is that the respondent is less likely to have
conscious prejudice since s/he is asked about how to handle a situation about someone else.
Another advantage is the variation of characteristics in vignette cases creates the opportunity
for precise estimation of the results of variables in the respondent’s judgements (Alexander

& Becker, 1978).

Due to the elements provided above, this study took the opportunity of vignette cases. Within
the scope of the study, six vignette cases were created. Literature review, personal
experience, needs analysis with in-service teachers, and expert opinion were realised for

internal validity. To begin with, the literature directed this study to Tian (2013). According
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to his study, Tian (2013) reached the results of six barriers to teaching and integrating ICC

in English lessons:

- Limited teaching resources

- Limited time in each teaching period

- Limited cultural contents in the textbooks and teaching materials

- Pressure for the students to pass national English exams

- (Teachers’) Unfamiliarity with the cultural topics

- Students showing little interest in cultural topics or activities. (Tian, 2013, p. 123)

On the basis of these six barriers, 6 cases were created after integrating the researcher’s
personal experience and in-service teachers’ in-class experiences. Thereafter, the vignette
cases were checked by three expert people in ELT. Face validity was also checked by an
expert scholar in testing and evaluation in ELT. According to the feedback from the experts,
the cases were revised and turned into the current version (see APPENDIX I1). Each case
was followed by five interview questions. The first part of the cases was shown to the
participants and asked two questions about determining the intercultural issue and suggestion
for the instructor for that lesson. Then, the participants were shown the rest of the case and
followed by questions about their reactions regarding the instructor’s action or practice in
the case, what the participants would do in that case, and whether they had a similar
experience. Finally, four interview questions about the participants’ main goals in EFL
teaching, their views on ICC as a goal, their in-class ICC practice, and how they took their

actions.

3.4.1.3. Document Analysis

The last part of the study consisted of the document analysis of the curricula in the ELT
departments of universities in Turkey. One university was purposively chosen from each
geographical region of Turkey, which are Central Anatolian, Marmara, Aegean,
Mediterranean, Black Sea, Eastern Anatolian, and Southern Anatolian Region; to address
different universities all around the country. The criteria of the university to be chosen was
having the highest ranked university according to the latest university entrance exam in 2021
(The Council of Higher Education, 2021). Within the scope, the highest ranked universities
in each region were determined as Bogazi¢i University, Middle East Technical University,
Dokuz Eyliil University, Akdeniz University, Inénii University, Ondokuz Mayis University,
and Gaziantep University (see Table 4). After determining the universities, the websites of

the current curricula of ELT departments were scanned to find courses related to 1CC.
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Table 4
The List of the Universities of Which Curricula Were Examined

Name of the University The Region

Middle East Technical University Central Anatolian Region
Ondokuz Mayis University Black Sea Region
Bogazici University Marmara Region
Akdeniz University Mediterranean Region
Dokuz Eyliil University Aegean Region

[nénii University South Anatolian Region
Gaziantep University South-eastern Region

3.4.2. Procedure

The study had three data collection stages. The first stage was applying the questionnaire to
collect quantitative data. 77 in-service teachers from different cities in Turkey answered the
questionnaire to gather evidence for the teachers’ perceived levels of ICC, in other words,
their ICC knowledge, beliefs, attitudes, and practices. After this stage was completed, the
next step was to collect the qualitative data. The results of the participants were analysed
and 10 of them were selected purposively. As for the second phase, the 10 participants were
interviewed with the vignette-based interview questions. The interviews were recorded and
transcribed. After the data collection of interviews and the findings about practices lead to
the document analysis. As the final stage, the document analysis of the ELT curricula of
different universities in Turkey was performed. The current courses were scanned within
their course category, ECTS credits, and content; and the related ones were noted for

analysing. The data was collected throughout 3 months (see Table 5).

Table 5
Data Collection Timeline

Time Activity

March 21, 2021 — Collecting data for the questionnaire;
April 25, 2022 Selecting participants for interviews.

May, 1 2022 - Interviewing with the participants.
May 15, 2022

May 13, 2022 — Collecting curriculum catalogues of the universities;
May 20, 2022 Analysing the courses regarding ICC.
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3.5. Data Analysis

3.5.1. Quantitative Data

The quantitative data of this study were analysed via the IBM SPSS Statistics program by
using statistical and descriptive analyses. The answers collected from 77 participants on
Google Forms were entered into the program and the data were coded according to the 5-
point Likert scale (strongly agree, agree, no opinion, disagree, and strongly disagree). The
subcategories of the questionnaire were Attitude, Knowledge, Skill, Relevance, and
Importance; therefore, the means of each section and the mean of all items were calculated.
Initially, the reliability tests were performed on the items, and it was found .847 Cronbach’s

Alpha statistics, referring to a quite reliable questionnaire (see Table 6).

Table 6
Reliability Statistics

Reliability Statistics
Cronbach’s Alpha N of Items
,847 25

Following the reliability tests, factor analysis was conducted with the mean scores of the
total items within the scope of two variables that were the years of experience and whether
the course(s) is taken. The first variable was regrouped into two groups as novice teachers
and experienced teachers since the sample size of the ones having 11-15 years of experience
(n=4) and those having 16 and over years of experience (n=5) were too small for valid
statistical analysis. Since the sample size was bigger than 30 (novice n=30, experienced
n=47), Kolmogorov-Smirnov values were taken into consideration for both groups. The
significance value was higher than .05 with the value of .20 for both; therefore, the results
indicated that the data held normal distribution (see Table 7).
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Table 7
Tests of Normality for the Experience Variable

Tests of Normality

Kolmogorov-Smirnov? Shapiro-Wilk
Experience  Statistic Df Sig. Statistic df Sig.
Total  Novice ,078 47 ,200* ,988 47 ,892
Mean  Experienced ,096 30 ,200* ,959 30 ,294

*. This is a lower bound of the true significance.
a. Lilliefors Significance Correction

Additionally, the Skewness and Kurtosis values also evidence the normal distribution in case

the values are between +2 and -2 (George & Mallery, 2010). When the test results were

examined, the Skewness and Kurtosis values were -.224 and .440 for novice teachers and -

.280 and -.730 for experienced teachers that met the requirement of normal distribution (see

Table 8).

Table 8

Normal Distribution Statistics for the Experience Variable

Descriptives

Experience Statistic  Std. Error
Total Mean Novice Mean 4,3200 ,04227
95% Confidence Interval For Mean Lower Bound  4,2349
Upper Bound  4,4051
5% Trimmed Mean 4,3251
Median 4,3200
Variance ,084
Std. Deviation ,28977
Minimum 3,60
Maximum 5,00
Range 1,40
Interquartile Range ,36
Skewness -,244 347
Kurtosis ,440 ,681
Experienced Mean 4,2760 ,06746
95% Confidence Interval For Mean Lower Bound  4,1380
Upper Bound  4,4140
5% Trimmed Mean 4,2852
Median 4,2200
Variance ,137
Std. Deviation ,36951
Minimum 3,52
Maximum 4,84
Range 1,32
Interquartile Range ,59
Skewness -,280 A27
Kurtosis -,730 ,833
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The factor analysis for the course variable was also conducted. Table 9 showed the values
of the groups of the ones having course(s) and the ones not having courses. That the
significance value higher than .05 meant that there was normal distribution within the scope
of this variable.

Table 9
Tests of Normality for the Course Variable

Tests of Normality

Kolmogorov-Smirnov? Shapiro-Wilk
Course Statistic Df Sig. Statistic df Sig.
Total No ,083 58 ,200* 973 58 214
Mean  Yes 124 19 ,200* ,956 19 ,501

*, This is a lower bound of the true significance.
a. Lilliefors Significance Correction

Furthermore, the Skewness and Kurtosis values supported the normal distribution with the
values of -.390 and -.110 for the ones not having courses, and -.095 and -1.021 for the ones

having courses (see Table 10).

Table 10

Normal Distribution Statistics for the Course Variable

Descriptives

Course Statistic Std. Error
Total Mean No Mean 4,2552 ,04147
95% Confidence Interval For Mean Lower Bound 41721
Upper Bound 4,3382
5% Trimmed Mean 4,2606
Median 4,2800
Variance ,100
Std. Deviation ,31583
Minimum 3,52
Maximum 4,84
Range 1,32
Interquartile Range ,40
Skewness -390 314
Kurtosis -,110 ,618
Yes Mean 4,4484 ,06919
95% Confidence Interval For Mean Lower Bound 4,3031
Upper Bound 4,5938
5% Trimmed Mean 4,4449
Median 4,4800
Variance ,091
Std. Deviation ,30157
Minimum 3,96
Maximum 5,00
Range 1,04
Interquartile Range ,48
Skewness -,095 524
Kurtosis -1,021 1,014
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After assuring the normal distribution, parametric tests were utilised to reach the
consequence of whether there is a significant difference between the groups in the variables
of experience and course, in order to answer the research questions. Since the variables
consist of two groups as novice and experienced for experience, and the ones who took
courses and the ones who did not for the course variable, T-tests were performed. Finally, to
find the correlation between each other, the regression was analysed for each subcategory of
the questionnaire: Attitude, Knowledge, Skill, Importance, and Relevance.

3.5.2. Qualitative Data

The interviews with 10 participants were transcribed in order to scan the documents. Both
MAXQDA, a software program for the data analysis of the qualitative and mixed method
studies, and manual scanning were utilised to reach codes and themes. On MAXQDA, the
transcribed documents were transferred, and codes were created. The codes “The
problem/issue”, “Suggestion for the Instructor”, “Reaction to the Practice”, “Hypothetical
Practices for the Cases”, and “Related Experience” were created, and the data were grouped
accordingly. Another code “Excerpts” was created to include the related excerpts from the
participants. The recurring ideas were grouped under the same themes. The data was
presented within the categories of the six vignette cases, and the teachers’ beliefs and

practices.

Finally, the websites of the ELT curricula of the universities were scanned to find related
courses to ICC. The keywords of “culture”, “intercultural”, “intercultural competence”, and
“intercultural communicative competence” were utilised to distinguish the courses within
the curricula. Some of the universities provided only the name of the courses with links on
them to have further information such as the content, ECTS, etc. after clicking on the links,
while some others provided the name of the course, content, and ECTS credits together on
the same page. During the search of the keywords mentioned above, it was realised that some
courses had ICC in their content, not in their names. Therefore, the keywords were extended
to “lingua franca", "World Englishes", "society" and "approaches". For example, in the case
of an encounter with a course whose name had “lingua franca” but no “culture”, it was
further researched its content to find ICC. If the course met the ICC criteria on its name
and/or its content, it was counted as the course related to ICC. The suitable ones were noted
with their course category, ECTS credits, and their content.
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3.6. Validity

Validity of a study means the trustworthiness of the study (Creswell & Poth, 2018).
Validation can be established with some criteria in terms of three groups: researcher’s lens,
participant’s lens, and reader’s or reviewer’s lens; of which Creswell and Poth (2018)
recommend at least two of the validation strategies should be performed. To begin with, this
study met the criterion of having evidence through triangulation of multiple data sources
within the researcher’s lens. This study collected data through the questionnaire, the
interviews and the document analysis of the ELT curricula. Another covered researcher’s
lens validation strategy was disconfirming evidence and/or discovering negative cases. The
results of the questionnaire, interview, and the document analysis were given within a
realistic assessment; they were not refined to fit them to the themes or codes of the study. In
terms of participant’s lens, this work ensured member checking or considering participant
feedback. Especially, the first interviewee’s experiences and suggestions were taken into
consideration to collect the data in the possible best way. Reader’s or Reviewer’s lens was
the final strategies that were covered. The external supervisions of the thesis supervisor and
the institution enabled the external audits for this study. The supervisor checked every step
of the study while the institution checked it in a general way. One other strategy was about
peer reviewing. The vignette cases created within the scope of the study were completed
with the help of the in-service teachers’ in-class experiences and of the experts in the field.
Finally, giving a rich description throughout the study was a general intention of the study.
The detailed descriptions of the participants, context, and instruments of the study stood as
an example of this strategy. Eventually, this study ensured six validation strategies suggested
by Creswell and Poth (2018), the following Table 11 showed the summary of the validation
of this study.
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Table 11

Validation of the study

Validation
Strategies

Sub-categories of  the

Strategies

This paper ensures the strategy by;

Researcher’s
Lens

Triangulation

Questionnaire, interview & document
analysis

Discovering negative case
analysis or disconfirming
evidence

Realistic assessment of the results of the
questionnaire, interview, and document
analysis

Participant’s Member  checking or Taking into consideration of the first

Lens seeking participant interviewee’s experiences/advices during
feedback the interview

Reader’s or Enabling external audits Checks of the whole study by the thesis

Reviewer’s Lens

supervisor, and the institution

Checks of the Vignette cases by experts
in the field

Having a peer review or
debriefing of the data and
research process

Creating vignette cases with the
contributions of in-service teachers’
experiences and experts’ suggestions

Generating a rich, thick
description

Detailed descriptions of the participants,
context, and instruments of the study

3.7. Reliability of the Qualitative Data

Reliability is the process of ensuring the study’s consistency, its being stable during the
research time, researchers, and research methods (Miles & Huberman, 1994). This study
aimed to assure the reliability from various aspects. To begin with, reliability could be
achieved in the case of obtaining the interviews with good-quality devices for recording, and
by transcribing the recordings indicating the pauses and overlaps of the speech (Creswell &
Poth, 2018). Additionally, blind coding could be utilised without having expectations for the
answers. Within the process of the current study, the interviews were recorded and saved on
various digital platforms such as the researcher’s personal computer, and her personal cloud
accounts. Moreover, the recordings were transcribed including the pauses and gap-fillers like

“well”. The transcribed files were also saved on various platforms.

Another step for reliability was utilising a computer programme (Creswell & Poth, 2018).

For this study, MAXQDA software, which is a software program for the data analysis of the
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qualitative and mixed method studies, was benefitted. The transcribed documents were
transferred to the program and codes were created referring to the interview questions for
the vignette cases. Thus, the codes “The problem/issue”, “Suggestion for the Instructor”,
“Reaction to the Practice”, “Hypothetical Practices for the Cases”, and “Related Experience”

were created, and the data was grouped accordingly.

Afterwards, reliability of intercoder agreement, meaning multiple coders used for the
analysis of the transcribed data, was accomplished with the contributions of an expert in the
field (Creswell & Poth, 2018). Following the steps offered by Creswell and Poth (2018), a
common platform for coding was utilised with the second coder. She was acknowledged
with the five codes created by the researcher: “The problem/issue”, “Suggestion for the
Instructor”, “Reaction to the Practice”, “Hypothetical Practices for the Cases”, and “Related
Experience”. Following, to address the 10% of the qualitative data (Miles & Huberman,
1994), the answers collected from one participant were shared with the second coder
confidentially. The researcher and the second coder coded the themes separately. Then, they
shared the results with each other and compared them. Once common themes were settled,

the researcher continued coding in a consistent way.

3.8. Ethical Considerations

In scientific studies, one of the major concerns is the confidentiality and privacy of the
collected data and the participants. Halai (2006) offers four methods for ensuring
confidentiality: informed consent form, the confidentiality of the shared information,
participants’ being called anonymous, and not giving any harm to the participants. In this
direction, the current study obtained the research ethics committee approval (see Appendix
[11). Also, both the questionnaire and vignette-based interview data collection tools included
an informed consent form that was approved by the participants before collecting the data
(see Appendix | and Appendix II). Furthermore, to assure the confidentiality of the
information and the participants’ anonymity, they were given pseudonyms. Thence, the
identity of the participants and their institutions remained anonymous. The consent forms

also informed the participants of the benefits and risks, if any, of the study.
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3.9. Role of the Researcher

Although the role of the researcher may not be seen in quantitative studies since the
participants and the researcher act independently (Simon, 2011), this mixed method study
has qualitative parts that allow seeing the researcher’s role. A research depends on the
person's perception of the studied field for a specific time, and the perception is shaped by
the researcher’s personality and by the interactions with the participants, leading to the
conclusion of the researcher’s being his or her own "research instrument” (Punch, 1998, p.
158). With this phrase, it is meant that the researcher has an important role in the construction
of the study. Therefore, 1 would like to provide some background information of mine that
is related to the construction of the study in order to enlighten the reasons behind my choices
of the topic, the participants, and the instruments.

To begin with, I am a graduate of the English Language Department from a state university
in Turkey. During my BA years, | have attended the Erasmus Program for 5 months, and |
have lived in Spain. While living in Spain, | had a great deal of opportunities that I
encountered and met different cultures, cultural situations, people from all around the world,
the cultural elements such as food, music, and so on. Due to my passion for travelling, | had
the opportunity of visiting many countries, which means | met more people, more cultures,
and more situations. All these experiences started to create curiosity about culture, and the
relationship between culture and language. Another piece of information from my BA years
is that | learned many foreign languages. | have started learning EFL when | was 10 years
old. However, in my bachelor’s program, it was compulsory to take another foreign language
course for at least three levels. Thus, I chose the German language, | took 4 levels (up to B2
level); then, I continued the German lessons with a minor degree in the German Language.
During the minor degree, | had a chance to take courses in which | could learn more about
German culture. Apart from English and German, | took Japanese for 3 levels as another
foreign language. Our instructor was Japanese; therefore, both the course and the instructor
provided several cultural elements during the courses. Finally, as a result of my experience
in Spain, | learnt a basic level of Spanish there. The different accents | came across, the
expressions used in daily life, and some specific words reflecting Spanish culture were a
couple of the cultural elements of the language. Eventually, the aforementioned information

from my BA education part directed me to the topic of ICC. Thence, | had the desire for
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investigating the in-service teachers’ ICC levels and their practices with the help of the

questionnaire and the vignette-based interview.

The main reason for the third data collection part of this study, which is document analysis,
is that | took a couple of courses during my BA and MA degrees. The contents of the courses
were quite different from each other that one of them focused more on comparing cultures,
one of them focused only on British and American culture, and one of them was about
introducing different countries while it did not have ‘“culture” neither in its name nor its
scope. Therefore, | wanted to research the courses related to ICC to understand their content

and importance in the curricula.

The fact that | am a graduate of the ELT department was another director for the participants
and the context of the study since my in-class practices raised the awareness of ICC in EFL
contexts. | currently work as an EFL instructor at a state university in Turkey; similarly, it
led me to think that the participants should be instructors at universities since the program
may be more available to adapt courses within the scope of ICC and the students who are
adult learners are mature enough for the sensitivity of the topic. Hence, the participants were

EFL instructors at Turkish universities.

In the light of my background, I decided to conduct a study on the EFL instructors’ perceived
levels of ICC and their actual in-class activities regarding ICC with the help of the
questionnaire and the vignette-based interview. Moreover, | analysed the ELT curricula of

the universities to shed light on the current situation of ICC in ELT curricula.
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CHAPTER IV

FINDINGS AND DISCUSSION

The current study has scrutinized ICC in teaching in the Turkish EFL context. A mixed
method research design was followed to investigate the facets of ICC in the teacher
dimension: the perceived levels of the teachers and their actual in-class implementations
regarding ICC in Turkish universities, as well as the teacher education dimension as
examining the curriculum of the ELT departments. With regard to enlightening the issue,
this chapter offered findings from the questionnaire which provided information about the
participants’ backgrounds. The findings of the collected data via different instruments were

classified regarding each research question as follows:

e What are the in-service teachers’ perceived levels of ICC: Knowledge, beliefs, and
perceptions?
e What are the actual in-class practices of the in-service teachers regarding ICC?

e How is ICC integrated into the current curriculum of ELT departments in Turkey??

The quantitative data sheds light on the first research question; the qualitative data informs
the rest of the questions. Therefore, for the question 1, the questionnaire results were
provided; for the second question, interview results were given; and ELT curricula analysis

is presented for the final research question.

4.1. Research Question 1: What are the In-Service Teachers’ Perceived Levels of ICC:

Knowledge, Beliefs, and Perceptions?

The data of the teachers’ perceived levels of ICC; their knowledge, skills, beliefs, and
practices, were collected through the ICC questionnaire. Initially, 82 participants attended
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the questionnaire; however, 77 of them were valid with all questions answered and with no
outliers. 5-point Likert-scale (strongly agree, agree, no opinion, disagree, and strongly
disagree) was used to reach the data. Since the questionnaire was divided into 5 sub-sections
as Attitude, Knowledge, Skill, Relevance, and Importance; the mean of each section and the
mean of all items were calculated. The mean scores were compared with the average score
which is 3.00 corresponding to no opinion. Namely, the scores greater than 3.00 were
regarded as the tendency to agree with the items, consequently, high levels of ICC (Shirazi
& Shafiee, 2017); and vice versa.

After assuring the normal distribution with the factor analyses, parametric tests were used in
order to reach the consequence of whether there is a significant difference between the
groups in the variables. Firstly, the T-test for the experience variable was performed. If the
significance value is above .05, it is regarded as homogenous distribution and equal
variances are assumed. As seen in Figure 1, the significance value (sig.) was .072; therefore,
homogenous distribution and equal variances were assumed. Thence after, the two-tailed p
value was examined. As the p value .563 was higher than .05, the T-test revealed that there
was no significant difference between the novice and experienced teachers in terms of their
ICC levels (see Table 12 and Table 13).

Table 12
T-tests for Experience Variable

Group Statistics

Experience N Mean Std. Deviation Std. Error Mean
Total Mean Novice 47 4,3200 ,28977 ,04227
Experienced 30 4,2760 ,36951 ,06746

Table 13

Independent Samples Tests for Experience Variable

Independent Samples Test

Levene’s Test for
Equality of T-tests for Equality of Means
Variances

Significance Mean Std. Error

. One- Two- . .
F Sig. t df sidedp  sided p Difference Difference
Total  Equal variances 4 5/, 072 583 75 281 562 ,04400 07547
Mean assumed
Equal variances 553 51,256 291 583 04400 07961

not assumed
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Moreover, the means of both groups novice and experienced were so close to each other.
What could be inferred from here may be that experience has little or no effect on the
teachers’ ICC levels that are knowledge, beliefs, and practices. Thus, it might be said that
ICC is not a kind of competence which is developed through time with the experience of
teaching. In other words, teachers with many years of experience may not necessarily show
that they have high levels of ICC.

Secondly, the results of the T-tests for the other variable, course, were made (see Table 14
and Table 15). The significance value (.873) was higher .05; thus, homogenous distribution
and equal variances were assumed. Following, the p value of the two-tailed significance was
found 0.02 as higher than .05, which meant that there is a significant difference between the

participants who got courses related to ICC and the ones who did not.

Table 14
T-tests for Course Variable

Group Statistics
Course N Mean Std. Deviation Std. Error Mean
Total Mean  No 58  4,2552 ,31583 ,04147
Yes 19  4,4484 ,30157 ,06919

Table 15
Independent Samples Tests for Course Variable

Independent Samples Test

Levene’s
Egjgltig;rof T-tests for Equality of Means
Variances
95% Confidence
Significance Interval of the
Mean Std. Error Difference
One- Two- Difference Difference | gyer Upper
F Sig. t df sided sided
p p
Total  Equal
Mean variances ,026 ,873 -2,340 75 ,011 ,022 -,19325 ,08260 -,35779 -,02871
assumed
Equal
‘r@{'a”ces 2,396 31,956 011 023  -19325 08066 -,35756 -,02893
assumed
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The T-test results lead this study to make several inferences about the teachers’ perceived
levels of ICC. The first inference may be the obvious role of the courses on the teachers’
ICC levels, hinting at the importance of the teacher training part. As teacher training is one
of the main sources for teachers to get ready for teaching, universities share a big part of this
issue. Therefore, the curricula they develop, the courses they offer, and the content of the
courses have a great effect on the teachers” ICC levels. The literature has revealed the needs
and importance of curriculum and teacher training. Zhou (2011) has concluded the need for
in-service teacher training programs on ICC teaching along with a supporting curriculum
and materials. Cheng (2007) has also found that curriculum is directly related to the
participants’ understanding of ICC. Another study has stated that the problems in teaching
ICC stem from curriculum (Tiitlincti, 2014). In the study by Polat and Ogay-Barka (2014),
it has been concluded that the teachers from Switzerland show a higher level of ICC than the
ones from Turkey; and this is regarded owing to the teacher training curricula in Switzerland.
Building rapport with the studies in literature, this study brings the importance of curriculum

with regard to the teachers’ perceived levels of ICC.

Furthermore, the situation of the importance of curriculum necessitates the examination of
the curricula of universities to observe the current condition. Fulfilling the aim, this study
also examined the ELT curricula of the universities to find the courses related to ICC. The

results were provided in the following parts.

Following the t-tests, the regression was analysed for each subsections of the questionnaire,
and all results were found to correlate with each other. Following, a correlation test was
conducted. All subcategories were correlated to each other with different degrees. According
to Dancey and Reidy (2020), the degrees of correlations provide the relationships of the
items and they are calculated with the p value. If the p value is 0, it means zero relationship
is observed; the p value between .1 and .3 means a weak relationship; p value between .4
and .6 mean moderate relationship; p value between .7 and .9 means high relationship; and
the p value above .9 indicates a perfect relationship of the items. Table 16 showed the
correlation tests in detail. The correlation between Knowledge and Relevance (.482), and
relevance and importance (.577) showed that there was a moderate positive association

between them.
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Table 16
Correlation Tests

Correlations

Attitude Skill Knowledge Importance Relevance Total
Mean Mean Mean Mean Mean Mean
Mem Coeltio Lz 128 Y 195 4
Sig. (2-tailed) ,016 ,269 ,309 ,090 <,001
N 77 77 77 77 77 77
Skill Mean Pearson_ 275% 1 345w 310%* 380%* 736%*
Correlation ' ' ' ' '
Sig. (2-tailed) 016 ,002 ,006 <,001 <,001
N 77 77 77 77 77 77
Knowiglie,  Peaigiy 128 345+ 1 260 48 6OTH
Mean Correlation ' ' ' ' '
Sig. (2-tailed) 269 ,002 022 <,001 <,001
N 77 77 77 77 77 77
Wartance - Pears 117 310+ 260* 1 STTR* 638
Sig. (2-tailed) ,309 ,006 022 <,001 <,001
N 77 77 77 77 77 77
Relevance s 195  ,380%* 482%* 577** 1758
Mean Correlation ' ' ' ' '
Sig. (2-tailed) ,090 <,001 <,001 <,001 <,001
N 77 77 77 77 77 77
Total Mean  Pearson Agarx 736 697 638** 758%* 1
Correlation ' ' ' ' '
Sig. (2-tailed) <001  <,001 <,001 <,001 <,001
N 77 77 77 77 77 77

*, Correlation is significant at the 0.05 level (2-tailed).
**_Correlation is significant at the 0.01 level (2-tailed).

The items on the Knowledge subcategory are as “ICC should provide information about
history, geography, and political system; daily life and routines, living conditions, food, and
drink; shared values and beliefs; cultural expressions such as music, literature, theatre, film;
traditions, folklore, tourist attractions of the foreign culture” (see Appendix I). Namely, these
items are related to teaching ICC in classes, teaching the history, geography, daily life, food,
values, music and traditions and so on and so forth. On the other hand, the relevance
subcategory shares the items about the importance of teaching ICC and the effects of it on

the learners can help EFL learners with their English learning (see Appendix 1). Therefore,
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both categories are about the practice dimension of ICC. What to teach and what the effects
of ICC on the learners share a relationship. Moreover, the Importance subcategory offers the
items on the importance of ICC teaching to promote the learners’ familiarity, to increase
their interests, to help them acquire proficiency (see Appendix I). Similarly, this category is
more about the teaching ICC, and the Relevance and Importance categories show a moderate

relationship, hinting they share items affecting each other.

The results of the quantitative data revealed that the teachers’ ICC level were high. Among
25 items, all except for 1 item (item 21 in the Importance category) were higher than 3, the
lowest mean was the value 3.71 for the item 3 in the Attitude category. The values evidenced
that the teachers’ ICC was at high levels. Most participants agreed on the items about the
knowledge, belief and practices on ICC. The highest mean among all items of the
questionnaire was the first item in the Attitude category “I respect people from different
cultures, including their language, values, history, and traditions” (see Appendix I) with the
mean of 4.87. Almost all participants strongly agreed on the respect for others. The only item
that was below the score 3 was “When you only have a limited number of teaching periods,
culture teaching has to give way to language teaching” (see Appendix I). In other words, the
teachers tend to prioritise linguistic knowledge over culture and/or ICC. That item showed
that linguistic competence in language teaching could be more important than ICC although

the majority favoured ICC in their teaching. For detailed information, see Table 17.

58



Table 17
Mean Scores for the Items on the Questionnaire

Item Statistics

Mean Std. Deviation N
Attitude 1 4,87 ,338 77
Attitude 2 4,64 ,647 77
Attitude 3 3,71 1,179 77
Attitude 4 4,27 ,927 77
Attitude 5 4,71 ,455 77
Skill 6 4,51 ,529 77
Skill 7 3,92 ,739 77
Skill 8 4,10 ,661 77
Skill 9 4,13 ,695 77
Skill 10 4,23 ,647 77
Skill 11 4,13 ,636 77
Knowledge 12 4,13 , 167 77
Knowledge 13 4,61 ,610 77
Knowledge 14 4,57 677 77
Knowledge 15 4,60 ,634 77
Knowledge 16 4,52 ,620 77
Importance 17 4,35 , 791 77
Importance 18 4,62 ,488 77
Importance 19 4,48 ,641 77
Importance 20 4,40 ,730 77
Importance 21 2,32 ,966 77
Relevance 22 4,38 ,608 77
Relevance 23 4,53 ,552 77
Relevance 24 4,21 767 77
Relevance 25 4,61 ,542 77

When the variable which had a significant difference between its groups was studied in more
detail, the data were analysed from different angles. The participants who had a course or

courses regarding ICC was grouped under “yes”; the other participants having no courses
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were grouped under “no”. The “Yes” group had higher mean scores for all the subcategories
and for total mean than the “No” group. The total mean of the group “Yes” was 4.44 while
the total mean of group “No”” was 4.25. The Attitude means were 4.56 and 4.40; Skill means
4.48 and 4.06; Knowledge means 4.52 and 4.47; Importance 4.13 and 4.00; and Relevance
means 4.53 and 4.39 for the “Yes” and “No” groups respectively. The highest difference
among all was in the Skill category that was about the participants’ own ICC such as their
recognition of cultural differences, interpreting different signs, reflection, understanding
their own culture, empathising, and etc. Therefore, it could be inferred that the ones who
took courses would be better at those mentioned skills than the ones who did not have

courses. Table 18 below provides detailed information for the mean scores.

Table 18
Mean Scores for Course Variable

Group Statistics

Course N Mean Std. Deviation Std. Error
Mean
Attitude Mean  No 58 4,4000 ,44956 ,05903
Yes 19 4,5684 ,36675 ,08414
Skill Mean No 58 4,0690 ,47350 ,06217
Yes 19 4,4825 ,41535 ,09529
Knowledge No 58 4,4724 ,59318 ,07789
Mean Yes 19 4,5263 46289 10619
Importance No 58 4,0034 ,40608 ,05332
Mean Yes 19 4,1368 43232 09918
Relevance No 58 4,3966 ,50661 ,06652
Mean Yes 19 4,5395 48062 11026

To conclude, the perceived ICC levels of the teachers were high. The literature revealed
similar results of teachers’ high levels of ICC (Alaei & Nosrati, 2018; Kim, 2004; Polat &
Ogay Barka, 2014). The instructors showed a moderate level of ICC in Kim’s (2004) study.
Alaei and Nosrati (2018) concluded that Iranian EFL teachers had high levels of ICC, with
a significant relationship between the dimensions of knowledge and respecting other
cultures. According to Polat and Ogay Barka’s (2014) study, the participant teachers had

middling levels of ICC and they regarded themselves as competent in the dimension of
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‘cultural empathy the most; ‘openmindedness’, ‘social initiative,” ‘flexibility,” and
‘emotional stability' followed it. In other respects, there were no differences between the
groups of novice and experienced teachers, whereas the ones having courses regarding ICC
and the ones not having the courses were significantly different from each other. The former
group performed higher scores on items than the latter group. This study shared a common
finding with the literature about the teacher training aspect of ICC. Kim (2004) also found
that there was a positive association between the teachers’ ICC levels and their formal
training. As this study found a similar result, it could be concluded that the teacher training
part had great importance on teachers. This result played an important role in the later phases
of the study that are interviews and document analysis. The participants who would be
interviewed were categorised according to whether they took courses or not. Plus, the
document analysis of the ELT curricula of universities was uttered great importance as a

need of the leading results of the questionnaire data.

4.2. Research Question 2: What are the Actual In-Class Practices of the In-Service

Teachers Regarding ICC?

The findings of the vignette-based interview were given within two phases. The first one
was the general views of the participants involving the general interview questions for the
teaching EFL and teaching ICC explaining the participants’ priorities, beliefs, and needs;
and the other phase covered the vignette cases and the answers by the participants showing
their beliefs and practices of teaching culture/ICC. Hence, the participants answered the
questions at the end of the interview, and their answers were coded thematically. Their
priorities for teaching EFL, their views of ICC in ELT, and their practices of ICC were

provided.

Following the first phase, the participants answered the questions about the vignette cases
including their beliefs about the issue on ICC, their suggestions for the instructors in the
vignette cases, their reaction after reading the rest of the cases, their hypothetical
actions/practices regarding the situation in the cases, and finally their experience related to
the situation of the cases. The answers were explained in detail in the following parts within

the order of the vignette cases.
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4.2.1. Teacher’s Beliefs and Practices Related to Culture and ICC

The participants were asked four interview questions about their EFL teaching goals, ICC
goals, ICC practices, and training regarding ICC. Table 19 provided the answers within the

themes.

Table 19

Themes and Subthemes of the Participants’ Beliefs and Practices of ICC

Theme Main Goals in EFL Teaching ICC as a Goal Culture Integration into the Course
Subthemes - to have Ss* communicate - Important because - Coursebooks
fluently of ELF - Adding more cultural information
- to arouse Ss’ interest in the - Highly important into the existing materials
language in language teaching _ Technology
- to lower Ss’ anxiety level [)LII\I,[(Z[ r?ergg:a?;/)al, yr Comparing different cultures
- to make Ss proficient in : :
English P means for the goals - Sharing experiences
: - Entertainin - Offering different channels,
- to have Ss being good and y platforms or materials
global citizens - Important for not p " . fivit
i - Preparing extra activi
- to have Ss comprehend having Ss be P g. Y
literary texts protective or - Role playing
- to improve S’ 21% century conservative - Discussion activities
skills ;Lr:]t;%lcézlhave Itas _ Explaining the linguistic
- to have self-confident Ss for g differences from the aspect of
speaking - Not covered much  culture
. in real
- to make Ss realise the
meaningful and necessary side
of English
- to help Ss have a sense of
world
- to help Ss develop empathy
*students

Communication was the most recurring and common goal in language teaching for the
participants. They prioritised speaking, to be able to use the language to understand others,
shortly communication, over everything. Since the participants’ students were in the EFL
context, the classroom environment could be the only place for practising the language;
therefore, it may be the one which was placed special emphasis. Some other goals circled
around communication such as having self-confidence for speaking, lowering their anxiety,
having the students proficient in the language, and so on. Martha mentioned the 21% century

skills; Matt, David, Amy, and Rose indicated having students as global citizens and
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developing their sense of the world. The latter participants were of the belief that the teacher
was the facilitator in the class.
“It's about making a habit formation because we're in the EFL setting like the only
opportunity they have for most of them is in the classroom.” (Matt)

“The teacher is more in role of the guide in rather than, you know, the one who
teaches everything. I'm going to draw an analogy here. | find teaching English like
watering your plants. You just put this seat into the students. And let them go away
with it. You just watered them from time to time. ... They do the growing up.” (David)

When the participants specifically asked about ICC as a goal in EFL teaching, most of them
agreed on the high importance in language teaching because English was lingua franca and
was used by great numbers of people all around the world. Since the language was used by
people from different cultures, it was quite essential to include ICC in the EFL lessons in
order to raise more competent individuals.
“That's why we have to learn about different cultures as well because we are not
going to talk to English or American people only, we are going to talk especially with
people from other countries and cultures as well. Educational life, in trade, in
finance, I don't know... The purpose may vary, certain that we are going to

communicate with people from different cultures as a medium, as a communication
medium.” (River)

“I think it's also the most important part of teaching language because language and
culture they cannot be thought in different context” (Melody)

On the other hand, Peter and Donna indicated the ideal and real versions of ICC as a goal.
Ideally, they believed that it should be in the centre of language teaching; yet, it was not
covered much in real situations. The priorities of language teaching were different such as
grammar, vocabulary, etc. Also, David regarded ICC not as a main goal but as a helper in
reaching the goals of language teaching, as well as an entertaining tool in the lessons.
“Culture and language, they are indispensable; so we cannot separate it from each
other. It should be in the centre. But what | do is | put vocabulary teaching in the

centre and sometimes | focus more on the other competencies. So | disregard the
cultural content.” (Donna)

These findings could be interpreted behind the reason that the institutions, the curriculum,
and the general EFL teaching do not place ICC in the centre. In other words, ICC may not
be given the deserved importance. It may be seen in the curriculum in theory; however, the
practice may be far from the theory. Another inference from the situation could be about
testing. Teachers teach what is to be tested. If ICC is not an item to be tested, it may be

condemned to be in the background instead of the main focus of the courses. Literature hints
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at similar results. Mirzaei and Forouzandeh (2013) have reached the conclusion that L2
motivation of learners help improve their ICC levels; thence, programs and activities
motivating learners should be integrated into the EFL curriculum. In parallel with this study,
to motivate learners and enhance their ICC levels, the curriculum should be designed
accordingly, giving the required importance to ICC and including ICC in testing and/or

various parts of education.

Another point of this study was how the participants integrate ICC into their lessons. A
variety of answers showed that all participants put their efforts on integrating ICC. Some of
them (Amy, Rose, Matt, and River) follow the coursebook contents that were rich in terms
of ICC, while some add extra materials to those contents. Technology (using videos, audios,
photographs etc.) was one of the ways of integration. They believed that technology could
be more interesting for the students and include them more in the lessons and cultural
contents. Shared experiences of the participants were another common integration way. The
ones having abroad experiences or having foreign friends shared their experiences in their
classes. Comparing different cultures, both different cultures than students” own culture and
students’ own culture and another culture, was another most utilised practice. Role-playing
and discussion activities followed them.

“In our English books, there are so many things related to culture and we can easily

integrate cultural knowledge or intercultural communicative competence in it. So, |
just do my best, like whenever | find the gap, I just put it there.” (Rose)

Finally, when the participants were asked about how they took their actions in integrating
ICC, most of them stated having no specific training. Moreover, Rose indicated having no
specific training for the interview, although she specified that she had taken a course
regarding ICC on the demographic part of the questionnaire. This may prove that the content
of the courses regarding ICC in ELT curricula may not be related or may not be serving the
practical purposes of ICC. David shared that they attended some courses or conferences
regarding ICC, while some stated that they integrated ICC intuitively. Donna indicated that
she had taken a course related to ICC; however, it was based on theory, not practice.

“It could just come up in the moments where I think, when I teach something and

something else comes up, and | suddenly think it is a good idea to bring culture into
this”. (David)

“I took some training; but it was not in the practice part, so just theoretically 1
learned how to teach culture, how to integrate culture into my lessons. But, when we
have a look at the reality, ... it doesn't match with the reality, so | feel demotivated
as well.” (Donna)
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The participants also believed that meaningful training, serving practical purposes, could be
beneficial for them. Peter stressed the first-hand experience for the sake of ICC and teaching
ICC.

“To be able to integrate culture, other cultures into your own teaching, you have to

know about them. You have to be open, you have to have some kind of first-hand
experience. Or just research...” (Peter)

To conclude, it was proved once again that ICC had an important place in EFL teaching. The
beliefs and practices of the instructors who are the participants of this study varied; yet, they
managed to include ICC in some ways. Some participants put a great emphasis on ICC while
some include them when necessary or as long as other variants like time and curriculum
allowed. The answers of the participants directed to the issues that the courses regarding ICC
in ELT curricula with the purpose of enhancing the future teachers’ ICC were quite
important; and that the place of ICC in the EFL curricula, and in the testing part should be

reconsidered.

4.2.2. Vignette A

Vignette A was about a lesson in which a student asked the instructor about a specific culture
in the content, with which the instructor was unfamiliar; the instructor answered the student

quickly and changed the subject to a familiar culture, which was British culture.

Table 20 showed the answers for Vignette A given by the participants in detail.

Table 20
Themes and Subthemes for Vignette A

Themes The problem/issue  Suggestion for the Reaction to the Practice Hypothetical Related Experience
Instructor Practices for the
Cases

VIG A - Instructor’s - Coming to the - Disapproving the - Admitting and - Changed the topic

unfamiliarity with class having instructor’s action / practice  researching and/or  to the familiar

the culture prepared in general learning together culture

- Unpreparedness - Admitting and - Disapproving the with Ss - Admitting not

of the instructor researching instructor’s changing topic - Learning quickly  knowing &
and/or learning to the familiar cultures without making Ss  Researching and
together with Ss*  _ Disapproving the notice learning together
- Learning instructor because of too - Involving Ss - Going to the lesson
quickly without much focus on the cultures with an activity having prepared
making Ss notice of the UK and the USA - Encouraging Ss - Encouraging Ss to
- Assigning the - Finding the instructor’s to learn different learn different
activity as action off topic cultures cultures
homework - Approving the

compensation strategy
*students

65



From the first part of the case, all participants successfully identified the issue about teaching
culture/ICC here as the instructor’s unfamiliarity with the culture. Some participants (Clara,
Martha, and Peter) also identified the problem as the instructor’s not being prepared well
enough for the course. At that point of the teaching, the participants offered several
suggestions for the rest of the lesson. “Admitting that s/he did not know the culture,
searching about it in the class time and turning the process into a learning together with the
students” was the most recurring suggestion by the participants (n=8). In this way, the
activity would be more student-centred.

“She should just tell the students that she is not well prepared she's not in a position

to answer the question in a way that could satisfy the students and maybe look up
together the answer.” (David)

“Maybe they can spend some part of the next class for getting information about
Omani culture on the net for like 5 minutes. She can arrange some groups, give some
themes for the groups. They can specifically find for example Omani culture, like one
group can search on the food rather one can search on some traditions whether one
can find about their location in the world and something like that. We discuss it in
like 15 minutes.” (Rose)

This suggestion was followed by “coming to the class having prepared beforehand”. They
indicated that the content of the lesson was apparent, and it should have been expected that
the students would ask a question about it. Therefore, the instructor should have gone to the
class in a well-prepared way. Another suggestion was “learning about the unfamiliar culture
without making the students notice”. This suggestion may lead to the notion that the teacher
is a role model in the class and know everything. Finally, Melody suggested “assigning the

2

unfamiliar culture as homework” so that both the students would research on it and the

teacher would feel better.

After the participants were shown what the instructor did for the rest of the case, their
reactions to the instructor’s action/practice were asked. The majority of the participants
disapproved his/her action: River, Rose, and Donna found the British culture off-topic;
Melody, Peter and Donna indicated that changing the culture to the familiar one was not
professional, even misleading for students; while Peter and Amy disapproved the instructor’s
action because of his/her too much focus on the UK culture which was the popular culture.
They stated that British and American cultures were the two popular cultures known by a
great number of people in the world; however, there were many people from different
cultures. So, they expected from the instructor to integrate more cultures around the world
into the lesson.
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“The number of people who speak English as a second language or as a foreign
language is more than the people who speak it as a native language. That's why it
doesn't belong to Britain or America or Australia. It belongs to the world, actually,
and that's why I think she's trying to escape.” (Amy)

Hence, the instructors continued referring to those two cultures, it may create a
misunderstanding among the students that those cultures are more superior or more
important, which was given in some participants’ answers as a concern.
“Just because the UK and the US have the official languages as English does not
necessarily mean that people from these countries are only eligible to speak the
language. | think practice is practice. There are many things that we can learn from
other cultures and in several cases, we have better speakers from countries other
than the UK and the US. If Basak thinks and agrees with this, this would be some

kind of judgmental decision about the superiority of nations and societies. | don't
think this is a useful practice for students.” (Peter)

On the other hand, Matt and Melody found this action applicable believing that it was a good
compensation strategy. Matt agreed on the students did not notice the instructors’
unfamiliarity with the culture. This participant was the one who suggested learning the topic
without making the students notice. Thus, the notion of the teacher as a role model continued
throughout the case for this participant. Additionally, David related the instructor’s action to
his.

When the participants were asked what they would do in this case, in the shoes of the
instructor, they provided several ideas. Similar to the suggestions for the instructor, the most
common idea was “admitting and learning with the students”. So, they saw no problem in
admitting that the teacher did not have to know everything as a human being, and creating
more interactive teaching with student integration. Another idea was creating an activity in
which the instructor assigns roles/tasks to students to make the teaching as interactive and
research-based possible, with the similar purpose of the previous idea. Peter indicated that
he would encourage the students to learn about different cultures all around the world. Lastly,
Matt chose to learn quickly without being noticed by students, who was the instructor

holding the role-model belief.

As the final question for this case, the participants were asked whether they had an
experience like this case, which was being unfamiliar with the culture. 8 out of 10
participants expressed that they had a relatable experience. While some of them were able
to tell it clearly, some others could not remember much of the experience. According to the

excerpt of their experience, Rose, Clara, Martha, and Amy utilised the theme of “admitting,

67



researching and learning together”, while Melody and Donna indicated that they changed
the topic to the familiar culture. Melody who changed the topic to a familiar culture was the
one who approved the instructor’s action. The other two experiences were about going to the

class prepared and encouraging students to learn about different cultures.

As Vignette A was considered in general, it could be said that the participants managed to
determine the issue of teaching culture/ICC. In the case of an unfamiliar culture, “admitting
not to know and searching and learning with students at the time of the class” was the most
common teaching strategy seen in the suggestion, hypothetical ideas, and in-class experience
parts. Another prominent idea regarding ICC was the awareness of different cultures around
the world rather than the popular cultures such as British and American. The participants
who stressed this issue were among the ones who got courses related to ICC. Moreover, it
can be concluded that the teaching strategies did not contradict the suggestions and
hypothetical practices for this case; the ones who suggested admitting students not knowing
the culture admitted in the real experience; the ones who supported changing the topic
changed it in the experience part. The participants had a tendency to experience what they

suggested and vice versa.

4.2.3. Vignette B

The second case was about a lesson planning phase of a course, the textbook of which
covered only English idioms while the instructor wanted to add more cultures. However,
s/he failed to relate the other idioms to the existing theme of the content; therefore, s/he

quitted the extra activity. The answers for Vignette B were provided in Table 21.
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Table 21

Themes and Subthemes for Vignette B

Themes

The problem/issue

Suggestion for the
Instructor

Reaction to the
Practice

Hypothetical Practices
for the Cases

Related Experience

VIG B - Topics’ being - Assigning the - Disapproving the - Assigning the activity - Translating idioms
complicated and activity as instructor’s action as homework and having cultural
confusing homework in general . . inferences

- Involving Ss with the
- Integrating extra - Continuing with - Feeling empathy activity - Comparing and
cultural activity into the original with the instructor . . contrasting different
the course content activity - Spending more time cultures
- Approval of the to plan the activity
- Activity’s being - Using / relating instructor’s . - Following the
unrelated the activity witha  behaviour - Comparing and cultural content instead
) smooth transition contrasting the cultures ¢ the cyrriculum
- Instructor’s being - .
inexperienced - Ignoring the - Continuing with the - Role play activity of
) activity activity the idioms
- Losing focus of the L
Ss* regarding the - Integrating - Directing Ss to a - Explanation of
theme technology for the different topic / culture  |anquage and culture
The lack of the activity -Integrating technology relationship
cultures that the - Translating - Hurrying up to
textbook covers include both cultural
- Asking to the elements and follow
management to change  the course content
the theme of the lesson L
for the activity - Lack of motivations
due to the Ss’ lack of
- Ignoring the activity attention span
*students

Half of the participants found the problem in this case as “integrating extra cultural activity
into the existing course content.” They assumed that culture integration was not easy for the
instructor. The second problem was activities’ being unrelated to the lesson content. This
problem may be attached to the previous one. Another view was the instructor’s being
inexperienced. A couple of participants believed that if the instructor were experienced
enough, then s/he would find a better way to integrate culture into the lessons. The other
problems were the topic itself, losing the students’ focus with an unrelated activity, and the
lack of different cultures in the textbook. The main problem, in this case, was the textbook’s
covering only a limited number of cultures, and it was determined only by Amy. Since the
textbook covers only English idioms, the instructor in the case had trouble in finding and

relating different cultures within the context.

Regarding the suggestion for the instructor, the majority of the participants (n=6) advised to
use or relate the activity with a smooth transition. In that way, the instructor was able to both
integrate different cultures into the lesson and not waste the previously spent time on the
subject. Continuing the activity as it was, ignoring the activity, assigning it as homework,
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integrating technology for the activity, and basically ignoring the activity were the other
suggestions by the participants. When they were shown the rest of the case, many
participants felt empathy with the instructor that they could relate to the time-consuming
extra material preparation issue. Their empathy leads they may quit culture/ICC teaching in
the cases of heavy workload. Some participants approved of the action of the instructor while

some others disapproved.

What the participants would do in that case varied. “Spending more time to plan a better
activity” was the most preferred way for this case. Since the participants liked the instructor’s
intention for integrating different cultures, they indicated that the idea was good, it only
needed to be better. Assigning idioms from different cultures to the students, creating group
work activities, comparing and contrasting cultures with their idioms, and asking
management to find a medium way to integrate the cultural content into the lesson were
some other hypothetical situations. Only Buket agreed on continuing the same kind of
activity; the other 9 tried to include the activity in some ways such as assigning homework,
creating group work activities, and so on; which showed a general awareness of teaching
ICC. Moreover, the one quitting the activity was among the ones who did not take a course

regarding ICC.

Finally, the participants’ experiences differ in terms of a case like this: the textbook’s not
covering different cultures. 8 participants provided a related experience. 3 of them stated
they compared and contrasted different cultures within this context. Translating idioms and
having cultural inferences, following the cultural content instead of the textbook, role-play
activities, and feeling in a hurry to cover both textbook and extra cultural activities were

some other experiences told by the participants.

“Textbook is not the Bible. Definitely. |1 don't have to follow it, at least I think.”
(David)

To evaluate Vignette B and the given answers, the participants, except for one, could not
identify the textbook as a problem. 9 participants failed to catch the main point focusing on
the integration of the activity. However, if the book covers only the two popular countries;
then, there is a serious problem. When they saw the rest of the case, they expressed the
feeling of empathy. Normally, they might disapprove of the instructor’s action; but instead,
they felt empathy because they have related the instructor to themselves so much that they
may avoid judging the instructor, which prevents objectivity regarding the issue.
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Another aspect is that the participants do not solely follow textbooks, especially in the cases
of not involving different cultures. According to them, they may adapt or omit textbooks to
include more cultural content in it. This finding supports the literature in terms of textbooks.
Ozisik (2018) has claimed that among the problems related to integrating ICC in EFL lessons
are textbooks. Furthermore, Kelahmetoglu-Tunger (2019) has reached the result that ICC is
not a direct aim in the textbooks, but it has only a place in the content part of the books in
terms of knowledge and raising awareness for other cultures. In addition, Demirel (2016)
has added that the content part of the coursebooks does not serve well regarding the goals,
aims, and general interest; the part is also insufficient regarding ICC components. Finally,
Cetin Koroglu (2013) finds that the textbook Life is not adequate to improve learners’ ICC
now that the sub-dimensions of ICC are not covered in the book. Those studies in the
literature showing the insufficient place of ICC in EFL teaching have been supported by the
findings of Vignette B. The fact that the participants do not follow the coursebooks only but

also adapt shows the deficiency of the textbooks in terms of ICC.

4.2.4. Vignette C

The case described the situation of an instructor sharing his/her experience abroad with good
intentions but without relating it to the content due to the lack of training, and their students
thought that s/he is showing off with the abroad experience. The instructor realised the
expressions of his/her students and for the next lesson, s/he related his/her experience with
the course content by asking about the students’ culture and then sharing the experience.

Table 22 provided the detailed answers from the participants.
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Table 22
Themes and Subthemes for Vignette C

Themes The problem/issue  Suggestion for the Reaction to the Hypothetical Practices for Related Experience
Instructor Practice the Cases
VIG C - No problem - Continuing - Approval of - Changing the topic - Ss’ general

including culture making the topic
interesting for Ss

curiosity / interest

- Instructor’s not . X
with cultural topics

- Recovering with an

being able to relate - Lessening activity

his/her cultural sharing - Good to learn - Quitting up sharing for - Ss’ lack of
knowledge to the experiences from his/her that lesson participation in case
lesson - - Finding more mistakes - Involving Ss oflan ur}lnte;estmg

- Problematic relatable ways of - Approval of ) culture for them
planning sharing his/her relating the topic - Learning the lesson from - _ cpanging the topic

one class, and better

knowledge to the content °
preparing for another one

- Going back to from familiar to

according to the Ss’

- Unrelated activity tion
reactions

- Oversharin o . .
_ 9 _ the topic (for that  unfamiliar - Relating the topic to the - Starting with a

- Misunderstanding lesson) cultures content of the lesson related introduction

by Ss* - Comparing cultures to of the cultural topic

find similarities / difference  _ Starting from

- Supporting your familiar culture for
experience with proofs Ss to unfamiliar
ones

*students

This case was one of the issues which the participants determined from various views. Some
participants did not recognise an obvious problem here, while some indicated that the
instructor was misunderstood by the students. Some believed that it was bad planning
whereas some thought the instructor was oversharing. 4 of the participants agreed on the
instructor’s not being able to relate the knowledge to the lesson content. They did not directly

identify the issue in this case; however, they were close enough to understand the problem.
“Creating context is also very hard, difficult job for teachers I think.” (Clara)

The reasons why others could not find the problem may be that they were not aware of their
deficiency on this topic, and they may be in the same way as the instructor in the case. As
Clara admitted, creating context may be hard for the participants. Even so, they may feel the
opposite is normal, which means they may think that providing the cultural content without
giving it within a context is normal and expected practices of ICC. If they have never had
any training regarding the issue, they may think in that way. Therefore, they may not be

aware of not relating the cultural content to the context.

The instructor was advised as lessening sharing experiences by most of the participants.

Finding more relatable ways of sharing his/her experience was another suggestion that serves

as a solution to the problem. The main problem here could be the instructor did not know

how to do it. Continuing sharing cultural experiences and going back to the lesson at that
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point when the expressions of the students were recognised were the other two suggestions
for the course. After seeing the rest, the participants’ reactions were mostly positive as the
instructor learned from his/her mistake, making the topic more interesting for students, and
s/he tried to relate the topic from familiar to unfamiliar cultures.

“I think we just want to teach our students whatever we observe in other cultures or

any part of the life. It’s not a bad intention. We have good intentions but good
intentions are not enough.” (R0se)

“She finally understood what her mistake is and provided the context in this next text
OK. Obviously she uses lifestyle, a similar lifestyle in Turkey to which the students
relate, and after that she gives her example in Porto that gives this context rather
than just straight up balls to the walls ... Definitely makes it much easier for students
to understand and relax, and it also picked their curiosity.” (David)

Their hypothetical answers for the case vary. Involving students, relating the topic to the
course content, learning a lesson from one class, and preparing for the other accordingly
were among the popular ones. Changing the topic, and comparing cultures to find similarities
were the others. When it comes to their experiences, they stated that their students mostly
have a curiosity about different cultures. Additionally, Amy told that the students may show
less participation in case of an uninteresting topic for them. Changing the topics according
to the students, starting from familiar to unfamiliar, and starting with an interesting pre-

activity were other strategies from the participants’ experiences.

The case of having difficulty in relating the cultural experience to the lesson content was not
directly detected by the participants. They indicated that the instructor could not relate the
cultural content to the lesson, there was a misunderstanding by the students, or there was no
problem; however, they did not mention the difficult situation of creating meaningful
contexts for cultural knowledge. This case could directly be related to the teacher training
where the teachers learn or develop strategies for integrating cultural content in meaningful
contexts. One reason why the participants could not see it may be they were not aware of
their being lack for this point. They may not be aware of such an existing problem. Another
reason why they saw no problem may be that they take their actions in teaching ICC in this

way and they regard it as normal.

4.2.5. Vignette D

Vignette D happened in a classroom consisting of repeat students; while the instructor was

providing extra cultural knowledge about a country, a student interrupted the instructor by
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asking for if they can go back to the lesson. Then, the instructor explained that culture was

also an important part of language learning, and s/he continued with the cultural activity.
Table 23 provided the details.

Table 23
Themes and Subthemes for Vignette D

Themes

The problem/issue

Suggestion for

Reaction to the

Hypothetical Practices

Related Experience

the Instructor Practice for the Cases
ubthemes
VIG D - No problem - Continuing - Approving the - Doing the same - Explaining the
with the activity  instructor’s action (explaining the reasons  importance of culture in
- Exam pressure Exolaining th (explaining the behind the activity) language learning
o’ - =EXplaniNgtne — reasons the behind
- sz T Ignojance reasons behind 02 ivity) - Learning the Ss’ - Continuing the activity
ofculturein the activity needs and interests with the interested Ss
language learning ) - Disapproving the 4 )
- -Going back to ;. ctor’s action - Going back to the - Following the course
- Bad timing for the lesson d he loss of Sg¢ 1€sson content in case of an exam
involving culture oo due togl1SPL0ss of Ss pressure
85 leve O interest - Including the Ss
=-DS level o 5 C
. i . - Ss’ general curiosity /
English for | Adapting the -Encouraging Ss to interegst with cultural);opics
understanding the Iesson’accordlng to meet different cultures
topic the Ss” needs all around the world - Ss’ concern with the
- . exam pressure
- Insisting on teaching
culture to change the - Ss’ deviating the topic to
general view of the Ss the culture they are
towards cultures familiar
- Joking about oneself in
case of an expression of
boredom on Ss’ faces
*students

The problem identification part went well for this case as many participants realised the
exam pressure. Another consensus on the problem was the students’ ignorance of the culture
in language learning. Bad timing for the activity and the students’ level of English for
understanding the topic were other problems according to the participants. They suggested
continuing with the activity, whereas some participants advised going back to the courses
content. Another group suggested explaining the importance and the reasons behind these
kinds of activities to the students.
“Teaching culture, you know, they say that actually language has not four skills,
Language has five skills and one of them is culture.” (Martha)
When the participant read the rest of the case, 8 participants approved the instructor’s action
of explaining the reasons behind the activity. The others disapproved because they thought

that the interest of the students was lost and they would stop learning the topic there.
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“I think as stating that it will help their English and learning about different cultures
an explicitly saying this is helpful and I adore him or her. This is good.” (Clara)

For this case, most participants indicated they would do the same with the instructor; provide
a logical explanation and the importance of the culture in language learning. Rose indicated
that she would prefer to go back to the course. David would learn the students’ needs and
adapt the activities accordingly, while Donna and Amy argued that they would insist on
culture teaching in spite of those kinds of reactions believing that the students’ general view

towards culture may change.

Lastly, the participants shared their experiences similar to the case. The prominent strategies
were explaining the importance of culture in language learning, and continuing the activity
within the consideration of the students’ needs. The participants valued involving ICC in
their courses and while doing so they wanted their students to understand the logic in it.
Thus, they preferred explaining the reasons behind the activities. Another experience was
about following the course content only in case of an exam pressure. Here, it was inferred
that ICC became less important than linguistic competence. Although the participants
indicated that they give prior importance to ICC, they also tended to skip ICC in cases of
exam pressure. Moreover, to continue with the cultural content in such a case, some of the
participants utilised different strategies like deviating the topic to the culture that the students
were familiar with. This strategy may carry the meaning of integrating culture in an

interesting way for the learners.

This case of exam pressure directed to different practices. Some participants agreed on
explaining the logic of ICC and continue including ICC, whereas some preferred to go back
to the lesson which focused on linguistic competence. This case could be one of the examples
of the difference between the participants’ self-reported questionnaire answers in which they
stated ICC is highly important and should be integrated into the lessons and their actual
practices. When it comes to the barriers such as exam pressure, some participants have
indicated they would skip cultural content. In the contexts of Turkish universities and EFL
learning, exams constitute an important part of the course. It could be inferred that exam
pressure is felt quite much in the preparatory schools of the universities. So, this situation
leads to the question of whether the instructor should include ICC in their lessons for those

cases or not.
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4.2.6. Vignette E

In Vignette E, the instructor arranged an online meeting with a Korean friend of his/hers in
order to integrate culture his/her lessons. At the time of the lesson, s/he announced that they
had a guest speaker; however, some students grumbled and left the class earlier. After the
meeting, the students indicated speakers from the USA, or the UK would be more interesting

and the instructor agreed with them. Table 24 provided answers in detail.

Table 24

Themes and Subthemes for Vignette E

Themes

The problem/issue

Suggestion for the

Reaction to the

Hypothetical

Related Experience

Instructor Practice Practices for the
Cases
VIG E - Ss’ lack of - Explaining the - Approving the - Informing Ss - Ss’ general curiosity
interest in / reasons behind the instructor’s action before the activity / interest with cultural
ignorance of activity because of learning . , topics
culture . . Ss’ needs and N Raising Ss . .
- Raising Ss’ interest  jiorasts interests before the - Offering options for
- Language barrier  with the culture activity Ss
for the Ss* before the activity - Disapproving the . .
T tor’s actin) - Reasoning the - Having a guest
- Problematic - Trying to learn the because of the attitude importance of World  speaker but without
lesson planning reasons of Ss’ towards English Englishes planning much
g ors cultures only - Creating a more - Insisting on teaching
- Informing Ss - Disapproving the relatable and related cultures to change the
before the activity instructor’s action in activity general view of the Ss
. | . towards cultures
- Organising another ~ 9€nera - Learning the
voluntary activity of reasons of the Ss’ - Ss’ deviating the
the culture that Ss attitudes topic to the culture
are interested in . o they are familiar
- Losing motivation
- Continuing with the for such activities - Comparing different
activity cultures
*students

Except for one, all participants successfully identified the issue in this case as the students’
lack of interest in the culture or their ignorance of culture. Some participants also added the
language barrier as a problem of participating in the activity. On the other hand, planning of
the course was regarded as another problem owing that the students did not know what
culture they would come across and behaved in that way. When their suggestions for the
instructor were asked, they answered with a variety of ideas. The recurring suggestion was
providing an explanation for the reasons behind the activity, raising the students’ interest in
the culture before the activity, and informing the students before the activity. The
participants who suggested the latter believed that the problem came from the fact that the

students did not know the activity. They held the belief that they would have been more
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interested in the activity if they had known beforehand. Another suggestion was for the end
of the activity which focused on learning the reasons for the students’ behaviours and their
expectations. In this way, the instructor would collect quick data on what his/her students’
needs and expectations were. Organising another activity considering the students’ interests
was the following suggestion. One last suggestion was to continue the activity with the ones
who were interested. They believed that the ones who were interested would be hindered if
the instructor quitted the activity.

“Maybe the students don't find the Korean culture interesting enough, OK. Or maybe

the accent barrier may come in. We don't know how accurate the Korean guys accent

is. It maybe it might make the situation the English harder for the students to
understand. Hence they start to leave and lose focus.” (David)

Having seen the rest of the case, only some participants approved of the instructor’s action
indicating that s/he wanted to learn the reason for those behaviours and would learn what
his/her students want; in order to create a better activity that was appealing to more students.
On the other hand, other participants disapproved of the instructor’s action due to his/her
attitudes toward the two popular English cultures. What they stated was that it was the
instructor’s responsibility to raise the curiosity of different cultures around the world. So,
instead of following British and American culture, the instructor could have explained the
logic behind it.

“Well, just because the UK and the US have the official languages as English does
not necessarily mean that people from these countries are only eligible to speak the
language. | think practice is practice. There are many things that we can learn from
other cultures and in several cases, we have better speakers from countries other

than the UK and the US. If Basak thinks and agrees with this, this would be some
kind of judgmental decision about the superiority of nations and societies.” (Peter)

What the participants would do in such a situation varied. Informing the students before the
activity, raising their interests in the culture, and reasoning about the importance of World
Englishes were the most common ones. Learning the students’ point of view on their
previous behaviours and creating more relatable activities were some other practices of the
participants. Finally, River indicated that she would lose her motivation if she encountered

a situation like this.

A couple of participants indicated that their students have generally curious about different
cultures, so they did not have an experience like this case. Some other participants told that
they insisted on bringing different cultures all around the world instead of British and

American cultures when they experienced their students’ lack of interest in the culture. They
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did so in order to change their students’ general beliefs of ignorance of other cultures. They
expected that their students would get used to hearing different cultures and value them
more; therefore, their attitudes towards other cultures would change. Another participant
experienced a similar situation of lack of interest and she started to compare other cultures
with Turkish cultures instead of leaving other cultures. Donna experienced that her students
wanted to deviate the topic to the culture which was familiar to them. As in the suggestions,
Amy asked her students first, and then she created an activity of inviting a guest speaker to
the class. Finally, Rose invited a guest speaker to the class; the experience was not about
students’ being less interested in the culture but about her being unprepared. She admitted
that she did that activity without planning much and it went from culture learning to using
the guest speaker as a dialogue filler person. This participant, Rose, was the one who
mentioned the unpreparedness or need for good lesson planning for the other cases. She
either was not aware of herself while doing so, or she may feel regretful for her actions and

experiences and she started to pay extra attention to that issue.

All in all, the prominent ideas for the case of students’ having a lack of interest and/or their
ignorance of other cultures were about explaining and reasoning the importance of different
cultures around the world. Some participants touched on the subject of World Englishes as
the UK and the USA were not the only speakers of English, but there were a great majority
of speakers of English who came from different cultures all around the world. Some of their
ideas and experiences showed the students might be asked about their preferences, the
instructor might grab their attention before bringing the culture, and reasoning the
importance of different cultures. It could be said that the participants might be aware of the

importance of ICC, and some of them were willing to integrate ICC into their lessons.

4.2.7. Vignette F

The last case was about a class with a tight curriculum. While they were learning compare
and contrast paragraph, one student offered a video of beauty standards of two countries, and
the instructor liked the idea. However, s/he refused sadly because of the tight schedule.

Answers from the participants were given in Table 25.
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Table 25
Themes and Subthemes for Vignette F

Themes The problem/issue Suggestion for the

Instructor

Reaction to the Practice

Hypothetical
Practices for the
Case

Related Experience

VIG F - Possibility of the - Coming to the - Having empathy with - Consulting to the - Adapting the
content’s being lesson having the instructor management to lesson content with
inappropriate prepared well . adapt the content of ~ the inclusion of

- Disapproval of the the lesson culture
- No problem - Using more relatable  instructor’s action for
. countries not creating a space for - Creating time for - Sometimes
- Tight schedule / . the activity the activity exceeding the
curriculum - Watching the course hour
suggested video - Disapproval of the - Ignoring culture in
. . instructor’s action for case of time - Going with the
- Watching the video ¢ keeping the words ~ limitations flow
after being sure of its when promised to Ss*
appropriateness - Assigning as - Going back to the
. homework lesson in case of
- Invol_vmg more severe conditions of
countries to the curriculum
activity
*students

For the final case of tight schedule/curriculum, some participants anticipated the problem
that the content of the video that was offered by the student might be inappropriate while
some regarded no problem in this case. Only Peter and Rose identified the problem of a tight
curriculum. Therefore, the suggestions focused more on the video part. More than half of the
participants suggested watching the video whereas two of them suggested it after being sure
of its content was appropriate. A couple of participants focused on the countries on the video
and they offered to add more or change them. In addition, River blamed the instructor for
not coming to the lesson in a well-prepared way; believing that the instructor must have

thought of such a video as the student offered.

After seeing the rest and realising that the instructor had to reject the video because of the
tight curriculum, all participants felt empathy with the instructor and told that they
understood his/her very well. They found the case quite relatable to their teaching career.
Although they empathised with the situation, Rose and Martha did not approve of the
instructor’s action much; Rose believed that the instructor could have found some other ways
to integrate culture, while Martha and Donna indicated that the instructor promised to watch
the video which s/he should not have done before being sure, and not showing the video may

cause the instructor to lose credibility in the class.

“What can a teacher do if the curriculum is too tight?” (Martha)
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For this case, all participants felt empathy for the instructor in the case because they found
the situation considerably relatable. These actions of the participants may be regarded in two
different ways. The first one is that if the participants’ reaction is regarded as negative, then
it might signal their ICC levels are not high. The second way is that the outer effects such as
the testing system may intervene in the instructor’s teaching ICC if their reaction is regarded

as positive.

For such a situation, the participants offered to create time for cultural content despite the
tight curriculum believing that ICC was a key point in classes. Some participants stated they
would skip the cultural content in cases of the tight curriculum while a few would assign the
activity as homework not to take from the class time. Another idea was consulting with the
management department about the content of the lesson whether the culture could be
integrated more or not. According to the participants’ experiences, half of them admitted
that they followed the schedule and/or curriculum in such a case of severe conditions. On
the other hand, some participants said that they adapted the course with the inclusion of
cultural content. Melody experienced that she exceeded the course hour in order to include
culture. Few participants indicated that they generally went with the flow; for one lesson,
they followed the schedule, and for another they kept the cultural content.

“They don't really see this as part of the curriculum because this is not going to be

asked in a test. So, maybe this should be part of the assessment and evaluation in a
classroom.” (Peter)

This final case was one of the situations in which the participants’ answers were the opposite.
They all empathised with the instructor in the vignette case. When it comes to the suggestions
and experiences, some participants firmly hold the belief that ICC should be in the lesson

while others stated they had to follow the curriculum or the schedule.
“You have to assess what you teach, not teach what you assess actually.” (David)

The cases in Vignette F and Vignette D were covered in the questionnaire with an item that
“When you only have a limited number of teaching periods, culture teaching has to give way
to language teaching.” (see Appendix I). This item had the lowest mean score among others,
which hints that in cases of time, curriculum, and exam limitations the participants tended
to put ICC into the background. The participants may not be the ones to blame for these
cases since they have to teach what is to be tested. Here, the problem may lead to the goals
and objectives, and testing and evaluation parts of EFL teaching. Since the testing part does

not include ICC in it, it may not be much appropriate to wait for the instructors to include
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ICC in the first place in their lessons. Therefore, the testing and evaluation, and curriculum

parts of EFL teaching should consider this issue.

Another reason for such actions that the instructors may be holding the traditional belief.
They may believe that grammar, vocabulary, and the four skills were the main parts of EFL
teaching while teaching culture was like a hobby in the lesson providing a couple of
background information. So, the linguistic competence may be more important than ICC for
teachers. The literature has also proved that when EFL teachers are asked about their
understanding and pedagogical practices of ICC, most acknowledged the importance of ICC
in EFL education; however, cultural self-awareness is not found in the teachers’ in-class
practices, according to them (Cheng, 2012). If this is agreed upon, then the curriculum of the
ELT departments that raises those teachers should take this situation into consideration; by
including ICC and by teaching ICC into the ELT courses with a deserved value.

The participants thought of themselves in a similar situation to Vignette F, and they all felt
empathy. One other implication could be the necessary action in such cases. The case pushes
the instructor to the linguistic knowledge within the limitations of the EFL curriculum. In
this case, ICC might be put in the background to fulfil the curriculum which is designed
accordingly. That may bring a question mark of whether the instructors are right about their

actions and whether they should skip culture teaching and/or teaching ICC.

One could agree on the positive effects of the vignette-based interview on the participants
when compared to the interview, a traditional data collection tool. First, participants
elaborated on the topics more thanks to the vignette cases. In normal interviews, the
participants may not recall their practices immediately when they are asked. With the
advantages of vignette cases, the participants were given the first part of the case, they were
asked to evaluate the situation to detect the problem of teaching ICC and to provide
suggestions for overcoming the problem. Then, the rest of the case was shown and the
participants were asked to evaluate the practice/actions of the instructor; which allows them
to judge the situation of teaching ICC more objectively since they are not talking about
themselves, but they are talking about someone else’s practices. If they were the ones who
were talked about, then they would feel more sympathy and even feel right for the case.
Following, the case started to turn from the case to the participants and they were asked for

hypothetical practices for the case. Finally, they shared their actual in-class practices. All the
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process may lead the participants to remember the activities that s/he has done. They may

relate the situations in the cases to their own practices.

Furthermore, Rose, David, and Amy indicated that they loved the cases and this kind of
interview. Instead of a classic interview in which the participants are asked open-ended
questions, the vignette-based interview has offered a more enjoyable way for it. The
participants indicated they found some cases quite relatable to their real-life experiences
such as the one with the students asked if they went back to the lesson and the one with the
students’ thoughts about showing off. Those cases may revive the experiences of the

participants and allow them to elaborate more on the issues.

To summarise, ten participants were presented six vignette cases and asked several questions
that inquired about the problem within the case, the reaction of the participants to the
instructor’s practice, the participants’ hypothetical practices for the cases, and their related
in-class experiences. To begin with, participants were mostly able to determine the problem
regarding teaching ICC. Unfamiliarity with the culture, the lack of cultures in the textbook,
the difficulty in relating the cultural content within the lesson, students’ lack of interest in
the culture, exam pressure, and tight curriculum/schedule were among the problems that the
participants found. The mentioned problems matched with Tian’s (2013) six teaching ICC
barriers respectively: instructor’s unfamiliarity with the culture, limited cultural content in
the textbooks, limited teaching resources, students’ little interest in the culture, exam
pressure on the students, limited time. Additionally, the participants indicated the lacking
cultural diversity in the textbooks. This result agrees with some studies in the literature
(Karabinar & Yunuslar Giiler, 2012; Marrs, 2014; Ozisik, 2018). Textbooks either are not
enough for teaching ICC (Karabinar & Yunuslar Giiler, 2012) or cover dominant western
cultures (Ozisik, 2018). In both cases, the teachers spend too much time for preparing extra
materials for covering cultural contents (Marrs, 2014). As this study concluded, textbooks
should be re-designed accordingly to meet the needs of ICC. As well as these six problems,
some other problems were noted by the participants. Problematic lesson planning, little
experience of the instructor, confusion of the topics, instructor’s oversharing of his/her
experience, and the language barrier for the students were among them. These problems may

also be added to the barriers to teaching ICC besides Tian’s (2013) barriers.

The participants’ reactions to the instructor’s practice for the case varied. Some participants

approved the instructor’s practice for the case because they fancied the instructor’s
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compensation strategy (e.g. changing the subject to a familiar culture), making the topic
interesting for students with related activities, learning from the mistakes, relating the topic
from familiar to unfamiliar, learning the students’ needs, and reasoning the logic behind the
activities. These reactions may be seen as a representation of the high ICC levels of the
participants with the aim of increasing their students’ ICC. However, the first reason that is
the compensation strategy may lead in the opposite direction. A few instructors appreciated
the compensation strategy of changing the topic. If the instructor changes the cultural topic
to his/her familiar one in the situation of the instructor’s unfamiliarity with the culture, then
the learners would be exposed to a limited number of cultures, which are mostly popular
English cultures like British and American cultures or which are some specific cultures the
instructor is interested and/or experienced. In that way, their students may not be exposed to
ICC much. Furthermore, this situation may hint at the gap between their perceived levels of
ICC and their in-class practices. This finding also shows certain similarities with the
literature implying the gap between the teachers’ perceptions and practices (Osman, 2015;
Sercu et al., 2005; Young & Sachdev, 2011). On the other hand, the participants disapproved
of the instructor’s practices in the case due to changing the topic to familiar ones, too much
focus on the UK and the USA cultures, losing students’ interests, and not being able to create
a space for the activity. These reasons may be seen as drawing a correspondence with the
results of the questionnaire. The instructor’s perceived levels of ICC were high, and their

reactions to the practices of the instructor in the case may represent their awareness.

The participants provided several activities for what they would do in that situation. They
mostly tended to use or integrate the cultural content within their lesson by involving the
students, raising their interests, reasoning the activities, encouraging students for 1CC,
assigning the activity as homework, and so on. These kinds of activities reflect their intention
of integrating culture into their lessons. If they cannot find enough time, for example, they
would prefer assigning the activity as homework instead of skipping it. These ideas may

represent their awareness, beliefs, and perceived levels of ICC.

Finally, they shared their in-class practices related to the situation of the case. Most
participants stated that their students enjoy the cultural contents, therefore, the instructor’s
experience with the culture. One of the strategies of teaching ICC was comparing and
contrasting different cultures. Translation of different languages into English, role-play

activities, and having a guest speaker were some other experiences. Some participants stated
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that they could change the cultural topic to the familiar one for the students. Starting with a
familiar culture, such as students’ own culture, and continuing with the unfamiliar one was
another experienced technique by certain participants. Another experience shared by a few
participants was insisting on teaching cultural contents even if the students showed little
interest, in order to change the general view of the students towards culture. This idea may
serve the aim of raising awareness of ICC and encouraging students for learning ICC. In
other respects, while some participants followed cultural content even though they had
limited time, some prioritised lesson content in cases of exam pressure and tight curriculum,
and some hurried for covering both the lesson content and cultural content. The fact that
some participants followed lesson content in case of exam pressure and severe conditions of
curriculum showed parallelism with Abu Alyan’s (2011) study that found the linguistic
competence had higher importance in-class practices. Although the participants support the
importance of ICC, they may prioritise other factors such as exams and curriculum over ICC.
Table 26 summarised the themes and subthemes consisting of the answers for the six vignette

cases provided by the participants of this study.
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Table 26

Summary of the Themes and Subthemes for the Vignette Cases

Themes The problem/issue in

Reaction to the

Hypothetical Practices

Related Experience

teaching ICC Instructor’s Practice for the Cases
Subthemes - Instructor’s - Approval of the - Admitting and - Changed the topic to the familiar
unfamiliarity with the instructor’s actions / researching and/or culture
culture practices; learning together with - Admitting not knowing &
- Topics’ being - for the Ss Researching and learning together
complicated and compensation - Learning quickly - Preparing well before the lesson
confusing strategy without making Ss . .
L . notice - Encouraging Ss to learn different
- Instructor’s being - for making the cultures
inexperienced topic interesting for - Involving Ss with the .
. Ss activit - Translating
- Losing focus of the y ) L
Ss* regarding the theme - for learning from - Encouraging Ss to - Comparing and contrasting different
-The lack of the his/her mistakes learn different cultures  cultures
cultures that the - for relating the - Assigning the activity FOIIOW'f”ghthe cu_ltu:al content
textbook covers topic to the content ~ as homework instead of the curriculum
- Instructor’s not being from familiar to - Spending more time - ROle play activity
able to relate his/her unfamiliar cultures for planning - Explanation of language and culture
cultural knowledge to - for learni_ng Ss’ - Comparing and relationship
the lesson needs and interests contrasting the cultures - Hurrying up to include both cultural
- Unrelated activity - for explaining_the - Directing Ss to a elements and follow the course
- Oversharing trﬁasor;_s t_f:e behind different culture content
e activi - s
- Misunderstanding by . -y -Integrating technology ~  Lack of motivations due to the Ss
Ss - Disapproving the R eThtin lack of attention span
- Ss’ lack of interest in / mstrqctor’s actions / ) . g - Ss’ genergl curiosity / interest with
- practices; Asking to the cultural topics
ignorance of culture . | management to P
- in genera . P T
- Language barrier for g ) . integrate culture Ss” lack of participation in case of
the Ss - for changing topic Leamning the | an uninteresting culture for them
. to the familiar Ao e lessor - Changing the topic according to the
- Problematic lesson from one class, and ging p Y
I cultures i Ss’ reactions
planning better preparing for
- Exam pressure ;)r‘:otrhteoaggiz iﬁgus another one - Starting with a related introduction
i - Relating the topic to of the cultural topic
- Tight schedule / USA cultures . .
curriculum , the content - Starting from familiar culture for Ss
- for the loss of Ss - Explaining th to unfamiliar ones
interest plaining the
. reasons behind the - Continuing the activity with the
- for not creating a activity interested Ss
space for the activity . . .
o - Learning the Ss’ - Following the course content in case
: Flnd'?g ’the on off needs and interests of an exam pressure
nstructor's action o
topic - Not including culture - Ss’ concern with the exam pressure
- Feeling empathy with Insisting on teaching -Ss’ deviatir_lg_ the topic to the culture
the instructor culture to change the they are familiar
general view of the S _ joking about oneself in case of an
towards cultures expression of boredom on Ss’ faces
- Raising Ss” interests  _ Offering options for Ss
- Reasoning the - Having a guest speaker but without
importance of World planning much
Englishes - .
. - Insisting on teaching cultures to
- Creating a more change the general view of the Ss
relatable and related towards cultures
activity . .
. - Ss’ deviating the topic to the culture
- Consulting to the they are familiar
management for . )
culture integration - Adaptmg the lesson content with the
inclusion of culture
- Exceeding the course hour
- Going with the flow
- Going back to the lesson in case of
severe conditions of curriculum
*students
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4.3. Research Question 3: How is ICC Integrated into the Current Curriculum of ELT
Departments in Turkey??

The curricula of the ELT departments of the seven universities were scanned with certain
keywords such as “culture”, “intercultural” etc. According to the results, eleven courses in
total were offered by the universities. The most common courses were “Approaches to
English Language Learning and Teaching”, “Language and Culture”, and “Language and
Society”; six universities out of seven had these courses in their curriculum. These courses
were followed by “World Englishes and Culture” and “Turkish Cultural Geography” which
were seen in the curricula of the five universities among the seven. Except for the course
“Sociolinguistics and Language Teaching” offered by Bogazici University, all other courses

were elective. Table 27 below showed the details about the courses.

Table 27

The Courses Related to ICC in ELT Curricula
Courses Type of the course Out of 7

universities

Approaches to English Language Learning and Teaching Elective 6
Language and Culture Elective 6
Language and Society Elective 6
World Englishes and Culture Elective 5
Turkish Cultural Geography Elective 5
Sociolinguistics and Language Teaching Elective / Must (n=1) 2
English as a Lingua Franca-Aware Teacher Education Elective 1
Varieties of English Elective 1
History of German Culture Elective 1
History of English Culture Elective 1
Sociocultural Dimension in Language Teaching Elective 1

In the following table (Table 28), the emerging themes on the content of the courses and

their ECTS credits were provided.
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Table 28
Emerging Themes of the Courses

Courses Emerging themes

ECTS

Approaches to English Language .
Learning and Teaching .

Principles

Difference between ESL and EFL

Modern approaches and methods

Current trends in FLT

Social, cultural and economic aspects of teaching EFL
The role of communication in the world

ICC

3/4

Language and Culture .

Language and culture

Language and world view

Language and nationalism

Linguistic taboos

National language policy

Role of language in culture/ICC

Role of Turkish among other cultural elements
Multiculturalism

ICC

3/4/4.5

Language and Society .

Relationship between language and society,

Raising awareness for — social context, social
hierarchies, and identities

Language and class/gender/ethnicity/sexuality/ age
Language standardisation

Geographical and social differences

Sacial stratification and language communities
Language change

Language and culture

4/4.5

World Englishes and Culture .

Developing awareness for world Englishes and
culture

National and local cultures

Culture in ELT

Cultural differences for effective communication.
Global English and World Englishes

Differences between the language use

Reflection of English on the teaching language
Language and culture

Lang education in cultural contexts

4/4.5

Turkish Cultural Geography .

Raising awareness about the Turkish culture
Geography

Politics

History

Social structure

Turkish cultural heritage

Sociolinguistics and Language .
Teaching .

Language in its sociocultural contexts
Language contact

Intercultural communication
Linguistic landscape

4/6
(Must)

English as a Lingua Franca- .
Aware Teacher Education .

The spread of the modern English
Varieties of English

English as a Lingua Franca
Pedagogical implications of ELF

Varieties of English .

Development and diversification of varieties of
English

Development and diversification of varieties of
English

Factors that determine the emergence of Englishes
Linguistic, cultural, and ideological issues of English
World Englishes

English as a lingua franca

4
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Courses Emerging themes ECTS

History of German Culture German Civilization during different historical periods 4.5
- Middle Ages - Renaissance
- Baroque - Enlightenment
- Classicism - Romanticism

- During the Second German Empire
- Between 1919-1945

- After WWII - Between 1965-1990
- After reunification
History of English Culture »  Historical development of England 5

*  Cultural changes in England
»  Social structure and traditions

» Historical developments and social life, art, literature

and language

Teaching sociocultural dimensions of FL 3
Role of culture in language teaching

Intercultural relations and foreign language

Sociocultural dimensions of methods and approaches

in language teaching

»  Sociocultural elements on the textbooks

»  Point of views for the target culture

Sociocultural Dimension in
Language Teaching

The emerging themes of the courses met the requirements of the keywords “culture”,
“intercultural”, “intercultural competence”, “intercultural communicative competence”,
“lingua franca", "World Englishes", "society" and "approaches". In other words, all courses

touched on the subject of culture.

When the results were checked, it was found that all universities had at least three courses
related to ICC. The content of the courses covered cultural elements/dimensions; however,
only three of the courses among eleven ones covered ICC directly. This situation brought
some arguments to discuss. The first one is that having "culture” in contexts may not
guarantee ICC. ICC is beyond culture itself; it is the ability to have healthy communication
with people from all around the world. Acquiring cultural knowledge or concepts may help
develop ICC; however, to a certain extent. Therefore, the aforementioned courses, except
for the ones which had ICC directly in their content, may not serve an ICC goal as expected.
Namely, the question of whether having "cultural” content encapsulating culture would be
enough for ICC or not is emerged here. As Salli-Copur (2021) has indicated that including
both local and global cultures and improving ICC with the help of formal education might
become a necessity rather than a preference in the global world of large populations and
communication across borders. Following the study, the lesson contents should integrate

ICC in them to serve the emerging need.

According to the literature, the ELT program had an important role in the teachers’ ICC

levels (Sevimel-Sahin, 2020). Moreover, educational intervention is one of the best ways of
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gaining ICC (Zhang, 2017). Yet, with a few courses, especially with little content on ICC,
it may not be possible to increase the teachers’ ICC levels; consequently, it may not be

possible to increase students’ ICC levels, either.

In other respects, each university had a maximum of 6 courses related to ICC. The courses
related to ICC appear in less than 5% of the curriculum, having more than one hundred
courses. It is stated in the literature that the place of ICC in teacher education is insufficient
and there is a great need for it (Sen, 2020). Moreover, ICC development is not given the
deserved attention (Duisembekova, 2020). The literature and the results of this study have

common points as a few courses may not provide the need for teacher education.

Most courses related to ICC are elective courses (see Table 28). Elective courses in the
curricula create certain situations. Initially, elective courses require a quorum of the students
to be opened for that semester. Therefore, it is not guaranteed that the aforementioned
courses related to ICC are available all the time. Plus, they may not be available for years.
Another issue is that the elective courses regarding ICC do not mean that every graduate of
the university has attended the course(s). When the course capacities, the
students’(teachers’) interests, and the quorum requirement were taken into account, not
every graduate of ELT departments has taken a course/courses related to ICC. Even, this
number may be much less than expected as this study proved that only 25% of the participant
were enrolled in a course related to ICC. This situation agrees with the literature that points
out most teachers do not have explicit training for teaching ICC (Demircioglu & Cakir,

2015). One of the clear reasons may be the courses’ status as elective.
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CHAPTER V

CONCLUSION

5.1. Summary of the Study

This study seeks to investigate the in-service teachers’ perceived levels of ICC and their
actual in-class practices. In line with this purpose, both qualitative and quantitative data
constituted the mixed method, explanatory research. ICC Questionnaire developed by
Shirazi and Shafiee (2017) was utilised to collect quantitative data; the vignette-based
interview and document analysis were used for the qualitative data. Initially, 77 participants
were enrolled in the questionnaire to reach the teachers’ perceived levels of ICC: knowledge,
skills, beliefs, and practices. 10 of the participants joined the vignette-based interview to
reach their actual in-class practices. Finally, the ELT curricula of 7 universities from seven
different regions of Turkey were examined to explore the current situations of the ELT

departments in terms of the courses related to ICC they offered.

5.1.1. Teachers’ Perceived Levels of ICC

The questionnaire results revealed that the participants showed a high level of ICC. Among
the 25, all items except for 1 item (item 21 in the Importance category) were higher than the
mean score 3, which meant that all participants agreed on the items about knowledge, skills,
beliefs, and practices of ICC. Also, the lowest mean score (except for item 21) was the value
3.71 for item 3 in the Attitude category, which proved that all participants had high levels of
ICC. Item 21 in the Importance category was about culture teaching and language teaching

in case of a limited time, having the mean score of 2.32. The mean score meant that the
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participants tended to prioritise language teaching over culture teaching in case of time and

curriculum limitations.

T-tests for the variable of experience and course were performed for data analysis. There
was no significant difference between the experienced and novice teachers. These findings
lead that working experience had little or no effect on the teachers’ ICC levels. Therefore, it
could be concluded that ICC was not a skill that improved over time and teaching experience.
The T-tests for the course variable showed a significant difference between the participants
who took courses related to ICC and the ones who did not. The result hinted at the obvious
and important role of the courses in the teachers’ ICC levels. Therefore, teacher training had
a huge effect on the teachers’ ICC levels. Covering an important part of the teacher training,
universities should include ICC in the courses they offered and should arrange the content
accordingly. These findings also necessitated the examination of the current situations of the
curricula of the ELT departments in Turkey.

5.1.2. Teachers’ Actual In-class Practices Related to ICC

According to the interview questions, the answers were coded and grouped into themes.
Initially, the general interview questions for teaching EFL, ICC as a goal in EFL teaching,
and their in-class practices were coded. For the first code of the general aim in EFL teaching,
communication was the most recurring and common goal for the participants. They
prioritised speaking in such a context as EFL where the learners were exposed to English
mainly in the classroom environment. Other goals were around communication such as
having self-confidence for speaking, lowering their anxiety, having the students proficient
in the language, and so on. Although they believed that ICC should be at the centre of
language teaching, it was not covered much in real situations. It may be due to the focus of
the institutions, the curriculum, and the general EFL teaching regarding ICC. Another view
could be that ICC may be seen in the curriculum in theory; however, the practice may be far
from the theory. Finally, ICC may not be given much importance because it was not an item

in testing.

The participants’ ICC integrations into their lessons varied proving that all participants put
efforts into this issue. Following coursebook content that is rich in ICC, preparing extra
materials, integrating technology, sharing their own experiences, comparing different

cultures, role-playing, and discussion activities were among the common practices. On the
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other hand, when the participants were asked about their actions of ICC integration, most of
them stated that they had no specific training. Impressively, a few participants who stated
having no specific training also indicated that they took courses in BA or MA. This may
prove that the content of the courses in ELT curricula may not be related or may not be
serving the practical purposes of ICC. Additionally, some participants attended some courses

or conferences, while some integrated ICC intuitively.

Throughout the vignette cases, the participants were able to determine the problem or issue
of ICC teaching most of the time. They offered numerous suggestions for the instructor in
the case, shared their reactions to the instructor, provided hypothetical practices for
themselves, and told their in-class experiences. Among the hypothetical practices were
admitting and researching and/or learning together with students, encouraging students to
learn about different cultures, spending more time for planning, integrating technology,
explaining the reasons behind the activity, and raising students’ interest in different cultures
and so on and so forth. Their in-class experiences were circled around changing the topic to
the familiar culture, encouraging students to learn about different cultures, translating, role-
play activities, explaining the language and culture relationship, starting from familiar

cultures for students to unfamiliar ones, and so on.

The cases Vignette F and Vignette D were about the exam pressure and time restrictions
within ICC teaching, corresponding to the ICC Questionnaire item 21. The results showed
similarity; in cases of time, curriculum, and exam limitations, the participants tended to put
ICC into the background. The reason for this result may be the goals and objectives of the
EFL course and/or the testing and evaluation part of the course. If the content of the lesson
does not attribute importance to ICC and/or if the ICC is not an item to be tested, then the
instructors do not naturally put ICC in the centre of their lessons. Therefore, the curriculum
of the EFL courses has great importance in teaching and learning ICC. Another reason could
be the beliefs of the participants. If they were raised with the notion that grammar,
vocabulary, and the four skills were the most important competences in EFL teaching, they
might have skipped ICC in their lessons thinking that ICC was only a piece of background
information like a gap filler activity. If this is the situation, then the curriculum of ELT
departments may be responsible for this issue, which one more time necessitates the

exploration of ELT curricula for teacher training.
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The vignette cases, on the other hand, created a positive effect on the participants. They
elaborated on the topics more with the help of the vignette cases recalling practices. They
were also given the chance of evaluating the situations more objectively since the instructors
in the cases were someone else, not themselves. The transition from different people to
themselves also helped them to recall their practices and to be aware of their actions in terms
of ICC. Additionally, some participants especially indicated that they loved the vignette
cases, and they preferred vignette-based interviews over the classic interviews with open-

ended questions.

5.1.3. The Role of ICC in ELT Curricula

The curricula of the ELT departments of the seven universities were scanned with certain
keywords such as “culture”, “intercultural”, “lingua franca” etc. The results showed that
eleven courses in total were offered by the universities. The most common courses were
“Approaches to English Language Learning and Teaching”, “Language and Culture”, and
“Language and Society”; six universities out of seven had these courses in their curriculum.
However, the content of only three of those courses covered ICC directly, whereas others
covered culture/cultural elements. Including “culture™ in the course content may not
guarantee ICC since it is beyond culture itself; it is the ability to have successful
communication with people from different cultures. Having cultural knowledge or concepts
may help develop ICC; yet to a certain extent. Therefore, the aforementioned courses, except

for the ones having ICC, may not serve an ICC goal as expected.

In addition to the course contents, each university offered maximum of six courses regarding
ICC. The amount of the courses appeared less than 5% of the curriculum, which has more
than one hundred courses. Furthermore, the offered courses are elective courses mostly. The
problem with the elective courses is that they are not available all the time due to requiring
quorum and that it is not guaranteed that all the graduates of the department have taken a
course regarding ICC. These results may bring the problem of the insufficient place of ICC
in the ELT curricula. Also, ICC is not given the deserved importance within the ELT

curricula of the universities in Turkey.
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5.1.4. Pedagogical Implications

The findings of the current study have several implications for foreign language education.
The first of them is the teacher training aspect of ICC. Raising competent teachers would
help raise competent students. Also, this study has found that the teachers having an ICC-
related course had higher levels of ICC than the ones who did not have any courses about
ICC. Therefore, the education of teachers plays a great important role in this situation.
Teachers should be offered courses related to ICC. Furthermore, those courses should be
available for students. Having one course related to ICC may be a requirement for graduation
or a course about ICC may be a must course to be sure that all graduates have a related
course. Last but not least, teacher educators should be equipped with the required and
relevant competency to convey the knowledge of ICC.

The second implication is about the problems regarding teaching ICC. The participants of
this study determined several problems in response to the vignette cases. They mentioned
the barriers in Tian’s (2013) study as well as some additional problems of problematic lesson
planning and the language barrier for the students. These two problems may also be added

to the list of teaching ICC barriers.

Another implication of the study is about prioritising teaching ICC. Some participants
indicated that they followed the linguistic content of the course instead of cultural content.
This situation may be regarded as a negative preference for ICC; however, it can be a needed
situation. Teachers are responsible for teaching what is to be tested. If the curriculum and
exam system cover linguistic competence more, then the teachers may have to prioritise
them. Thus, instead of teachers, it should be the curriculum and the testing and evaluation
system to be blamed for this situation. The curriculum should cover ICC more, and testing

and evaluation system should evolve itself to serve the needs of ICC.

Textbooks are one other topic for the implications. Both the literature (e.g. Karabinar &
Yunuslar Giiler, 2012; Marrs, 2014; Ozisik, 2018) and this study revealed the deficiency of
the textbooks within the frame of ICC. They either do not cover cultural items much or they
focus on the dominant cultures. Instead, they should integrate different cultures around the
world to successfully address ICC. If this situation is achieved, the teachers would spend
less time for developing extra materials and they would not have difficulty in relating the
activities with the course content since it will already have it. Additionally, the students
would be exposed to different cultures.
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Finally, the vignette-based interview is one strength of this study. The implication here is
that the participants may be regarded as they answered the interview questions with a more
objective stance. If the interview had not consisted of vignette cases, then the participants
may have answered with self-reports that are more subjective, present more ideal ways
practices rather than actual in-class practices, and do not reflect the ideas of the participants
that much. Hence, the interview questions for the topic of ICC and in-class practices of ICC

may include vignette cases in them.

5.2. Limitations of the Study

Fulfilling the aim of exploring in-service teachers’ ICC levels, in-class practices, and the
current situation of the role of ICC in ELT curricula, this study has certain limitations. The
first of them is the participant number. 77 participants have involved in the questionnaire
and 10 participants have involved in the vignette-based interview. Therefore, there are
limitations on the generalizability of the results. Also, the participants were regrouped into
experienced and novice teachers owing to the small number of them (16 and over years of
experience n=5). Hence, different results may be reached with different or more participants.
Additionally, the balanced numbers of experience may lead to different results. The final
limitation is about the curricula of the ELT departments. The content of the courses is
available in some curricula provided on the website while some curricula do not provide it.
Thus, further research may be conducted by examining the courses related to ICC and their

detailed contents to reach different results or compare the results with this study.

5.3. Suggestions for Further Research

Since the limitation of the study is the participant number, further studies can be conducted
with more participants. Also, the number of the years of experience may be equally
represented. The current study has collected quantitative data via the ICC Questionnaire to
reach teachers’ ICC levels; it has collected the qualitative data via vignette-based interviews
to reach the actual in-class practices of the teachers following their ICC levels, and the
curriculum that has an important effect on the teachers has been scanned within the seven
universities. After reaching the ICC levels and practices, observation could be done to have

further results for the actual in-class practices of the teachers. Even, the vignette-based
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interview results and observation may be compared. On the other hand, the curricula of EFL
departments in state universities have been analysed. Further research may increase the
number of the universities and/or include private universities and compare the curricula of
the two types of universities. Further research on this topic will contribute to the literature.

96



REFERENCES

Abu Alyan, A. (2011). Exploring teachers’ beliefs regarding the concepts of culture and
intercultural communicative competence in EFL Palestinian university context: A
case study. Doctoral dissertation, University of Massachusetts Graduate School of

Education, Massachusetts.

Ahmad, B. E., & Majid, F. A. (2010). Self-directed learning and culture: A study on Malay
adult learners. Procedia - Social and Behavioral Sciences, 7, 254-263. doi:
10.1016/j.sbspro.2010.10.036

Al Hasnan, B. M. (2015). Teachers’ perceptions of the importance of intercultural
communication competence in Saudi EFL education. Doctoral dissertation, Indiana

University of Pennsylvania School of Graduate Studies and Research, Indiana.

Alaei, M. M., & Nosrati, F. (2018) Research into EFL teachers’ intercultural communicative
competence and intercultural sensitivity. Journal of Intercultural Communication
Research, 47(2), 73-86. doi:10.1080/17475759.2018.1424020

Alba-Juez, L. (2009). Perspectives on discourse analysis: theory and practice.
UK: Cambridge Scholars.

Alexander, C. S., & Becker, H. J. (1978). The use of vignettes in survey research. Public
Opinion Quarterly, 42(1), 93-104.

Almohawes, M. (2020). Investigating teachers’ perspectives toward integrating culture into
learning and teaching English as a foreign language. Doctoral dissertation,

University of Memphis Faculty of Education, Memphis.

Algefari, A. (2019). Exploring Teaching Intercultural Communicative Competence among
Saudi University EFL Teachers. Doctoral dissertation, the University of Memphis

Faculty of Education, Memphis.
97



Arasaratnam, L. A., & Doerfel, M. L. (2005). Intercultural communication competence:
Identifying key components from multicultural perspectives. International Journal
of Intercultural Relations, 29(2), 137-163.

Ay, N. A. (2018). A look into teachers’ perceptions towards intercultural competence in
Turkish EFL context. Master's Thesis, Cag University Institute of Social Sciences,
Mersin.

Baker, W. (2011). Intercultural awareness: Modelling an understanding of cultures in
intercultural communication through English as a lingua franca. Language and
Intercultural Communication, 11(3), 197-214.

Bastos, M., & Araujo E Sa, H. (2014). Pathways to teacher education for intercultural
communicative competence: teachers’ perceptions. The Language Learning Journal,
43(2), 131-147. doi:10.1080/09571736.2013.869940

Bickley, C., Rossiter, M. J., & Abbott, M. L. (2014). Intercultural communicative
competence: Beliefs and practices of adult English as a second language
instructors. Alberta Journal of Educational Research, 60(1), 135-160.

Bochner, A. P., & Kelly, C. W. (1974). Interpersonal competence: Rationale, philosophy,
and implementation of a conceptual framework. The Speech Teacher, 23(4), 279-
301.

Broughton, G., Brumfit, C., Pincas, A., & Wilde, R. D. (2002). Teaching English as a

foreign language. London: Routledge.

Broady, E. (2004) Sameness and difference: the challenge of culture in language teaching.
Language Learning Journal, 29(1), 68-72. doi: 10.1080/09571730485200131

Brown, P. (2006). Cognitive anthropology. In C. Jourdan, & K. Tuite (Eds.), Language,
culture and society: Key topics in linguistic anthropology (pp. 96-114). Cambridge:
Cambridge University.

Bunk, A. (2017). An exploration of effective community college instructors' use of culturally
competent pedagogies. Doctoral dissertation, Portland State University Department

of Educational Leadership and Policy, Portland.

Byram, M. (1997). Teaching and assessing intercultural competence. Clevedon, UK:

Multilingual Matters.

98



Byram, M., Gribkova, B., & Starkey, H. (2002). Developing the intercultural dimension in
language teaching: A practical introduction for teachers. Strasbourg: Council of
Europe.

Cai, L., & Lv, J. (2019). Task-based approach to develop intercultural communicative
competence in college English education. Journal of Language Teaching and
Research, 10(6), 1279-1287.

Castro, P., & Sercu, L. (2005). Objectives of foreign language teaching and culture teaching
time. In L. Sercu, (Ed.) Foreign language teachers and intercultural competence (pp.
19-38). Clevedon: Multilingual Matters.

Celce-Murcia, M., & Olshtain, E. (2005). Discourse-based approaches: A new framework
for second language teaching and learning. In E. Hinkel (Ed.) Handbook of research
in second language teaching and learning, (pp. 729-741). London: Lawrence
Erlbaum Associates.

Cetin Koroglu, Z. (2013). Language instructors’ perspectives on textbook content in terms
of intercultural communicative competence: Gazi University case. Master’s Thesis,

Gazi University Institute of Educational Sciences, Ankara.

Cheng, C. M. (2012). The Influence of college EFL teachers' understandings of intercultural
competence on their self-reported pedagogical practices in Taiwan. English
Teaching: Practice and Critique, 11(1), 164-182.

Cortazzi, M., & Jin, L. X. (1999). Cultural mirrors: Materials and methods in the EFL
classroom. In E. Hinkel (Ed.), Culture in Second Language Teaching (pp. 196-219).
Cambridge: Cambridge University.

Council of Europe. (2001). Common European framework of reference languages:

Learning, teaching, assessment.

Council of Higher Education, (2021). Dil lisans tercih sihirbazi. Retrieved from
https://yokatlas.yok.gov.tr/tercih-sihirbazi-t4-tablo.php?p=dil.

Creswell, J. W. (2003). Research design: Qualitative, quantitative, and mixed methods

approaches. (3rd ed.) Thousand Oaks: Sage.

Creswell, J. W., & Plano Clark, V. L. (2018). Designing and conducting mixed methods
research. (3rd ed.). Thousand Oaks: Sage.

99



Creswell, J. W., & Poth, C. N. (2018). Qualitative inquiry & research design. London: Sage.

Crozet, C., & Liddicoat, A. J. (1999). The challenge of intercultural language teaching:
Engaging with culture in the classroom. In J. Lo Bianco, A. J. Liddicoat & C. Crozet,
(Eds.), Striving for the third place: Intercultural competence through language
education (pp. 113-125). Melbourne: Language Australia.

Cruz, J. H. (2010). The role of literature and -culture in English language
teaching. Linguistica Aplicada, 17, 1-16.

“Culture.” Merriam-Webster.com Dictionary, Merriam-Webster, https://www.merriam-
webster.com/dictionary/culture. Accessed 28 Mar. 2022.

Dancey, C. P., & Reidy, J. (2020). Statistics without maths for psychology (8th ed.). Harlow:

Pearson.

Deardorff, D. K. (2004). The identification and assessment of intercultural competence as a
student outcome of internationalization at institutions of higher education in the
United States. Doctoral dissertation, North Carolina State University Graduate

Faculty of Education, Raleigh.

Deardorff, D. K. (2006). Identification and assessment of intercultural competence as a
student outcome of internationalization. Journal of Studies in International
Education, 10(3), 241-266. doi:10.1177/1028315306287002

Demircioglu, S., & Cakir, C. (2015). Intercultural competence of English language teachers
in International Baccalaureate World Schools in Turkey and abroad. Journal of

language and linguistic studies, 11(1), 15-32.

Demirel, B. (2016). Perspectives of the language instructors towards course book content
in terms of intercultural communicative competence; a sample case-New Inside Out
Elementary. Master’s thesis, Gazi University Institute of Educational Sciences,
Ankara.

Darnyei, Z. (2007). Research methods in applied linguistics. New York: Oxford University.

Duisembekova, Z. (2020). Theorizing and analyzing intercultural communicative
competence in second language teacher education: Beliefs, conceptualization, and

practices. Doctoral thesis, Gazi University Institute of Educational Sciences, Ankara.

100



Edmonds, W. A., & Kennedy, T. D. (2017). An applied guide to research designs:
Quantitative, qualitative, and mixed methods. Thousand Oaks: Sage.
doi:10.4135/9781071802779

Estaji, M., & Rahimi, A. (2018). Exploring teachers’ perception of intercultural
communicative competence and their practices for teaching culture in EFL

classrooms. International Journal of Society, Culture & Language, 6(2), 1-18.

Etikan, 1., Musa, S. A., & Alkassim, R. S. (2016). Comparison of convenience sampling and
purposive sampling. American Journal of Theoretical and Applied Statistics, 5(1), 1-
4. doi:10.11648/j.ajtas.20160501.11

Fantini, A. E. (2006). Exploring and assessing intercultural competence. Research Report,
Washington University Center for Social Development George Warren Brown
School of Social Work, Missouri.

Faroog, M. U., Soomro, A. F., & Umer, M. (2018). English language teaching and cultural
implications in Saudi Arabia. International Journal of English Linguistics, 8(3), 177-
185.

Finch, J. (1987). The vignette technique in survey research. Sociology, 21(1), 115-14.

Firth, A. (1996). The discursive accomplishment of normality: On ‘lingua franca’ English

and conversation analysis. Journal of Pragmatics, 26(2), 237-259.

Foote, N. N., & Cottrell Jr, L. S. (1955). Identity and interpersonal competence; a new

direction in family research. Chicago: University of Chicago.

George, D., & Mallery, M. (2010). SPSS for windows step by step: A simple guide and

reference, 17.0 update (10a ed.). Boston: Pearson.

Ghanem, C. (2017). Teaching intercultural communicative competence: The perspective of
foreign language graduate student instructors. International Journal for the
Scholarship of Teaching and Learning, 11(2). doi:10.20429/ijsotl.2017.110209

Gomez Rodriguez, L. F. (2014). Relational teaching: A way to foster EFL learners'
intercultural communicative competence through literary short stories. Colombian
Applied Linguistics Journal, 16(2), 135-150.

101



Goémez-Zermefio, M. G. (2018). Strategies to identify intercultural competences in
community instructors. Journal for Multicultural Education, 12(4), 330-342.
doi:10.1108/jme-12-2016-0062

Gonen, S., & Saglam, S. (2012). Teaching culture in the FL classroom: Teachers’
perspectives. International Journal of Global Education, 1(3), 26-46.

Greene, J. C., Caracelli, V. J., & Graham, W. F. (1989). Toward a conceptual framework for
mixed-method evaluation designs. Educational Evaluation and Policy Analysis,
11(3), 255-274.

Giines, G., & Mede, M. (2019). Integration of intercultural communicative competence
(ICC) in an EFL course: Perceptions of students and teachers. Inonu University
Journal of the Faculty of Education, 20(2), 352-363. doi:10.17679/inuefd.445793

Halai, A. (2006). Ethics in Qualitative Research. Bristol: EdQual RPC.

Hammer, M. R., Bennett, M. J., & Wiseman, R. (2003). Measuring intercultural sensitivity:
The intercultural development inventory. International Journal of Intercultural
Relations, 27(4), 421-443.

Han, H. (2009). 4n investigation of teachers’ perception of culture teaching in secondary
schools in Xinjiang, China. Unpublished doctoral dissertation, University of

Durham, London.

Han, X., & Song, L. (2011). teacher cognition of intercultural communicative competence
in the Chinese ELT context. Intercultural Communication Studies, 20(1), 175-192.

Heidari, A., Ketabi, S., & Zonoobi, R. (2014). The role of culture through the eyes of
different approaches to and methods of foreign language teaching. The Journal of

Intercultural Communication, 34, pp. 15-29.

Hismanoglu, M. (2011). An investigation of ELT students’ intercultural communicative
competence in relation to linguistic proficiency, overseas experience and formal
instruction. International Journal of Intercultural Relations, 35(6), 805-817.
doi:10.1016/j.ijintrel.2011.09.001

Hofstede, G. (2001) Culture's consequences: Comparing values, behaviours, institutions

and organizations across nations (2nd ed.). Thousand Oaks: Sage.

102



Ince, M. (2020). The effect of international teaching practicum on pre-service English
teachers’ intercultural communicative competence (ICC) and teacher identity (TI).
Master’s thesis, Bahgesehir University Graduate School of Educational Sciences,

Istanbul.

Intercultural Competence Assessment Project (INCA), (2004). The INCA project:

intercultural competence assessment.

Isisag, K. U. (2010). The acceptance and recognition of cultural diversity in foreign language

teaching. Gazi Akademik Bakug, 4(7), 251-260.

Itani, R. (2017). Intercultural competence developed through transnational teaching
experiences in Qatar: A narrative analysis. Doctoral dissertation, Northeastern

University Graduate School of Education, Massachusetts.

Ivankova, N. V., Creswell, J. W., & Stick, S. L. (2006). Using mixed-methods sequential
explanatory design: from theory to practice. Field Methods, 18(1), 3-20.
doi:10.1177/1525822x05282260

Jennings, S. (2018). Implementing communicative language teaching: A case study of
English language teaching reform in a Japanese science university. Doctoral
dissertation, The Open University Centre for Research in Education and Educational

Technology, Milton Keynes.

Jiang, W. (2000). The relationship between culture and language. ELT Journal, 54(4), 328-
334.

Jokikokko, K. (2005). Interculturally trained Finnish teachers’ conceptions of diversity and
intercultural competence. Intercultural Education, 16(1), 69-83.
doi:10.1080/14636310500061898

Karabinar, S., & Yunuslar -Guler, C. (2013). A review of intercultural competence from
language teachers’ perspective. Procedia - Social and Behavioral Sciences, 70,
1316-1328. do0i:10.1016/j.sbspro.2013.01.193

Kawamura, M. (2011). A study of native English teachers' perception of English teaching:
Exploring intercultural awareness vs. practice in teaching English as a foreign
language. Doctoral dissertation, Northcentral University Graduate Faculty of the

School of Education, Arizona.

103



Keating, A. (2004). Making new connections: Transformational multiculturalism in the

classroom. Pedagogy, 4(1), 93-17.

Kelahmetoglu-Tunger, F. (2019). Ingilizce Hazirlik Programinin Kiiltiirlerarasi Iletisim
Yeterlikleri A¢isindan Degerlendirilmesi: Ted Universitesi Ornegi. Master’s thesis,
Ankara University Faculty of Educational Sciences, Ankara.

Kim, R. K. (2004). Intercultural communication competence initial application to
instructors’ communication as a basis to assess multicultural teacher education

program. Master’s thesis, University of Hawai’i, Honolulu.

Kramsch, C. (1991). Culture in language learning: A view from the United States. In K. Bot,
Ginsberg, R. B. & C. Kramsch (Eds.), Foreign language research in cross-cultural
perspective (pp. 217-240). Amsterdam: John Benjamin.

Kramsch, C. (1993). Context and culture in language teaching. Oxford: Oxford University.

Kramsch, C. (1995). The cultural component of language teaching. Language, Culture and
Curriculum, 8(2), 83-92.

Krasner, 1. (1999). the role of culture in language teaching. Dialog on Language Instruction,
13(1&2), 79-88.

Kroeber, A., & Kluckhohn, C. (1952). Culture: A critical review of concepts and definitions.

Massachusetts: The Museum.

Krieger, D. (2012). Teaching ESL versus EFL: Principles and practices. English Teaching
Forum, 43(2).

Kuznetsova, E. M. (2015). Evolution of Foreign Language Teaching Methods.
Mediterranean Journal of Social Sciences. doi: 10.5901/mjss.2015.v6n6s1p246

Lambert, R. D. (Ed.). (1994). Educational exchange and global competence. New York:

Council on International Educational Exchange.
Law of Higher Education, 2547 Council of Higher Education § 48 (1981).

Larson, C., Backlund, P., Redmond, M., & Barbour, A. (1978). Assessing communicative

competence. Falls Church, VA: Speech Communication Association.

Lee, C. L. (1979). Is social competence independent of cultural context? American
Psychologist, 795-796.

104



Li, Y. (2016). Teaching culture in Chinese University EFL classrooms: Understanding
instructors' perspectives and pedagogical decisions. Doctoral dissertation, The
Faculty of the University of Minnesota, Minneapolis.

Lussier, D. (2011). Language, thought and culture: Links to intercultural communicative
competence. Comparative and International Education, 40(2), 34-60.

Madya, S. (2020). Going beyond communicative competence to become literate national and
global citizens. English Linguistics, Literature, and Language Teaching in a
Changing Era, 20-34. doi: 10.1201/9780429021039-4

Markilolo, C. E. (2021). EFL teachers’ beliefs and perceptions on intercultural
communicative competence and their related classroom practices. Master’s Thesis,

Cukurova University the Institute of Social Sciences, Adana.

Marrs, D. (2014). Are we there yet? A qualitative study of ACTFL's 3 Ps in content and
instructional strategies used to develop intercultural communicative competence in
the foreign language classroom. Doctoral dissertation, the Graduate Faculty of the

University of Kansas, Lawrence.

Martin, J. N., & Nakayama, T. K. (2015). Reconsidering intercultural (communication)
competence in the workplace: a dialectical approach. Language and Intercultural
Communication, 15(1), 13-28. doi:10.1080/14708477.2014.985303

Matsuda, A. (2012). Teaching materials in EIL. In L. Alsagoff, S. L. McKay, G. Hu & W.
A. Renandya (Eds.), Principles and practices for teaching English as an

international language (pp. 168-185). New York: Taylor & Francis.

Matsumoto, D., & Juang, L. (2004). An introduction to the study of culture and psychology.
In D. Matsumoto & L. Juang (Eds.), Culture and psychology (3rd ed., pp. 1-27).

Belmont, CA: Wadsworth/Thomson Learning.

McCalman, C. L. (2014). International instructor preparing teachers for multicultural
classrooms in the United States: Teaching intercultural communication competence
online. New Directions for Teaching and Learning, 138, 73-81.
doi:10.1002/t1.20098

105



Mesiti, R. A. (2011). Foreign language professors' reports of the teaching practices they
deliberately use to develop students' cultural intelligence. Doctoral dissertation,
University of Hartford Department of Educational Leadership, West Hartford.

Miles, M. B., & Hubermann, A. M. (1994). Qualitative data analysis. Thousand Oaks: Sage.

Mirzaei, A., & Forouzandeh, F. (2013). Relationship between intercultural communicative
competence and L2-learning motivation of Iranian EFL learners. Journal of
Intercultural Communication Research, 42(3), 300-318.
doi:10.1080/17475759.2013.816867

Miiller-Hartmann, A. (2006). Learning how to teach intercultural communicative
competence via telecollaboration: A model for language teacher education. In J. A.
Belz & S. L. Thorne (Eds.), Internet-mediated intercultural foreign language

education, (pp. 63-84). Boston: Heinle.

Nguyen, T. (2017). Integrating culture into language teaching and learning: Learner
outcomes. The Reading Matrix, 17(1), pp. 145-155.

Osman, H. (2015). Investigating English teachers’ perceptions of intercultural
communicative competence in the Kingdom of Saudi Arabia. Doctoral dissertation,
University of San Francisco Faculty of the School of Education International &

Multicultural Education Department, San Francisco.

Ozisik, B. Z. (2018). A Study on English language lecturers’ attitudes towards developing
intercultural awareness in language teaching. Doctoral dissertation, Atatiirk

University Department of Foreign Languages Teaching, Erzurum.

Pigtkowska, K. (2015). From cultural knowledge to intercultural communicative
competence: changing perspectives on the role of culture in foreign language
teaching. Intercultural Education, 26(5), 397-408.
doi:10.1080/14675986.2015.1092674

Polat, S., & Ogay Barka, T. (2014). Preservice teachers’ intercultural competence: A
comparative study of teachers in Switzerland and Turkey. Eurasian Journal of
Educational Research, 54, 19-38.

Prabhu, N. S. (1987). Second language pedagogy. Oxford: Oxford University.

106



Punch, M. (1998). Politics and ethics in qualitative research. In N. K. Denzin & Y. S. Lincoln
(Eds.), The landscape of qualitative research: Theories and issues, (pp. 156-185).
Thousand Oaks: Sage.

Qu, Y. (2010). Culture understanding in foreign language teaching. English Language
Teaching, 3(4), 58-61.

Roberts, C., Byram, M., Barro, A., Jordan, S., & Street, B. (2001). Language learners as
ethnographers. Clevedon: Multilingual Matters.

Ronzon Montiel, G. (2019). Intercultural communicative competence in a university
language centre in Mexico: Teachers' and students’ perceptions and
practices. Doctoral dissertation, University of Southampton School of Modern
Languages and Linguistics, Southampton.

Salli-Copur, D. (2021). Integrating intercultural communicative competence into teacher
education for young learners. Cankaya University Journal of Humanities and Social
Sciences, 15(2), 330-347. doi:10.47777/cankujhss.1047509

Saricoban, A., & Oz, H. (2014). Research into pre-service English teachers’ intercultural
communicative competence (ICC) in Turkish context. The Anthropologist, 18(2),
523-531. doi:10.1080/09720073.2014.11891570

Sen, M. (2020). Pre-service English teachers' perceived levels of and perceptions on
intercultural communicative competence. Master’s Thesis, Hacettepe University

Department of Foreign Language Education, Ankara.

Sercu, L., Bandura, E., Castro, P., Davcheva, L., Laskaridou, C., Lundgrren, U., & Ryan, P.
(2005). Foreign language teachers and intercultural competence: An Introductional

Investigation. Clevedon: Multilingual Matters.

Sevimel-Sahin, A. (2020). A survey on the intercultural communicative competence of ELT

undergraduate students. Eurasian Journal of Applied Linguistics, 6(2), 141-153.

Shirazi, E., & Shafiee, S. (2017). Novice vs. seasoned Iranian EFL teachers’ belifs and
practices about intercultural communicative competence. Journal of Applied

Linguistics and Language Research, 4(6), 272-299.

Simon, M. (2011). Validity and reliability in qualitative research. Curationis, 16, 35-38.

107



Sinicrope, C., Norris, J., & Watanabe, Y. (2007). Understanding and assessing intercultural
competence: A summary of theory, research, and practice. Second Language Studies
26(1), 1-58.

Tian, J. (2013). Beliefs and practices regarding intercultural competence among Chinese
teachers of English at a Chinese university. Doctoral dissertation, George Mason

University Graduate Faculty of Education, Fairfax.

Tosuncuoglu, 1. (2019). Intercultural communicative competence awareness of Turkish
students and instructors at university level. International Journal of Higher
Education, 8(1), 44-54.

Titiined, N. (2014). An explanatory case study of English language teachers with study
abroad experiences: Intercultural communicative competence related perceptions
and implications. Master’s Thesis, Middle East Technical University Graduate
School of Social Sciences, Ankara.

Tuzcu-Eken, D. (2018). Intercultural communicative competence: EFL teachers’ beliefs and

practices. Journal of Teaching and Education, 4(3), 63-71.
Van Ek, J. (1986). Objectives for foreign language learning. Strasbourg: Council of Europe.

Viel, L. M. (2018). Intercultural competence and educational leaders: Factors contributing
to continued intercultural competence development. Doctoral dissertation, Delaware

Valley University School of Graduate and Professional Studies, Delaware.

Wilberschied, L. F. (2015). Intercultural communicative competence: Literature review.

Cultural Encounters, Conflicts, and Resolutions, 2(1), 1-16.

Wilks, T. (2004). The use of vignettes in qualitative research into social work values.
Qualitative Social Work, 3(1), 78-87.

Witherspoon, G. (1980). Language in culture and culture in language. International Journal
of American Linguistics, 46(1), 1-13. doi:10.1086/465623

Yildiz, I. M. (2016). Tertiary level EFL teachers’ perceptions and practices of ICC. Master’s
Thesis, Thsan Dogramaci Bilkent University Program of Teaching English as a

Foreign Language, Ankara.

108



Young, T. J., & Sachdev, I. (2011) Intercultural communicative competence: Exploring
English language teachers’ beliefs and practices. Language Awareness, 20(2), 81-98.
doi:10.1080/09658416.2010.540328

Young, T. J.,, & Sercombe, P. (2010). Communication, discourses and interculturality.
Language and Intercultural Communication, 10, 181-188.

Yu, Y. (2018). The teaching and learning of culture in an English as a foreign language
classroom in China. Doctoral dissertation, University of Rochester Margaret Warner
Graduate School of Education and Human Development, Rochester.

Zhang, X. W., & Yan, Y. J. (2006). Culture influences on English language teaching. Online
Submission, 3(8), 72-77.

Zhang, Y. (2017). A study on ESL teachers’ intercultural communication competence.

English Language Teaching, 10(11), 229-235. doi:10.5539/elt.v10n11p229

Zhou, Y. (2011). A study of Chinese university EFL teachers and their intercultural

competence teaching. Doctoral dissertation, University of Windsor, Windsor.

109



APPENDICES

Appendix I. ICC Questionnaire

Dear Participant,

This scale is designed to find out EFL instructors’ perceived levels of intercultural
communicative competence (ICC) and their actual in-class practices as a part of Gazi
University English Language Teaching Master Program. It composes of 2 separate parts and
includes questions that will be answered according to the participants’ own intercultural
communicative competence and the in-class practices regarding ICC. Your participation will
provide valuable data for the study. All information will be kept strictly confidential and you
will remain completely anonymous throughout. Your participation is voluntary and you may
withdraw at any time. The information you give will only be used for this study. Thank you

in advance for your help and cooperation.

Supervisor
Zehra Sultan KUMRU YAGMURKAYA Assoc. Prof. Asuman ASIK
Gazi University Gazi University
zehyas@gmail.com asuman.asik@gazi.edu.tr
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PART I: DEMOGRAPHIC FORM

Your gender: [ ] Female [ ]Mmale

Yourage: [ ]20-25 [ ]26-30 [ ]31-35 [ |36-40 [ ]46.and over
Years of experience: [ J1-5 [ ]6-10 [ J11-15 [ ]16 and over
Highest degree of education: [ ]Bachelor [ Master [ ]PhD

Your graduation department from Bachelor’s degree:
[ ] English Language Teaching
[ ] English Language and Literature
[ ] Translation

|:| Other: .................

Please specify below if you have been to other countries. If there are more than 5, please

write them in an order of importance regarding your contact with the culture.

Name of the Country Purpose (study/visit/vocation/work,etc.) | Length of time

Your experiences in other countries in total:
[ ]less than 6 months
[ ]6 months — 1 year
[ Jabove 1 year
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Please specify below if you had taken courses/in-service training related to teaching culture
and/or ICC.

Name of the Course Degree/Institution Category: Must/Elective

Name of the in-service y ]
o Institution Category: Must/Elective
training
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PART I1: ICC QUESTIONNAIRE (Shirazi & Shafiee, 2017)

ATTITUDE

Strongly
disagree

Disagree

No

opinion

Agree

Strongly
agree

1.

| respect people from
different cultures,
including their language,
values,  history, and
traditions.

I don’t judge people
because they’re from a

different culture.

| accept that there are some
times that I may not always
understand differences

between cultures.

| look for opportunities to
interact with culturally

different people.

Teaching culture develops
attitudes of openness and
tolerance towards people

and cultures.

SKILL

6.

I’'m able to recognize
cultural differences
between my own and other

cultures.

| can interpret different

signs (e.g. gestures/ visual
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marks) or languages (e.g.
local expressions and
phrases) from different

cultures.

My Intercultural
Communicative
Competence (ICC) has
promoted reflection on
cultural differences.

ICC has promoted my
increased understanding of

our own culture.

10.

ICC has promoted my
ability to empathize with
people living in other

cultures.

11.

ICC has promoted my
ability to handle
intercultural contact

situations.

KNOWLEDGE

12.

ICC  should provide
information about history,
geography, and political
system of the foreign

culture.

13.

ICC  should provide
information about daily
life and routines, living
conditions, food and drink,

etc. of the foreign culture.
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14.

ICC  should provide
information about shared
values and beliefs of the

foreign culture.

15.

ICC  should provide
information about a variety
of cultural expressions
such as music, literature,
theatre, film, etc. of the

foreign culture.

16.

ICC  should provide
information about
traditions, folklore, tourist
attractions, etc. of the

foreign culture.

IMPORTANCE

17.

In the language classroom,
teaching culture is as
important as teaching the

language.

18.

It’s important to promote
students’ familiarity with
the culture, and the
civilization of the
countries  where  the
foreign language they are

learning is spoken.

19.

Teaching ICC increases
students’ interest  in
learning a foreign

language.
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20.

Teaching culture assists
students to acquire a level
of proficiency in the
foreign language that will
allow them to read literary
works in the foreign

language.

21.

When you only have a
limited number of teaching
periods, culture teaching
has to give way to

language teaching.

RELEVANCE

22.

Teaching ICC can help
EFL learners with their

English learning.

23.

Teaching ICC can be of
use in oral/written
communications EFL

learners have in future.

24,

ICC should be taught in
language classes whether
the context is EFL or ESL.

25.

Allinall, teaching ICC isa
relevant and worthwhile
activity  in language

classes.
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Appendix Il. Vignette-Based Interview

Dear Participant,

This interview is designed to find out EFL instructors’ perceived levels of intercultural
communicative competence (ICC) and their actual in-class practices as a part of Gazi
University English Language Teaching Master Program. It composes of 2 separate parts:
the first part includes 6 vignette cases about teaching culture/ICC and 5 questions under
each case; and the second part includes questions that will be answered according to in-
class practices regarding 1CC/teaching ICC. Your participation will provide valuable data
for the study. All information will be kept strictly confidential and you will remain
completely anonymous throughout. Your participation is voluntary and you may withdraw
at any time. The information you give will only be used for this study. Thank you in

advance for your help and cooperation.

Supervisor
Zehra Sultan KUMRU YAGMURKAYA Assoc. Prof. Asuman ASIK
Gazi University Gazi University
zehyas@gmail.com asuman.asik@gazi.edu.tr
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INSTRUCTOR INTERVIEW GUIDE
Vignette A

“Deftne is an instructor at a university in Turkey. She teaches General English to EFL
learners. She teaches 4 hours a week per class. The textbook that she teaches covers the
language skills thematically. Especially, the reading texts consist of different cultures all
around the world.

In one reading text, it gives little information about Omani culture, with which she is
unfamiliar. She asks students to read the text and to do the following tasks such as
comprehension questions without touching upon the Omani culture. One student asks for

more information about the Omani culture; however, Defne does not know much about it.”

1. What issues about teaching culture/ICC have come up in this situation?

2. What should the instructor do in such a situation?

“...When one student asks for more information about the Omani culture, she tries to
answer the question quickly; and then she gives another example from the British culture,

which she is familiar with, continuing giving extra information about the latter culture.”

3. What do you think about the instructor’s actions/practice of teaching?

4. What would you do?

5. Have you experienced any similar situations? If so, what was your reaction?
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Vignette B

“Bulut is an instructor at a university in Turkey. He teaches grammar and vocabulary based
main course to EFL learners in prep school for 20 hours per week. The learners also have
four-skill course for 10 hours per week. The textbook for the main course focuses on

grammar and vocabulary alongside with reading.

For one lessons of his, the topic for vocabulary is the idioms. The textbook gives common
English idioms and with a definition-match activity in a half of a page and continues with
another grammar topic. Bulut thinks it is the best time for mentioning some other cultures
beside English, to show how different cultures appeal to different events. He searches

idioms in different languages online, he finds some idioms; however, the idioms and their

vocabulary are quite unrelated to the context and theme of the unit of the textbook.”

1. What issues about teaching culture/ICC have come up in this situation?

2. What should the instructor do in such a situation?

“...He realises that this procedure of planning an extra material both will take so much
time of him and will be an extra workload for the students, which demotivates him for the

activity. Then, he decides to follow only the book for that lesson.”

3. What do you think about the instructor’s actions/practice of teaching?

4. What would you do?

5. Have you experienced any similar situations? If so, what was your reaction?

Vignette C
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“Doga is an instructor teaching General English to EFL learners at a university in Turkey
for 3 years. She has been abroad for studying and travelling. She has the curiosity of
knowing about other cultures around the world. In her lessons, she wants to utilise what
she learned/experienced during her trips in abroad, believing that it is good for teaching
culture. On the other hand, she finds it difficult to create contexts for the cultural

knowledge to cover in her lessons.

In one lesson, she teaches a listening task, the topic of which is the life styles in the USA.
She asks her students for more ideas, then, she tells a story she observed in Porto, Portugal
that successful university students have right to join the street band wearing black cloak,
they play some instruments and collect money for financial support. However, the class
cannot relate the story to the topic and thinks that she shows off her trips in abroad.”

1. What issues about teaching culture/ICC have come up in this situation?

2. What should the instructor do in such a situation?

“... Doga realises the expressions of her students on their face, and wants to learn a lesson
from this teaching. On her another lesson to a different class, she plays the listening and
asks her students about the student lifestyles in Turkey and around the world. Then, she
tells the story in Porto. The students become curious about the tradition and google for

more information.”

3. What do you think about the instructor’s actions/practice of teaching?

4. What would you do?

5. Have you experienced any similar situations? If so, what was your reaction?
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Vignette D

“Deniz is an instructor at a university whose language of instruction is English. He teaches
reading and listening to “repeat students™ at prep school during 10 hours a week. The
students are the ones who failed to pass the proficiency exam previous year, and they study
at prep school for the second and last time. Hence, the students are more stressful when

compared to other students.

In one listening task, the audio gives information about Mexican clothing styles. Deniz
believes that it is a right time to provide extra information about the culture and starts to
give some information while asking more questions about the students’ own culture and
comparing the cultures. One student raises her hand and says “can we go back to our

lesson?”.”

1. What issues about teaching culture/ICC have come up in this situation?

2. What should the instructor do in such a situation?

“...Deniz states that learning about different cultures will also help learning English, and

he continues with the activity until the end of the lesson.”

3. What do you think about the instructor’s actions/practice of teaching?

4. What would you do?

5. Have you experienced any similar situations? If so, what was your reaction?
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Vignette E

“Basak is an instructor at a university in Turkey and teaches ESP. She is passionate about
travelling and learning other cultures; thus, she reads, travels, get into touch with people
from different cultures and so on. She decides to bring some of her friends and her class
together in one lesson. She asks her friend from South Korea and arranges an online

meeting in her teaching time.

On the day of online meeting, she announces to the class that they will have a guest
speaker online and that they can ask him questions to practice speaking and learn about his
culture. Some of her students grumble about the activity. As Basak’s Korean friend talks,
some other students want to leave earlier. Only a couple of students are interested in the

meeting.”

1. What issues about teaching culture/ICC have come up in this situation?

2. What should the instructor do in such a situation?

“...After the meeting, some students state that it would be more beneficial if the guest

speaker were from UK or the USA. Basak thinks and agrees with the students.”

3. What do you think about the instructor’s actions/practice of teaching?

4. What would you do?

5. Have you experienced any similar situations? If so, what was your reaction?
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Vignette F

“Cmar is an instructor at a university whose language of instruction is English. He teaches
productive skills (speaking and writing) for 20 hours per week. The curriculum of the
university is quite scheduled and tight. The lesson follows a textbook with good topics and
activities in it offering several opportunities of different cultural activities.

In one lesson, he tries to finish the topic of a compare and contrast paragraph writing, one
student comes up with an idea of watching a video comparing beauty standards of two
countries (Spain and India). Cmar loves the idea since it can be followed by a great

discussion activity.”

1. What issues about teaching culture/ICC have come up in this situation?

2. What should the instructor do in such a situation?

“... At first, he thinks that he can use some time from the next week and checks his notes.
In the end, he has to refuse the idea sadly indicating that the topic for next week may take

more time than provided.”

3. What do you think about the instructor’s actions/practice of teaching?

4. What would you do?

5. Have you experienced any similar situations? If so, what was your reaction?
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FINAL REMARKS

. What are your main goals in EFL teaching?

. What do you think about “Intercultural Communicative Competence” as a goal?

How do you integrate culture/ICC into your lessons?

How do you take your actions while teaching culture/ICC? Do you have any

specific training regarding the situation?

Is there anything you want to add regarding the topic?
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