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Abstract 

Developing students’ intercultural communicative competence (ICC) through foreign 

language education is significant in a globalised world (Byram, 1997; Deardorff, 2016; 

Dervin, 2010; Fantini, 2006; Sercu, 2002). Most research on the development of ICC has 

been conducted at the tertiary level and from teachers’ perspectives; however, little is known 

about school-aged students’ ICC development. Most studies have used surveys, interviews, 

and reflective tasks to investigate students’ ICC development, but the combination of 

different data collection tools is scarce. In the New Zealand context, the Ministry of 

Education (2007) has established the development of ICC as one of the objectives for 

language learning and teaching. Nevertheless, implementing an intercultural approach for 

foreign language teachers in the New Zealand context is still preliminary and immature 

(Tolosa et al., 2018). Notably, teachers claimed they lacked support, especially appropriate 

tools to enhance students’ ICC (Scarino, 2010). Furthermore, with the increasing number of 

students in New Zealand studying Chinese, little empirical research has been conducted to 

investigate Chinese as a foreign language (CFL) learners’ ICC development. To fill these 

gaps, this study focuses on investigating the development of CFL learners’ ICC with 

classroom pedagogical tools in the New Zealand secondary school context.  

Drawing on Vygotsky’s (1978) sociocultural theory and Byram’s (1997) ICC 

framework, this study adopted a multiple case study design with an intervention in each case 

to investigate the roles of different pedagogical tools in CFL learners’ ICC development over 

three school terms. The teachers from the three secondary schools respectively conducted the 

intervention by implementing three pedagogical tools: role-plays, cultural artefacts, and 

videos, combined with reflective tasks. Forty-two CFL learners from three teachers’ 

classrooms participated in the intervention. To investigate students’ ICC development, the 

researcher collected qualitative data from their interviews, surveys, and reflective tasks. 
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Based on Byram’s ICC framework, the data gathered were triangulated and thematically 

analysed. 

The findings of this study revealed that students demonstrated an overall complex ICC 

developmental process, and such development was holistic, multidimensional, and nonlinear. 

Specifically, the findings showed that students’ ICC was developed in all the four ICC 

dimensions: attitudes, knowledge, skills, and critical cultural awareness, and such 

development was different across the four dimensions and the three cases. Besides, the 

findings suggested that different ICC pedagogical tools had distinctive advantages in 

mediating specific ICC components. These mediational tools can play an important part in 

intercultural language teaching and learning. Furthermore, this study suggested that 

implementing ICC pedagogical tools with a reflective stance appeared to give a voice to 

students, and the reflection might mediate their ICC development as well.  

Overall, this study foregrounds students’ voices through the use of mediational tools 

in intercultural language teaching and learning. The current study provides theoretical and 

pedagogical insights into developing CFL learners’ ICC at the secondary school level. 

Theoretically, this study broadens the understanding of ICC by presenting a detailed and 

holistic picture of the process of students’ ICC development over time. It provides new 

knowledge about ICC development situated in the CFL learning context. Pedagogically, this 

study supports teachers in developing students’ ICC through implementing ICC pedagogical 

tools with a reflective stance in the CFL classroom. In brief, the implementation of ICC 

pedagogical tools in the current study might shed light on mediating students’ ICC 

development in foreign language education. 
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Chapter 1 Introduction 

1.1 Overview 

As an international PhD student who has been living in New Zealand for over 4 years, 

I am always amazed by the different cultures and languages that I have encountered. Also, as 

a cultural “outsider,” I always wonder how people from such diverse backgrounds could live 

together in one community with different languages, customs, values and beliefs. Integrating 

my interests in languages and cultures with my previous teaching experience, I am especially 

curious about how language learners in a multicultural society communicate with people 

from different cultures and how teachers can support students to understand different cultures 

better. Through reading extensive literature regarding language and culture teaching in the 

first year of my doctoral study, I was certain that the key to supporting students to 

communicate with cultural otherness is to cultivate their intercultural communicative 

competence (ICC), which is defined as “a person’s ability to relate to and communicate with 

people who speak a different language” (Byram, 1997, p. 24). Also, as an “insider” of 

Chinese culture and a native Chinese speaker, I was curious about how students in the New 

Zealand context learn Chinese as a foreign language (CFL). Based on my interest and the 

research gaps identified concerning the development of ICC in foreign language education, I 

decided to focus on investigating CFL learners’ development of ICC in the New Zealand 

secondary school context. Notably, this study seeks to understand how CFL learners develop 

ICC using different pedagogical tools combined with reflective tasks in the language 

classroom over three terms of learning Chinese.  

This opening chapter starts by laying out the rationale for conducting this study. Then 

it provides a contextual overview of this study. After introducing the research aims and 

questions, the theoretical frameworks and the significance of the study are highlighted. This 

chapter concludes with an overview of the thesis. 
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1.2 Contextualising the Study  

This study was conducted to investigate 42 CFL learners’ development of ICC, with 

the use of different pedagogical tools, in three New Zealand secondary schools. This section 

aims to present a contextual overview of this study, including New Zealand’s cultural 

diversity, learning languages in New Zealand schools, an intercultural approach to language 

teaching in a global context, and intercultural language teaching and learning in the New 

Zealand context.  

1.2.1 New Zealand’s Cultural Diversity 

In an era of increasing globalism, people born in almost every country in the 

world are making New Zealand their home (Statistics New Zealand, 2020, para. 

5). 

Largely because of immigration trends, cultural, ethnic, and linguistic diversity is a 

fact of life in New Zealand. New Zealand is described as one of the few culturally and 

linguistically “super-diverse” countries (Spoonley & Bedford, 2012, p. 11). Over 160 ethnic 

groups live in New Zealand, of which the main ethnic groups are European (70.2%), Māori 

(16.5%), Pacific Peoples (8.1%), Asian (15.1%), and Middle Eastern/Latin American/African 

(1.5%) (Statistics New Zealand, 2018). Interestingly, more than a quarter (27.4%) of the 

resident population were born overseas, following the upward trend from 22.9% in 2006 and 

25.2% in 2013 (Statistics New Zealand, 2020). As a result, the New Zealand population will 

become more ethnically diverse in the next decades (Statistics New Zealand, 2021). 

Regarding the languages spoken, English is the predominant one and is spoken by 96% of 

people. According to Statistics New Zealand (2018), about 20.6% of New Zealanders could 

speak one other language than English. In Auckland, where this study was conducted, over 

half (50.7%) of the population were born overseas. Also, it has the highest proportion of 

multilingual speakers (30.9%) in New Zealand (Statistics New Zealand, 2020). 



 

 3 

In the New Zealand school context, the population of school-aged students reflects the 

increasing cultural and ethnic diversity. According to the Education Review Office’s (ERO; 

2018) report on the ethnic diversity of the school roll within New Zealand, the Auckland 

region has the most ethnically diverse school rolls: European (37.0%), Asian (21.1%), Pacific 

Peoples (20.0%), Māori (15.6%), and other ethnicities (3.7%). In the three secondary schools 

where this study was situated, the student population also demonstrates a rich diversity of 

ethnic, cultural, and linguistic backgrounds. For instance, the 42 student participants’ cultural 

backgrounds include European, Asian, Pacific Peoples, to Māori. The details are presented in 

the Methodology chapter. 

To support schools and teachers in meeting the needs of diverse learners, the Ministry 

of Education (2007) included cultural diversity principles in the foundational aspects of the 

New Zealand Curriculum (NZC). These principles include: reflecting linguistically and 

culturally diverse nations; affirming students’ different cultural identities; incorporating 

students’ cultural contexts into teaching and learning programmes; being responsive to 

diversity within ethnic groups; and helping students understand and respect diverse 

viewpoints, values, customs, and languages (Ministry of Education, 2007). However, the 

researcher believes that more effort needs to be made beyond the policy level to support 

students in dealing with increasing cultural diversity and interacting with people from diverse 

cultural backgrounds.  

1.2.2 Learning Languages in New Zealand Schools 

This study was conducted in three secondary schools (two state schools and one state-

integrated school) across Auckland, New Zealand. There are three types of schools in New 

Zealand: state, state-integrated, and private schools. State schools are government funded. 

State-integrated schools are also funded by the government but can retain their special 

characteristics. In particular, they might have their own particular values and commit to a 
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particular culture or religion. Private schools do not need to follow the national curriculum, 

but they must have a curriculum that is at least equivalent to the NZC (Ministry of Education, 

2007). Secondary school students are assessed through the National Certificate of 

Educational Achievement (NCEA)1, which can be gained in three levels: 1–3. In New 

Zealand, schooling is mandatory for students aged from 6–16. The majority of students start 

school when they turn five. The formal education includes full primary (Years 1–8), 

intermediate (Years 7–8), and secondary schooling (Years 9–13) (Ministry of Education, 

2021).  

Schools in New Zealand offer a range of languages to students, including te reo 

Māori2, the languages of the Pacific, the languages of Europe and the Americas, the 

languages of Asia, and classical languages (Ministry of Education, 2002). The revised NZC 

(Ministry of Education, 2007) marks the reposition of language education (East, 2008a) by 

including learning languages as an independent learning area among the eight learning areas. 

The language education in NZC entails three strands: the core communication strand and the 

two supporting strands: language knowledge and cultural knowledge. The cultural knowledge 

strand relates to learners’ learning and understanding of culture and its interrelationship with 

language. At the same time, the language knowledge strand focuses on learners’ explicit 

knowledge of the target language (Ministry of Education, 2007). Schools in New Zealand are 

expected to “be working towards offering students opportunities for learning a second or 

subsequent language” (Ministry of Education, 2007, p. 44). Although learning languages is 

one of the eight learning areas in the NZC, it is not compulsory to offer an additional 

language in New Zealand schools. Schools can select the languages to teach in their language 

learning programmes based on teachers’ skills and the interests of the school community 

 
1 New Zealand’s National Certificate of Educational Achievement (NCEA) is the national qualification for 
senior secondary school students. 
2 Te reo Māori is the indigenous language of Aotearoa, New Zealand. It is one of the three official languages of 
the nation. 
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(Ministry of Education, 2002). As a result, learning languages stands out as the only 

nonmandatory learning area in the new curriculum (Howard, 2012). 

In the New Zealand secondary school context, although the significance of language 

learning is widely recognised, learning additional languages seems to be languishing (Ashton, 

2018; East, 2008a; Ward & East, 2016). Even though more secondary students in New 

Zealand study Spanish (up from 1% to 4 %) and Chinese (up from 0.5% to 2%), the number 

of learners who study a foreign language has dropped to its lowest since 1933 (Education 

Counts, 2021). Besides, foreign language proficiency has not been required for university 

entrance since the mid-1960s (Spence, 2004). A significant barrier to offering language 

programmes is the lack of skilled language teachers in New Zealand (Biebricher et al., 2019). 

As a result, these realities have led to the ongoing lack of visibility of learning languages in 

many secondary school programmes (East, 2008a).   

Regarding learning CFL in New Zealand, the University of Auckland was the first 

university in New Zealand to provide university students with Chinese language courses. 

Mandarin Chinese was first introduced to New Zealand secondary schools in the 1980s and 

officially entered the NZC in 1995. The Ministry of Education (1995) issued the first New 

Zealand curriculum for Chinese language learning and teaching in secondary schools. This 

curriculum articulated the goals of Chinese learning at eight levels, consisting of assessment 

procedures and Chinese learning and teaching examples. Although CFL education has a 

history of around 70 years in New Zealand (D. Wang, 2021), little empirical research has 

been conducted to investigate CFL teaching and learning (Kennedy, 2016).  

Among all the languages taught in the New Zealand context, this study chose CFL as 

the language medium to study ICC because there has been a rapid growth in the number of 

students studying Chinese in the New Zealand school context. In the late 1990s, only 31 out 

of the 1,850 primary and secondary schools offered Chinese in New Zealand (Lin, 1998). In 
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2000, New Zealand had 2,013 students learning Chinese in primary and secondary schools, 

and the number of CFL students started to grow steadily, reaching 6,303 in 2007. However, 

by 2017, student enrolment had increased over 11 times to 70,733 (Education Counts, 2021). 

It included 64,874 primary and intermediate school students (Year 1–8) and 5,859 secondary 

school students (Year 9 and above). Therefore, more research needs to be conducted to 

investigate ICC development from CFL learners’ perspectives. Also, as mentioned at the 

beginning of this chapter, as an insider of Chinese culture, the researcher is familiar with the 

traditions and customs of the Chinese culture. Thus, compared with studying other languages, 

it is convenient for the researcher to investigate CFL teaching. The researcher might bring a 

different perspective and insights concerning the teaching and learning of Chinese in the New 

Zealand context. 

1.2.3 An Intercultural Approach to Language Learning in a Global Context 

With increasing intercultural communication due to globalisation, the overall 

objective of foreign language education has shifted from fostering students’ communicative 

competence (CC) (Canale & Swain, 1980; Loveday, 1982) to developing their ICC. As more 

language researchers recognised the importance of cultural components in foreign language 

teaching and learning, scholars criticised the previous view of communicative methods of 

foreign language teaching and learning for overlooking cultural components (Corbett, 2003; 

Liddicoat et al., 1999). For instance, Byram (1997) claimed that identifying CC as the 

objective of foreign language teaching and learning is misleading because it “implicitly 

suggests that foreign language learners should model themselves on native speakers” (p. 8), 

ignoring the significance of learners’ social identities and cultural competence in intercultural 

interaction.  

It was not until the 1990s that foreign language education started to theoretically 

integrate the intercultural dimension, with the first in-depth discussions of teaching ICC 
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published by Byram. Now, the significance of developing students’ ICC in foreign language 

education is widely recognised worldwide (Byram, 2014, 2016; Byram & Wagner, 2018; 

Kramsch, 1993, 2014, 2015; Porto et al., 2017). Particularly, in the last 20 years, the 

pedagogy and curriculum of language teaching in Europe, Australia, New Zealand, and North 

America have been influenced by the sociocultural understanding of language and culture 

(Moloney, 2013). As a result, an intercultural approach to language pedagogy is reflected in 

curriculum design across the world (e.g., American Council on the Teaching of Foreign 

Languages [ACTFL], 2011; Australian Curriculum, Assessment and Reporting Authority 

[ACARA], 2010; Council of Europe, 2020; Ministry of Education, 2007), which will be 

further explained in Section 3.2.2. 

In ICC research, one major theoretical issue that has dominated the field for decades 

is that there has been no agreement on ICC’s terminology, definition, model, and components 

(Arasaratnam, 2015; Deardorff, 2006; Fantini, 2006, 2020). Notably, terms, such as 

intercultural sensitivity, multicultural competence, transcultural competence, global 

competence, international competence, intercultural communication competence, and 

intercultural capability, are still being used interchangeably (Fantini, 2006). Also, the 

conceptualisation of the components of ICC is still not explicit, even though some efforts 

have been made to reach a consensus on it (e.g., Borghetti, 2012; Deardorff, 2006; Spitzberg 

& Changnon, 2009). Identifying the components of ICC is challenging because of its 

complex and dynamic nature. Nevertheless, the “clarity of both the term ICC and its 

components is needed” (Fantini, 2020, p. 54) because teachers and students need to know 

what to teach and learn in a language class with an intercultural focus (Byram, 2021). The 

clarification of the term ICC and its components will be presented in the Theoretical 

Frameworks chapter.  
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Pedagogically, an intercultural approach manifested in teaching practice is limited 

(Peiser & Jones, 2013; Schulz, 2007; Sercu, 2005; Young & Sachdev, 2011). Although, in 

some studies, some language teachers demonstrated their beliefs regarding an intercultural 

approach to language teaching, there was little evidence of their actual use of this (Díaz, 

2013; Han & Song, 2011; Oranje, 2016; Ramírez, 2018). The possible reason was identified 

as insufficient support for teachers (e.g., Ramírez, 2018; Tolosa et al., 2018), such as lacking 

resources for practising an intercultural approach (Moeller & Nugent, 2014; Young & 

Sachdev, 2011) and scarce teacher education to support teachers to implement an 

intercultural approach (Peiser & Jones, 2013; Scarino, 2010). More details regarding the 

intercultural approach to language teaching will be provided in Section 3.2 of the Literature 

Review.  

1.2.4 Intercultural Language Teaching and Learning in the New Zealand Context 

In the New Zealand context, the need for developing students’ ICC through language 

learning has become explicit in the national curriculum (Ministry of Education, 2016), given 

the multicultural nature of New Zealand society. In particular, the Ministry of Education 

(2007) stated that the development of intercultural understanding was a crucial aspect of 

language learning and teaching because “learning a new language provides a means of 

communicating with people from another culture and exploring one’s world” (p. 24). It 

indicates that students need to relate to and “interact effectively with a diverse range of 

people in a variety of contexts” (p. 12) by appreciating and valuing their own culture and 

uniqueness. Similarly, the Ministry of Education (2014) identified foreign language learners’ 

ICC as a learning outcome in the NZC. Specifically, teachers were encouraged to 

acknowledge and respond appropriately to diverse learners (Newton et al., 2010) and help 

young learners understand and relate effectively to people from diverse cultural backgrounds 
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(Ministry of Education, 2014). The Literature Review will further explain the expectation of 

students’ intercultural learning outcomes in the NZC. 

Ellis’s (2005) 10 principles for language learning and teaching and Newton et al.’s 

(2010) six principles for intercultural communicative language teaching are especially 

important for language learning in the New Zealand context. Ellis’s (2005) 10 principles have 

been widely adopted by educators and language teachers in the New Zealand context (East, 

2012). The 10 principles aimed to support teachers in addressing both the language 

knowledge and communication strands stressed in the NZC. However, there was no emphasis 

on the cultural knowledge strand in this report. The second report written by Newton et al. 

(2010), commissioned by the Ministry of Education, complemented Ellis’s (2005) report by 

highlighting the intercultural lenses in foreign language education. This report aimed to guide 

teachers to conduct effective intercultural teaching practices to enhance language learners’ 

ICC. Specifically, intercultural language teaching was regarded as an effective means of 

approaching and supporting the strand of cultural knowledge in learning languages in the 

NZC (Newton et al., 2010). In line with the cultural knowledge strand in the NZC, the 

suggested intercultural language teaching principles encouraged language teachers and 

learners to explore, reflect, and compare languages and cultures. Newton et al. (2010) 

claimed that these principles could be regarded as a pedagogical approach or a solution to 

developing language learners’ ICC in foreign language classrooms (Newton et al., 2010), 

indicating the significance of these principles in developing ICC. However, language 

teachers’ practice of intercultural language teaching principles in the New Zealand 

classrooms was still reported as limited and preliminary in recent studies (e.g., Kennedy, 

2016; Oranje, 2016; Ramírez, 2018).  

Therefore, more efficient pedagogical tools are needed to ensure students’ ICC 

development (Byram, 2021; Oranje, 2016). Pedagogical tools are critical in developing ICC 
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because “complex language learning emerges through the learner’s engagement in human 

interaction in activity with tools” (Liddicoat & Scarino, 2013, p. 39). Liddicoat and Scarino’s 

(2013) statement indicates that students’ engagement with tools might generate complex ICC 

development. Besides, tools can be tangible, such as cultural artefacts and videos, or 

conceptual, such as theoretical models, principles, or students’ interactions in class (Fantini, 

2006). For tools to empower students’ development of ICC, previous studies suggested that 

the cultural content of the tools must be accessible and generate language use and reflection 

(Newton et al., 2010). However, Oranje’s (2016) study on New Zealand language teachers’ 

use of nine tools, i.e., the NZC, supporting resources, teacher education, assessments, 

languacultures3, classroom resources, intercultural language teaching theory, time, and 

reflective tools, suggested that the tools which were supposed to empower teachers’ practice 

of intercultural language teaching were ineffective, flawed, and inaccessible. One of the 

possible reasons that Oranje (2016) identified was that teachers lacked support in designing 

and implementing these tools in the classroom. This study focuses on applying tools to 

develop students’ intercultural language learning in the case of this study. Three tools used in 

this study: role-plays, cultural artefacts, and videos, are referred to as ICC pedagogical tools. 

The details of these tools will be presented in the Literature Review. Also, the design and 

implementation of each tool will be explained in the Methodology chapter. 

In addition, although there has been a growing interest in researching language 

learners’ ICC  in the New Zealand context (East, 2008a, 2008b, 2012; East et al., 2018, 2022; 

Newton, 2016; Newton et al., 2010; Tolosa et al., 2018), empirical studies on young language 

learners’ ICC development are still rare as most studies on developing ICC have been 

conducted from the teachers’ perspective. Among the few studies focusing on learners’ ICC 

development, Howard et al. (2019) conducted a 2-year project, funded by the Ministry of 

 
3 Agar (1994) proposed the term languaculture to define the relationship between language and culture.  
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Education, with intermediate school learners. In this project, students’ voices were 

foregrounded regarding their experience of comparative intercultural explorations in the 

language classroom. Particularly, they stated that language teachers’ practice shifts 

contributed to valuable learning outcomes in building students’ ICC. It was the first time that 

the students’ ICC development was evidenced in a national project in the New Zealand 

context. Inspired by their study, the current study focuses on older language learners (13 to 

16 years old) and provides their voices related to their ICC development.  

1.3 Research Aims and Questions  

In light of what has been mentioned in the research context, this study investigates the 

development of CFL learners’ ICC, with the use of different pedagogical tools over three 

terms of learning Chinese, in the New Zealand secondary school context. The following 

questions guided the study: 

Main research question:   

How does ICC develop when learners engage with pedagogical tools (role-plays, 

videos, cultural artefacts) and reflective tasks in their CFL classes? 

Subsidiary questions: 

1. How do different components of ICC develop over the course of learning CFL?  

2. What role do different pedagogical tools play in the development of CFL learners’ 

ICC?  

A multiple case study design with an intervention conducted in each case was adopted 

to answer the research questions. Specifically, the three cases in this study were respectively 

situated in three secondary schools in Auckland, New Zealand. Regarding the intervention, 

one of the three CFL teachers in each case respectively implemented one of three ICC 

pedagogical tools to facilitate their students’ ICC development. To answer the first research 

question, the researcher collected surveys from the same group of students from each case 
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and interviewed volunteer students at the beginning and at the end of the project. The 

comparison between the data collected from these two phases enabled the researcher to 

examine students’ ICC development over the course of learning Chinese. In answering the 

second research question, three aspects indicated the role of the pedagogical tools in CFL 

learners’ ICC development. The first aspect was students’ learning outcomes of 

implementing ICC pedagogical tools evidenced by the reflective tasks. The second one was 

the difference in students’ demonstration of ICC between the beginning and the end of the 

project. The last aspect indicating the influence of implementing three pedagogical tools on 

students’ ICC development was students’ understanding and perceptions of the tools in 

developing their ICC, which were investigated through the final interview.   

1.4 An Overview of the Theoretical Frameworks 

This multiple case study that investigates CFL learners’ development of ICC using 

different pedagogical tools is underpinned by Vygotsky’s (1978) sociocultural theory (SCT) 

and Byram’s (1997) ICC framework.  

Vygotsky’s (1978) work has become the foundation of SCT. SCT has been widely 

adopted to explain the process of second language development (e.g., Frawley & Lantolf, 

1985; Lantolf & Thorne, 2006; Liddicoat & Scarino, 2013). SCT fits well with language 

education because of the increasing recognition of the role of culture-in-language 

socialisation (Kramsch, 2014, 2015). In particular, language learning is viewed as a social 

achievement (Lantolf & Thorne, 2006) and social process (Vygotsky, 1978), where teachers 

and students interact with each other to construct language teaching and learning. Therefore, 

SCT can be understood as the lens for understanding students’ learning and development 

processes (Lantolf, 2000). Also, Vygotsky (1978) emphasises the significance of 

sociocultural forces in children’s cognitive development as their “individual developmental 

change is rooted in society and culture” (p. 7). It means that sociocultural background plays 
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an important role in students’ development. Thus, students’ ICC development cannot be 

understood without acknowledging the sociocultural context and past learning experiences. 

Furthermore, there is a strong connection between intercultural language education and SCT 

in terms of the role of social interaction in students’ learning process. For instance, Newton et 

al. (2010) claimed that intercultural language teaching reflects a social and dialogic 

perspective on learning. Particularly, the second principle of intercultural language teaching 

proposed by Newton et al. (2010) emphasises engaging learners in social interaction, which 

was also stressed by Vygotsky (1978).  

Vygotsky’s SCT was adopted to understand the role of different pedagogical tools in 

students’ ICC development. SCT makes a significant contribution in revealing how the 

pedagogical tools mediate students’ development of ICC. One notion of SCT of particular 

relevance to this study is mediation. Mediation is a significant process in which people 

engage with the material world and regulate their cognitive activity (Vygotsky, 1978). 

Liddicoat and Scarino (2013) stated that SCT understands interaction as the individual’s 

complex activity, “drawing upon mediational tools and the social context as constitutive of 

learning” (p. 39). It means that learners’ complex language learning processes emerge with 

the implemented mediational tools and language teaching practice. In this process, language 

combines with gestures, images, and objects in context, all of which support language use 

(Kramsch, 2015; Liddicoat & Scarino, 2013). Mediational tools enable learners to exercise 

conscious control over mental activities, such as attention, planning and problem solving 

(Ellis, 2005). Also, Byram (1997) stated that an intercultural speaker needs to be able to 

“interact and mediate in intercultural exchanges in accordance with explicit criteria, 

negotiating where necessary a degree of acceptance of them by drawing upon one’s 

knowledge, skills and attitudes” (p. 54). It indicates that the pedagogical tools in this study 

might create a third place in which students develop their ICC through mediation. 
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In examining learners’ development of ICC, this study is primarily guided by 

Byram’s seminal work, which occupies a central position in intercultural education. 

Regarding the definition of ICC, Byram (2021) claimed that the understanding of ICC was 

not limited by national boundaries and language barriers but referred to the interaction 

between people who have different cultural backgrounds in general:  

The focus is on learners’ ability to relate to and communicate with people who speak 

a different language and live in a different country. However, most countries are 

multicultural, multiethnic and multilingual, and therefore foreign language teaching 

should also enable learners to relate to and communicate with people in their own 

country. (p. v) 

This definition is of particular importance to this study because, as indicated in the 

previous section, New Zealand is a multicultural society where people from different cultures 

communicate with each other in either the official languages of New Zealand or their first 

language. It means that intercultural education in New Zealand should not only aim to 

develop students’ ability to communicate with people from a different country but with 

people from different cultural backgrounds.  

However, the definition itself is not enough to implement an intercultural approach to 

language education. Language learners need explicit learning guidance. Given the complex 

and dynamic nature of ICC (Deardorff, 2016; Fantini, 2020; Jin & Dervin, 2017; Sercu, 

2010), this study draws on Byram’s (1997) ICC model in designing the data-collection 

instruments and interpreting the collected data. Byram’s (1997) way of conceptualising ICC 

is critical because he defined ICC in terms of explicit learning objectives, which are also 

referred to as the components of ICC in this study. These components of ICC are grouped by 

Byram (1997) into five dimensions: attitudes, knowledge, skills of interpreting and relating, 

skills of discovery and interaction, and critical cultural awareness. This thesis combined these 
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five categories into four main components of ICC, which are attitudes, knowledge, skills, and 

critical cultural awareness (see further in Sections 2.3 and 2.4) 

In brief, Vygotsky’s SCT and Byram’s ICC framework underpin this study. Byram’s 

framework is used to design the instruments and interpret students’ ICC development 

throughout the process of data collection and data analysis. The concept of mediation 

proposed by Vygotsky supports the researcher in examining the roles of different pedagogical 

tools in students’ ICC development. Both frameworks will be further explained in the 

Theoretical Frameworks chapter. 

1.5 Significance 

This study contributes to the research on ICC in foreign language education by 

broadening the understanding of ICC and providing empirical evidence of school-aged 

language learners’ development of ICC. It also gives insight into the mediated roles of 

pedagogical tools in developing ICC in language classrooms and extending the current body 

of knowledge about CFL learners’ ICC.  

The issues in conceptualising ICC have been widely acknowledged (Byram, 2010, 

2021; Deardorff, 2016; Fantini, 2020; Rawal & Deardorff, 2021; Spitzberg & Changnon, 

2009). As there has been little consensus on the components of ICC, this study responds to 

this by examining what ICC could entail in the language classroom. Drawing on Byram’s 

ICC framework, this study will shed light on the understanding of ICC through reinterpreting 

its definition, model, and components based on the empirical data collected from students’ 

interviews, surveys, and reflective tasks. Most importantly, the present study will further 

explore the components of ICC that could be used as the objectives of intercultural language 

learning, not only in the New Zealand context but also in other similar contexts. 

Besides, the findings of this study will contribute to a deeper understanding of the 

developmental nature of ICC. Although previous studies (e.g., Kohler, 2020; Liddicoat & 
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Scarino, 2010, 2013) recognised the complexity of eliciting ICC, little research has been done 

providing evidence of the process of students’ ICC development over a period of time. The 

research on the developmental process of ICC is important as it may help students and 

teachers better understand intercultural language teaching and learning (Corbett, 2003). 

Therefore, this thesis seeks to provoke the discussion of the developmental nature of ICC by 

providing evidence of ICC development based on qualitative data.  

The results of this study could broaden the existing understanding of school-aged 

language learners’ ICC. Among the limited empirical studies on developing students’ ICC, 

most are situated in tertiary education (e.g., Gierke et al., 2018; Holmes, 2004). Little has 

been done in developing school-aged students’ ICC (Zhang & Zhou, 2019). Furthermore, 

most literature on ICC is conducted from teacher perspectives (Byram, 2021). Therefore, by 

examining school-aged students’ ICC development, this study contributes to providing young 

language learners’ voices in ICC research.  Pedagogically, this study is significant because it 

provides appropriate tools which can be used to mediate students’ development of ICC. 

Drawing on Vygotsky’s SCT, this study could contribute to understanding how the 

pedagogical tools mediate students’ ICC development. The findings will also have 

implications for the decisions on the choice of tools in developing ICC through learning 

languages. 

Furthermore, the findings will inform curriculum designers, educators, and language 

teachers about the ways to develop ICC. Studies on ICC showed that New Zealand teachers 

were aware of the benefits of integrating ICC in their language teaching, yet they were still 

unclear as to how to teach with an intercultural focus and how to develop their students’ ICC 

(Conway et al., 2010; East et al., 2018, 2022; Oranje, 2016; Ramírez, 2018). This study 

responds to these issues by providing empirical evidence of secondary school learners’ ICC 

development and giving future researchers and teachers insight into developing foreign 
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language learners’ ICC with different pedagogical tools. Lastly, given little research has been 

done to investigate CFL learning in the New Zealand school context (Kennedy, 2016), this 

study will also shed light on the development of ICC in CFL education in New Zealand.  

1.6 Thesis Overview 

This section provides a brief overview of this thesis. Chapter 1 has provided a 

contextual overview of this study and laid out the rationale behind the research. It begins with 

a brief introduction to the sociocultural context of New Zealand, followed by the research 

aims, the research questions, an overview of the theoretical frameworks, and the significance 

of this study. Chapter 2 presents the theoretical frameworks that underpin this study, 

including Vygotsky’s (1978) SCT and Byram’s (1997) ICC framework. Chapter 3 reviews 

the literature regarding intercultural language teaching and learning and the empirical study 

of developing students’ ICC. By reviewing the literature, the research gaps in the existing 

research are identified. Chapter 4 presents the multiple case study research design that guides 

the collection and analysis of data and demonstrates how the theoretical frameworks of this 

study underpin the data collection and data analysis. The ways that this study guarantee 

trustworthiness and reliability are also presented, following the ethical considerations. 

Chapters 5, 6, and 7 provide findings of students’ ICC development with the 

implementation of the three ICC pedagogical tools, combined with reflective tasks during the 

course of learning Chinese in the three schools in Auckland. Chapter 8 summarises, 

interprets, and discusses the findings regarding the research questions, theoretical 

frameworks, and related literature. Chapter 9 concludes the study by presenting the main 

argument of this thesis. Also, it discusses the implications for developing students’ ICC in the 

language classroom at the secondary school level. The limitations of this study and 

suggestions for future research are also outlined.  
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Chapter 2 Theoretical Frameworks 

2.1 Overview 

This study draws on two theoretical frameworks to investigate CFL learners’ 

development of ICC with the use of different pedagogical tools. Vygotsky’s (1978) SCT, 

particularly the notion of mediation, guides the researcher in explaining the roles of different 

pedagogical tools in mediating students’ ICC development. Besides, this study adopts 

Byram’s (1997) overarching theory of ICC as the lens for designing ICC pedagogical tools 

and analysing students’ demonstration of ICC.  

This chapter starts by canvassing the definitions, the model, and the components of 

ICC proposed in the literature to explore the ways of conceptualising ICC. Notably, the 

rationale for using Byram’s ICC framework will be explained. In particular, the contributions 

and limitations of Byram’s framework are examined to establish a justifiable theoretical 

context for this study. Additionally, Vygotsky’s (1978) notion of mediation in SCT will be 

illustrated in Section 2.5. This chapter concludes with a summary of the theoretical 

frameworks of this study. 

2.2 Defining ICC 

Understanding the nature of ICC lays the foundation for developing it in foreign 

language classrooms. Numerous scholars have defined ICC. However, there has been no 

agreement on its definition (Deardorff, 2006; Griffith et al., 2016). As indicated in Table 2.1, 

different scholars’ definitions of ICC vary across contexts with different focuses. 

Nevertheless, some keywords reoccur in these definitions, such as interaction, cultural 

otherness, foreign language, effective or appropriate behaviour, and the mediation between 

cultures. Based on the existing definitions of ICC (Table 2.1), it can be summarised that ICC 
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is the ability to interact with people who are from different cultures and speak a different 

language; such interaction is supposed to be appropriate, effective, and respectful.  
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Table 2.1 

Definitions of ICC 

Scholars Context Definitions Focuses 
Byram 
(1997)  

England A person’s ability to relate to and communicate with people who speak a different language 
(p. 24).  

• Interact with cultural otherness in a 
foreign language 

• Satisfactory intercultural communication 
• Use language appropriately 
• Across cultural boundaries 

Liddicoat & 
Scarino 
(2013)  

Australia The perception of the target culture; the understanding of the target culture; a proper act of 
translation between cultures; intercultural awareness, and intercultural mediation (p. 260). 

• Perception and understanding of the 
target culture 

• Mediate between cultures 
Fantini 
(2006)  

The USA It is a complex of abilities needed to perform effectively and appropriately when interacting 
with others who are linguistically and culturally different from oneself (p. 9). 

• Interact effectively and appropriately 
• Linguistically and culturally different 
others 

Deardorff 
(2016) 

The USA Intercultural competence is, broadly speaking, about communication and behaviour that is 
both effective and appropriate in intercultural interactions (p. 121). 

• Effective and appropriate behaviours  

Kramsch 
(2010)  

The USA Intercultural competence is not only a question of tolerance towards or empathy with others, 
of understanding them in their cultural context, or of understanding oneself and the other in 
terms of one another. It is also a matter of looking beyond words and actions and embracing 
multiple, changing, and conflicting discourse worlds (p. 356). 

• Tolerance 
• Empathy 
• Understanding 
• Embrace diverse values and identities 

Risager 
(1998)  

Denmark Intercultural competence is the ability that allows foreign language learners to function as 
mediators between their home culture and the target culture and to use the target language as 
contact language with people who use this language as the first language (p. 244). 

• Interact with people who speak the target 
language 

• Mediate between cultures 
Sercu (2005) Belgium The willingness to engage with foreign culture, self-awareness and the ability to look upon 

oneself from the outside, the ability to see the world through the others’ eyes, the ability to 
cope with uncertainty, the ability to act as a cultural mediator, the ability to evaluate others’ 
point of view, the ability to consciously use culture learning skills and to read the cultural 
context (p. 2).  

• Engage with foreign cultures 
• Self-awareness 
• Different perspectives 
• Cultural mediator 
• Being critical  

Note. Intercultural competence (IC), intercultural communicative competence, intercultural awareness, global competence, intercultural understanding, and intercultural 
capability are still being used interchangeably. 
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Among numerous definitions of ICC, this study chose Byram’s (1997) definition 

because it has been the most widely used and cited one in foreign language education 

(Byram, 2015; Fantini, 2006; Sercu, 2002). Furthermore, its applicability in foreign language 

education has been confirmed by Deardorff (2006). In particular, to achieve consensus on the 

definition of ICC, Deardorff (2006) conducted a three-round Delphi study, which was a 

reiterative process among a panel of language educators to reach an agreement on the 

definition and components of ICC. As a result, Byram’s (1997) definition ranked the highest 

due to its applicability.  

Nevertheless, Byram’s (1997) definition of ICC had evolved over time (Deardorff, 

2006). Byram (1997) is the first scholar who explicitly defined ICC from the foreign 

language teaching perspective. He initially referred to it as a person’s ability to relate to and 

communicate with people who speak a different language. ICC is a broad concept because it 

encompasses the proper understanding and use of a foreign language in intercultural 

communication. Also, this definition implies a denial of the native speaker model (Hymes, 

1972), which had been criticised as unachievable for language learners (Corbett, 2003). 

Consequently, the model of the intercultural speaker is proposed as an alternative to the 

native speaker model (Byram, 1997, 2014; Byram & Zarate, 2008). Intercultural speakers are 

allowed to keep their social, linguistic, and cultural characters rather than being required to 

imitate the native speaker and abandon their cultural customs (Byram, 1997). 

Byram (2000) also stressed the concepts of mediation, identity, and criticality in 

defining ICC. He claimed that “intercultural competence is (the ability) to see relationships 

between different cultures, both internal and external to a society, and to mediate” (Byram, 

2000, p. 10). It also entails the ability “to critically or analytically understand that one’s own 

and other cultures’ perspective is culturally determined rather than natural” (Byram, 2000, p. 

10). This definition indicates that language learners in intercultural communication need to be 
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able to mediate between different modes of communication and interpret them critically 

(Baker, 2009). Byram also expanded the definition of ICC to include the notion of identity. 

For instance, Byram et al. (2002) defined intercultural communicative competence as “the 

ability to ensure a shared understanding by people of different social identities, and the ability 

to interact with people as complex human beings with multiple identities and their own 

individuality” (p. 10).  

In the report proposed for the Council of Europe, Byram and other scholars 

introduced a definition of ICC that involved respecting and understanding people from 

different cultures. They perceived ICC as including a combination of attitudes, knowledge, 

understanding, and skills to: 

Understand and respect people who are perceived to have different cultural 

affiliations from oneself; respond appropriately, effectively and respectfully when 

interacting and communicating with such people; establish positive and constructive 

relationships with such people; understand oneself and one’s own multiple cultural 

affiliations through encounters with cultural “difference.” (Barrett et al., 2014, p. 7) 

Although Byram’s definition of ICC is the most widely used one, Risager (2007) 

criticised his definition for lacking the relationship between language and culture. Byram 

(2012) agreed with Risager’s (2007) argument and stated that there was a need for a model to 

holistically represent language and culture and also show the interrelationship between 

language, culture, and ICC. Similarly, Byram (2021) acknowledged the significance of the 

relationship between language and culture in conceptualising ICC, and he defined ICC as a 

person’s ability to relate to and communicate with people who speak a different language and 

live in a different cultural context. Compared with his previous definition (Byram, 1997), 

which was criticised for equalling culture with national culture (e.g., Matsuo, 2012), the latest 
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definition stresses communication in different cultural contexts instead of between different 

countries.   

2.3 Byram’s (1997) ICC Model  

This study adopts Byram’s (1997) ICC model4 to conceptualise ICC. This model has 

had a significant influence on the teaching of ICC, especially the curriculum development in 

the past 20 years (Hoff, 2014). In general, Byram proposed three fundamental features of the 

ICC model: (1) focusing on the intercultural speaker instead of the native speaker, (2) being 

applicable in the education setting, and (3) being a part of educational objectives. As this 

study aims to investigate students’ ICC development with the use of pedagogical tools, 

Byram’s ICC model provides explicit and comprehensive objectives for intercultural 

language learning. It can guide the design of the teaching activities because this model aims 

to “be accessible to and useful” (Byram, 1997, p. 31) for teaching and learning ICC. In 

addition, the model enables the researcher to interpret students’ demonstration of ICC due to 

the implementation of different ICC pedagogical tools. As Figure 2.1 shows, the ICC model 

consists of four main components: attitudes, knowledge, skills (skills of interpreting, relating, 

discovering, and interacting), and critical cultural awareness. The definitions of these 

components were used in analysing and interpreting students’ ICC development, which will 

be further explained in the Methodology chapter.  

 
4 Byram’s (1997) ICC model is the foundation of the current study, and he has not made any changes to this 
model. Therefore, the rest of the thesis will not indicate this model with a year. 
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Figure 2.1 

The Model of Intercultural Communicative Competence  

 
(Source: Byram, 1997, p. 34) 

Regarding the four main components of ICC, Byram (1997) pointed out that 

“knowledge and attitude factors are the preconditions” (p. 33) for developing ICC; skills of 

interpreting and relating rely more on interlocutors’ knowledge and attitudes. In other words, 

attitudes and knowledge are the basis for the other two components. Besides, Byram states 

that critical cultural awareness is the ultimate teaching objective of ICC, which is the reason 

for its positioning in the centre of the model. However, critical cultural awareness has been 

the most underresearched and overlooked component in this model (Apedaile & Schill, 2008; 

Guilherme, 2000; Houghton et al., 2013). More details of these four main components of ICC 

will be presented in Section 2.4. 

Although this model has been widely applied in foreign language education, several 

scholars have criticised its lack of interrelationship between each component of ICC and the 

limited presentation of ICC. For instance, Deardorff (2006) commented that Byram’s ICC 

model overlooked the internal relationship between each component. In response, Byram 

(2012) argued that the interdependent links between the components of ICC did not need to 

be clarified. The key point was to clarify the pedagogical purposes for using the model. That 

is, articulating the objectives and context for using the ICC model should be the main 

concern. Similarly, Liddicoat and Scarino (2013) argued that Byram’s ICC model did not 
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elaborate on the essential ways in which language affects culture, culture affects language, 

and how learners understand this relationship. However, recently, Byram (2021) explained 

some relationships between the components. For instance, the skills of interaction are the 

means of augmenting and refining knowledge about others and knowing how to respond to 

specific intercultural situations (Byram, 2021). Besides, Sercu (2002) proposed that Byram’s 

ICC model should be extended to include “a metacognitive dimension,” which is self-

regulating mechanisms that enable students to plan, monitor, and evaluate their learning 

processes. However, Byram and Wagner (2018) responded that the ICC model was only the 

first stage of clarifying the learning objectives of ICC. The explicit explanation of the 

learning objective of each component of ICC was crucial (Byram, 1997).  

In summary, after reviewing the extensive literature on conceptualising ICC, the 

researcher adopted Byram’s ICC model to structure the understanding of ICC and employ it 

in designing instruments for data collection and interpreting collected data.  

2.4 Components of ICC 

Byram (1997) made a thorough and explicit explanation of the components of ICC, 

which were defined by intercultural language learning objectives. However, Byram (2021), 

Byram et al. (2013), and Byram et al. (2001) later expanded these four main components with 

more subcomponents. This section aims to present a detailed picture of Byram’s (1997) four 

main components of ICC: attitudes, knowledge, skills, and critical cultural awareness, 

particularly the subcomponents of these main components that were chosen for the current 

study. Therefore, this section will unpack these subcomponents of ICC within the dimensions 

of attitudes, knowledge, skills, and critical cultural awareness mentioned in Byram’s seminal 

work. 
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2.4.1 Attitudes 

Attitudes are the preconditions for successful intercultural interaction and the first 

step of developing ICC (Byram, 1997; Deardorff, 2006). Based on Byram’s work, attitudes 

were defined as openness, curiosity, nonethnocentrism, nonjudgmentalism, value for cultural 

diversity, and respect in this study (see Table 2.2).  

Table 2.2 

Components of Attitudes 

Components of attitudes Learning objectives 
Openness (Barrett et al., 2014; Byram, 1997, 

2010, 2021; Byram et al., 2001; Porto & 
Byram, 2015) 

Actively seek other people’s perspectives and 
evaluate taken-for-granted phenomena in the 
intercultural speaker’s culture and takes up 
other people’s perspectives to contrast and 
compare with the dominant perspectives in 
their own culture (Byram, 1997). 

Curiosity (Barrett et al., 2014; Byram, 1997, 
2010, 2021; Byram et al., 2001; Porto & 
Byram, 2015) 

Be interested in different cultures, other people’s 
perspectives, and not only the dominant 
culture within a society (Byram, 1997). 

Nonethnocentrism (Barrett et al., 2014; Byram, 
1997, 2021)  

Willingness to seek out or take up opportunities 
to engage with otherness in a relationship of 
equality (Byram, 1997). 

Nonjudgmentalism (Barrett et al., 2014; Byram, 
1997, 2021; Byram et al., 2002)  

Not assume the familiar cultural practices or 
products common to themselves and the 
others are understood in the same way 
(Byram, 1997). 

Ready to suspend judgment with respect to 
cultural otherness’ meanings, beliefs, values 
and behaviours (Byram, 2021). 

Value cultural diversity (Barrett et al., 2014)  Value cultural diversity and multiple views and 
practices (Barrett et al., 2014). 

Respect (Barrett et al., 2014; Byram, 2021)  Respect people who have different cultural 
affiliations from one’s own (Barrett et al., 
2014).  

Respect the meanings, beliefs, values, and 
behaviours of other cultures (Byram, 2021).  

Initially, Byram (1997) defined attitudes as “curiosity and openness, readiness to 

suspend disbelief about other cultures and belief about one’s own” (p. 34). However, he did 

not explicitly explain the meaning of suspending disbelief about other cultures and belief 

about one’s own culture. Then, Byram et al. (2001) used the ability to decentre to further 

explain suspending disbelief about other cultures. He stated that decentre means  
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a willingness to relativise one’s values, beliefs, and behaviours, not to assume that 

they are the only possible and naturally correct ones, and to be able to see how they 

might look from the perspective of an outsider who has a different set of values, 

beliefs, and behaviours. (p. 5) 

In other words, decentring can also be interpreted as nonjudgmentalism (Barrett et al., 2014; 

Byram, 1997, 2021).  

Although Byram (1997, 2021; Byram et al., 2001) mentioned respect and 

nonethnocentrism more than once, his ICC model does not consist of these two components. 

In terms of respect, in the writing to the Council of Europe, Barrett et al. (2014) stressed the 

importance of understanding and respecting people who are perceived to have different 

cultural affiliations, and interacting and communicating appropriately, effectively, and 

respectfully. They also explicitly defined respect: “respect means that one respects, 

appreciates, and values the other” (p. 7). In addition, Byram et al. (2001) acknowledged the 

significance of teaching students to value respect. They acknowledged that “teaching should 

promote a position which acknowledges respect for human dignity and equality as the 

democratic basis for social interaction” (p. 7). Byram’s (2021) most recent work also stressed 

the importance of developing students’ respect for the meaning, beliefs, values, and 

behaviours of different cultures in an educational framework. Therefore, this study argues 

that respect should be included in the Attitudes dimension. 

Regarding nonethnocentrism, Byram (1997) included it in the learning objectives for 

attitudes instead of the definition of attitudes. For the learning objectives for attitudes, he 

noted that students need to have the “willingness to seek out or take up opportunities to 

engage with otherness in a relationship of equality” (p. 34). However, Byram did not 

explicitly define attitudes in terms of nonethnocentrism, which indicates an inconsistency 

between his definition and the learning objectives of attitudes.  
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There have been some critiques regarding the attitudes component in Byram’s ICC 

model. For instance, Dervin (2010, 2016) claimed that showing curiosity and openness was 

insufficient and unstable because people could say they were interested in other cultures 

while disrespecting the customs and traditions of other cultures. Besides, he also claimed that 

Byram’s (1997) attitudes dimension indicates harmonious communication, overlooking the 

potential conflicts in intercultural communication (Dervin, 2016). Similarly, Hoff (2014) 

criticised Byram’s ICC model because it echoed the idea of harmonious worldviews. 

Specifically, he argued that intercultural speakers might be “so intent on establishing 

successful communication that they, in an effort to please other people, trying to avoid 

conflict by not being entirely truthful” (Hoff, 2020, p. 60). As a result, the question was 

raised as to how open students should be when they are confronted with different cultural 

practices, beliefs, and values. Byram (2021) responded to this criticism by acknowledging 

that intercultural speakers may not wish to adopt conventions different from their cultures. 

Successful intercultural speakers, therefore, need to find a satisfactory compromise between 

themselves and their interlocutors (Byram, 2021), which indicates that students need to be 

flexible in intercultural situations. 

2.4.2 Knowledge 

The knowledge dimension of ICC consists of two broad categories: the knowledge 

about one’s own cultures and the interlocutor’s cultures; and the knowledge of the processes 

of intercultural interaction at individual and societal levels (Byram, 1997, 2021). These two 

broad categories are interpreted as the understanding of own cultures and other cultures and 

the understanding of intercultural communication in the current study (see Table 2.3).  
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Table 2.3 

Components of Knowledge 

Components of knowledge Learning objectives 
Understanding of own culture (Byram, 1997, 

2021; Byram et al., 2001) 
Understanding of other cultures (Byram, 1997, 

2021; Byram et al., 2001)  

Knowledge of the products, practices, and 
interactions in own culture and other cultures 
(Byram, 1997). 

Specific knowledge of social groups and their 
products and practices of own culture and 
other cultures and the general knowledge of 
the processes of societal and individual 
interaction (Byram, 2021). 

Understanding of intercultural communication 
(Barrett et al., 2014; Byram, 1997, 2021) 

Knowledge of the causes and processes of 
misunderstanding between interlocutors of 
different cultural origins (Byram, 1997, 
2021).  

Although Byram’s categorisation of knowledge did not change over time, in 2021, he 

refined some details of the descriptions of each category. Compared with his previous 

definition, Byram (2021) stressed the specific knowledge of social groups, their products, 

practice, and the general knowledge of the interaction process. He stated that the knowledge 

of interaction processes is of the same importance as the knowledge of own culture and other 

cultures (Byram, 2021). The knowledge of interaction processes can be referred to as the 

knowledge of intercultural communication. The knowledge of intercultural communication 

consists of understanding the cause of cultural misunderstanding and stereotypes (Byram, 

1997) and understanding language and culture. Understanding the cause of cultural 

misunderstanding and stereotypes is critical in learning how to communicate interculturally 

(Byram, 1997).  

This study includes the understanding of language and culture for several reasons. As 

mentioned in Section 2.3, Byram’s ICC model was criticised for lacking a systematic link 

between language and culture (Risager, 2007). At the same time, understanding language and 

culture is vital because it is the foundation for successful intercultural communication 

(Ministry of Education, 2007; Newton et al., 2010). Specifically, the Ministry of Education 

(2007) in New Zealand stressed that students should appreciate that languages and cultures 
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are used in particular ways to achieve meaning and thereby “interact appropriately with other 

speakers” (p. 24).  

There has been a call to focus on students’ understanding of their cultural identity 

with increasing global migration. For instance, Borghetti (2012) suggested including identity 

as a main theoretical construct in intercultural language education. The suggestion to include 

identity in intercultural language education is not unexpected because, as mentioned in 

Section 2.2, language, culture, and identity are closed related. Therefore, learning culture and 

language in language classrooms is inevitably associated with learning more about oneself. 

Byram (2021) also acknowledged the focus on identity, as he mentioned that “the encounter 

with otherness itself creates a clearer sense of one’s own identity” (p. 28), and students need 

to “construct their identities through contact with other languages and cultures” (p. 69). 

However, Byram (2021) stated that many people worldwide still live in relatively 

homogeneous societies, where encounters with people of other social groups are relatively 

rare or just limited to media. It indicates that the question of whether identity should be 

included in students’ understanding of their own culture might depend on the research 

context. 

Byram’s (1997) knowledge dimension was criticised for its emphasis on the dominant 

culture in society (Dervin, 2016; Matsuo, 2012; Risager, 2007; Spitzberg & Changnon, 

2009). For instance, Dervin (2016) argued that the national orientation could lead to the 

interpretation that culture within a nation is coherent, homogeneous, and a representation of 

fixed values and beliefs. It indicates that the national perception of culture may cause 

stereotypical and essentialist interpretations. The essentialist view of culture sees people and 

their identity as defined and constrained based on the nation where they live (Holliday, 

2020). Therefore, this study views the knowledge dimension as relational and dynamic. In 

other words, instead of expecting students to learn everything about the target culture, 
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students need to be encouraged to be critical about the knowledge they acquire. It implies that 

the knowledge one learns is not the only truth, and there are multiple truths (Deardorff, 

2016). This will be further explained in the section on critical cultural awareness.  

2.4.3 Skills 

The skills dimension includes two broad and related components: skills of interpreting 

and relating, and skills of interaction (Byram, 2021). The skills of interpreting and relating 

are dependent on one’s existing knowledge (Byram, 1997, 2010, 2021). In addition, the skills 

of interaction draw upon both the existing knowledge and attitudes (Byram, 1997). The 

components of skills are presented in Table 2.4.  

Table 2.4 

Components of Skills 

Components of skills Learning objectives 
The skills of interpreting 

and relating (Byram, 
1997, 2021)  

 
• Identify cultural 

differences and 
similarities 

 

Can explain the sources of misunderstanding and dysfunction to help 
interlocutors overcome conflicting perspectives (Byram, 1997, 
2021). 

Can explain different perspectives and the origins of these perspectives 
(Byram, 1997) 

Can identify common ground and differences to demonstrate the skills 
of comparison (Byram, 1997; Byram et al., 2001) 

Honour differences and similarities by explaining a practice or event 
from another culture and relating it to practices from one’s own 
culture (Barili & Byram, 2021). 

The skills of interaction 
(Byram, 1997, 2021) 

 
• Strategies for 

intercultural 
communication 

Note and adopt the behaviours specific to a social group in a way that 
they and the members of that group consider to be appropriate for an 
outsider (Byram, 1997).  

Take into consideration the other people’s expectations and appropriate 
behaviour in intercultural communication (originally from attitudes) 
(Byram, 1997). 

The skills of interpreting and relating are the “ability to interpret a document or event 

from another culture, to explain it, and relate it to documents from one’s own” (Byram, 1997, 

p. 52). Byram et al. (2001) later referred to these skills as the skills of comparison, 

interpreting, and relating. Recently, Barili and Byram (2021) interpreted this component as 

honouring cultural differences and similarities. Similarly, Liddicoat and Scarino (2013) stated 
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that it was essential for learners to notice cultural similarities and differences in intercultural 

language learning. It indicates the significance of cultural comparison in the language 

classroom. In the New Zealand context, the comparison between cultures is also stressed. For 

instance, Newton et al. (2010) claimed that students’ skills of interpreting and relating were 

demonstrated by their comments and analysis of the cultural differences and similarities. 

They also acknowledged that the key to the skills of interpreting and relating was to make 

connections between cultures (Newton et al., 2010). Therefore, the learning objectives for the 

skills of interpreting and relating can include identifying cultural differences and similarities 

(see Table 2.4).   

The skills of discovery are defined as the “ability to acquire new knowledge of a 

culture and cultural practice” (Byram, 1997, p. 52). However, it seems that the skills of 

discovery and the knowledge dimension are repetitive. It is because students’ demonstration 

of knowledge of the target culture that they learn in class, to some extent, reflects their ability 

to acquire new knowledge.  

Compared with the other components in the skills dimension, the skills of interaction 

are the most complex because they require real-time operation (Byram, 2021). It means that 

the evidence of success in intercultural interaction is unlikely to be available directly and 

precisely because it takes place in circumstances that do not allow data collection (Byram, 

2021). However, indirect evidence, such as students’ reflections, can be provided (Byram, 

1997, 2021). According to Byram (2021), such evidence can be judged by learners’ 

negotiation and mediation in their development of ICC. To develop students’ mediation 

skills, the learning objectives of the skills of interaction can consist of two components: 

strategies for intercultural communication and causes for cultural misunderstanding. For 

instance, students will be asked to identify the issues and problems involved in intercultural 

interaction.  
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2.4.4 Critical Cultural Awareness 

Critical cultural awareness is arguably the centre of the ICC model, and it is the 

ultimate goal for intercultural language learning (Byram, 1997). Byram (1997) defined it as 

“an ability to evaluate critically and based on explicit criteria perspectives, practices and 

products in one’s own and other cultures and countries” (p. 53). The learning objective for 

critical cultural awareness highlights the critical evaluation of different perspectives. 

Essentially, students need to critically evaluate different worldviews to develop multiple 

ways of viewing the world (relativisation). Also, they need to be aware of the reasons behind 

different behaviours and beliefs in different cultures (reasoning) and to explore and negotiate 

their own cultural identity (critical self-awareness).  

Recently, Byram (2021) extended the components of critical cultural awareness with 

reasoning and reemphasised critical self-awareness and critical thinking. With the reasoning 

skill, students are expected to use an analytical approach to contextualise a document or event 

(Byram, 1997, 2021). Besides, critical self-awareness resonates with Byram’s (2021) 

emphasis on students’ awareness of their own identity and values. Students need to be critical 

of their ideology because their cultural backgrounds might influence it. Concerning critical 

thinking, this component requires students to mediate and negotiate in intercultural situations 

based on their attitudes, skills, and knowledge (Byram, 2021). 

Relativisation was originally included in the definition of attitudes in the ICC model 

as one of the goals of intercultural language learning (Byram, 1997, 2021). However, this 

study argues that it belongs to the critical cultural awareness dimension because, according to 

Byram (1997), relativisation relies on the awareness of taken-for-granted knowledge of 

cultures and open-mindedness. It implies that students’ demonstration of relativisation is 

based on the acquisition of attitudes and knowledge. Although Byram (2021) believed that 

one of the goals of intercultural language learning should be relativisation, he criticised 
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relativism for being neutral, claiming that relativist positions are based on the belief that there 

are no universal values or rights to which particular behaviours could be judged. This might 

be identified as a lazy position because it absolves people from having a sense of 

responsibility. As a result, simply demonstrating relativisation is insufficient to demonstrate 

critical cultural awareness, and it is imperative to explore more components of critical 

cultural awareness.  

Byram (1997) identified the component of questioning as one of the objectives in both 

attitudes and skills dimensions. Like relativisation, this study argues that questioning needs to 

be entailed in the critical cultural awareness dimension because to question means students 

need to have a robust understanding of their own culture and other cultures. However, 

although Byram (1997) stressed that students’ questioning skills imply a certain degree of 

open-mindedness, it also raises the question of whether students should be encouraged to 

question everything. 

However, the components of critical cultural awareness were not explicitly explained 

by Byram (1997) in his ICC model. As Holmes and O’Neill (2012) indicated, the nature of 

critical cultural awareness and how individuals demonstrate it was unclear. Based on 

Byram’s seminal work regarding the conceptualisation of critical cultural awareness, critical 

cultural awareness consists of relativism, reasoning, critical self-awareness, critical thinking 

and questioning (Table 2.5).  
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Table 2.5 

Components of Critical Cultural Awareness 

Components of critical 
cultural awareness 

Learning objectives 

Relativisation (Byram, 
1997, 2021) 

Can relativise one’s own meanings, beliefs and behaviours through 
comparison with others’ rather than to attempt to decentre and 
distance oneself from what the processes of socialisation have 
suggested are natural and unchangeable (Byram, 1997, p. 35) 
(originally placed in the attitudes dimension). 

Questioning (Byram, 
1997) 

Willingness to question the values and presuppositions in cultural 
practices and products in one’s own culture (Byram, 1997) (initially 
placed in the attitudes dimension). 

Can use a range of questioning techniques to elicit meaning from a 
document or event and develop and test generalisations about shared 
meanings and values (Byram, 1997) (initially placed in the attitudes 
dimension). 

Reasoning (Byram, 
1997, 2021) 

 

Can use a range of analytical approaches to place a document or event 
in context and to demonstrate the ideology involved (Byram, 1997). 

Make an evaluative analysis of the documents and events based on 
systematic and conscious reasoning (Byram, 2021). 

Critical self-awareness 
(Byram, 1997) 

Be aware of their own ideological perspectives and values and can 
explain them (Byram, 1997). 

Critical thinking 
(Byram, 1997, 2021) 

Can use a range of analytical approaches to place a document or event 
in context and to demonstrate the ideology involved (Byram, 1997). 

Interact and mediate in intercultural exchanges, negotiating, where 
necessary, a degree of acceptance of those exchanges (Byram, 
1997), drawing upon one’s knowledge, skills and attitudes and 
ability to develop a reasoned response (Byram, 2021).  

To summarise, there has been no agreement on the components of ICC, just as there 

has been no agreement on the definition and models of ICC (Deardorff, 2006; Griffith et al., 

2016). However, Byram (1997) provided a thorough framework for developing ICC with 

clear components, criteria, and objectives of ICC. This section has presented Byram’s ICC 

framework to conceptualise ICC. Table 2.6 presents the components of ICC adopted by the 

current study based on Byram’s seminal work over the past 2 decades. The rationale for 

including these components has been illustrated in this section. ICC objectives, however, may 

vary depending on the stage of intercultural learning and teaching as well as the context 

(Liddicoat & Scarino, 2013). As a result, this research is open to other ICC components that 

students may develop during their intercultural language learning process.  
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Table 2.6 

Components of ICC Adopted by the Current Study 

Main components of ICC Subcomponents of ICC 
Attitudes 
 

Openness 
Curiosity 
Nonethnocentrism 
Nonjudgmentalism 
Respect 

Knowledge The understanding of own culture 
 The understanding of other culture 

The understanding of culture 
 The understanding of intercultural communication 
Skills Skills of interpreting and relating 
 Skills of interaction 
Critical cultural awareness Relativisation 
 Questioning 
 Reasoning 
 Critical self-awareness 
 Critical thinking 

2.5 Mediation in Sociocultural Theory  

There are different layers and complexity of mediation in SCT. Mediation is defined 

as “the process through which humans deploy culturally constructed artefacts, concepts, and 

activities to regulate the material world or their own and each other’s social and mental 

activity” (Lantolf & Thorne, 2006, p. 79). This definition indicates that mediation might 

happen through diverse mediums, such as language, pedagogical tools, students’ interactions, 

and teachers’ practice. Through a sociocultural lens, intercultural language teaching and 

learning can be viewed as dynamic social activities situated in specific social contexts 

mediated by tools to achieve the objectives of teaching and learning (Johnson, 2006; Lantolf 

& Thorne, 2006; Lantolf et al., 2018; Lantolf et al., 2021). Therefore, the tools adopted in 

intercultural language teaching and learning can be perceived as mediators. It indicates that 

students may develop their ICC through the mediation process prompted by the use of tools.  

The relevance of mediation to this study lies in perceiving pedagogical tools as 

mediators in facilitating ICC development in language classrooms. This section firstly shows 

the close relationship between the concept of mediation and ICC development. Then, the way 
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mediation can inform the understanding of the role of pedagogical tools in ICC development 

will be presented.  

2.5.1 Mediation in Developing ICC 

The premise of SCT is that people’s connections to the world, both cognitively and 

pragmatically, are indirect because the connections are achieved through mediation 

(Behroozizad et al., 2014; Lantolf, 2000). Therefore, individuals cannot live without 

mediation to connect with the world (Turuk, 2008). In intercultural education, Byram (1997) 

stated that students needed to have the competency to “interact and mediate in intercultural 

exchanges in accordance with explicit criteria, negotiating where necessary a degree of 

acceptance of them by drawing upon one’s knowledge, skills and attitudes” (p. 54). This 

indicates that such competency is essential in mediating intercultural interactions. 

Specifically, the notion of mediation is embedded in one of Byram’s learning objectives of 

ICC, which is to mediate between conflicting interpretations of phenomena. In Byram’s 

(1997) words:  

The intercultural speaker can use their explanations of sources of misunderstanding 

and dysfunction to help interlocutors overcome conflicting perspectives; can explain 

the perspective of each and the origins of those perspectives in terms accessible to the 

other; can help interlocutors to identify common ground and unresolvable differences. 

(p. 61) 

Mediation is essential in the processes of students’ “interpreting, creating and 

exchanging meanings across languages and cultures” (Scarino, 2020, p. 44). In other words, 

the goal of intercultural language teaching is to help students to become intercultural 

mediators. Recently, mediation has attracted more attention in intercultural language 

education (Corbett, 2021). For instance, the Common European Framework of Reference 

(CEFR) introduced the concept of mediation in the 2001 CEFR guidelines:  
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In both the receptive and productive modes, the written or oral activities of mediation 

make communication possible between persons who are unable, for whatever reason, 

to communicate with each other directly. Translation or interpretation, a paraphrase, 

summary or record, provides for a third party a (re)formulation of a source text to 

which this third party does not have direct access. Mediating language activities – 

(re)processing an existing text – occupy an important place in the normal linguistic 

functioning of our societies. (Council of Europe, 2001, p. 14). 

In the Council of Europe’s (2018) report, the scope of mediation was broadened. The 

extended scope included mediating a text, concepts, and conflict situations (Corbett, 2021). 

Specifically, the Council of Europe described intercultural speakers as the people who “can 

mediate effectively and naturally, taking on different roles according to the needs of the 

people and situation involved, identifying nuances and undercurrents and guiding a sensitive 

or delicate discussion” (p. 105). Recently, the Council of Europe (2020) defined mediation as 

a social action in which individuals construct and relay information in their own or foreign 

languages. The Council of Europe’s report also reflected the concept of creating a shared 

space between people from different cultural backgrounds in which successful 

communication can be facilitated. This shared space can also be referred to as a “third place” 

(Kramsch, 1993; Liddicoat et al., 1999). The third place is defined as “the interstices between 

cultures that the learner grew up with and the new cultures he or she is being introduced to” 

(Kramsch, 1993, p. 236). It indicates that intercultural language learning should create a third 

place where the students can negotiate and mediate cultural differences (Newton et al., 2010).  

Overall, the mediation process is crucial in ICC development, and this process can be 

achieved through the ICC pedagogical tools implemented in the language classroom. The 

next section will explore this in more details.  
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2.5.2 ICC Pedagogical Tools as the Mediator  

As SCT acknowledges that all the learning activities are mediated by tools and people 

(Vygotsky, 1978), the ICC pedagogical tools in this study, i.e., role-plays, cultural artefacts, 

and videos, aim to play a pivotal role in mediating students’ ICC development (the details of 

these three tools will be illustrated in Section 3.3.2 of the Literature Review). For language 

learners, “it is not sufficient to know how to communicate; they have to know the practice of 

meaning making” (Kramsch, 2006, p. 251). This process of meaning-making can engage 

students to “analyse, explain, and elaborate on this meta-awareness” (Liddicoat & Scarino, 

2013, p. 132). It indicates that intercultural teaching practice to facilitate meaning-making 

needs to be visible through the use of pedagogical tools. Furthermore, the tools must be 

appropriate to mediate students’ ICC development. In other words, tools must be accessible, 

appropriate, and used effectively to enable the process of ICC development (Liddicoat & 

Scarino, 2013). 

Additionally, the pedagogical tools need to enable students’ internalisation to 

assimilate, create, or produce new knowledge and understanding. SCT emphasises co-

constructing, which is dialogical and created by individuals as they interact with other people, 

particularly with more knowledgeable others (Lantolf, 2000). It means that students’ 

interactions with each other and the language teacher in the classroom construct language 

teaching and learning. Also, direct instruction without opportunity for internalisation will 

lead to nothing but memorisation with limited ability for meaningful future application and 

limited impact on mental development (Lantolf & Thorne, 2006). This indicates that the 

mediational tools might have an impact on students’ learning outcomes of ICC through 

students’ internalisation processes. 

To sum up, this section has examined and elaborated the notion of mediation in 

Vygotsky’s SCT with a particular focus on the association of mediation, ICC, and 
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pedagogical tools. Figure 2.2 shows the link between Vygotsky’s SCT and Byram’s 

components of ICC and illustrates the application of the notion of mediation and Byram’s 

components of ICC in the current study. 

Figure 2.2 

Vygotsky’s Mediated Action Triangle Model and Byram’s Conceptualisation of ICC 

 
(Source: Vygotsky, 1978) 

Vygotsky’s SCT is linked with Byram’s conceptualisation of ICC in a way that CFL 

learners’ learning objectives of ICC (components of ICC) can be achieved and facilitated 

through mediational tools, which are the pedagogical tools to develop CFL learners’ ICC in 

this study. Besides, the notion of mediation will be used to interpret and discuss the role of 

pedagogical tools in CFL learners’ ICC development with a strong theoretical base and 

depth.  

2.6 Summary 

This chapter has outlined the theoretical frameworks of this study, starting by 

providing a brief overview of the relationship between language and culture. It then 
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introduced the seminal work of Byram’s theory of ICC, including the definition, the 

components, and the model of ICC. Byram’s theory serves as the theoretical foundation and 

the lens through which this study designed the instruments and interpreted the students’ ICC. 

Besides this, mediation in Vygotsky’s (1978) SCT was discussed regarding its relationship 

with ICC development and the use of ICC pedagogical tools as the mediator in students’ ICC 

development. In short, SCT could aid the researcher in understanding and discussing the roles 

of different pedagogical tools in students’ ICC development. In the next chapter, relevant 

literature regarding the development of ICC in foreign language education will be reviewed. 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 42 

Chapter 3 Literature Review 

3.1 Overview 

The previous chapter addressed what ICC is, drawing upon Byram’s ICC framework. 

This chapter aims to review the literature on how to develop ICC through foreign language 

learning. The main bodies of literature relating to this research topic are intercultural 

language teaching and learning and empirical research on developing ICC. The relationship 

between language and culture, curriculum development, and intercultural language teaching 

and learning principles make up the first major body of literature. The second one covers four 

topics: empirical studies on developing ICC across different contexts, pedagogical tools in 

students’ ICC development, and ICC development in CFL teaching and learning. The 

knowledge gained from reviewing the literature could aid the development of a solid and 

research-based foundation for investigating the pedagogical tools that could be used to 

enhance CFL learners’ ICC in the current study. 

3.2 Intercultural Language Teaching and Learning 

Liddicoat and Scarino (2013) identify intercultural language teaching and learning as 

an approach for developing students’ ICC in foreign language education. Teaching culture 

through language learning, in this approach, entails not only learning cultural facts but also 

knowing how to interact with people from various cultures (Kramsch, 1993). Intercultural 

language teaching and learning views culture as a complex and constantly changing 

phenomenon, emphasising the importance of a dynamic approach to culture (Liddicoat, 

2002). Three aspects of intercultural language teaching and learning are related to the current 

thesis: the relationship between language and culture, the objectives for developing ICC in 

language curricula, and intercultural language teaching and learning principles. These aspects 

will be covered in this section. 
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3.2.1 Language and Culture 

Understanding the interrelationship between language and culture underpins the 

theories and practices of developing ICC through language teaching (Kohler, 2020). The 

starting point that an intercultural approach to language learning takes is that language and 

culture are intertwined and inseparable (Kramsch, 1998, 2015; Risager, 2007). Language and 

culture are closely related because language is one of the means for presenting culture 

(Kramsch, 1993). Also, Kramsch (1993, 1998, 2010) noted that culture is learned through 

language and the use of language.   

Regarding the conceptualisation of language, it was traditionally understood as the 

code for communication or a structural system (Liddicoat & Scarino, 2013). However, an 

increasing number of scholars perceive language as the mediator for interaction in social 

practice, where people share making meaning in the world (Halliday, 1978; Kramsch, 2010; 

Lantolf & Thorne, 2006; Liddicoat & Scarino, 2013; Scarino, 2014). According to Byram 

(1997), language occurs through essential socialised processes in which people transmit and 

create meanings. Furthermore, the goal of learning a new language is no longer solely 

communicative but rather to develop more meaningful relationships (East, 2008b). As a 

result, viewing language as “open, dynamic, energetic, constantly evolving, and personal” 

(Shohamy, 2007, p. 5) is necessary to understand it from an intercultural perspective.  

Many views of culture exist because of its multifaceted, variable, and dynamic nature 

(B. Hall,1992; E. T. Hall, 1976). A static view of culture is seen as facts and artefacts. 

Consequently, cultural learning is viewed as acquiring information about a country or its 

people (Geertz, 1973). In this regard, culture is seen as the national attribute and symbolic 

system (Liddicoat & Scarino, 2013). A dynamic view of culture sees culture as practices, 

beliefs, and attitudes that form discursive and interpretive frameworks shared by particular 

groups or communities (Liddicoat & Scarino, 2013). Also, the understanding of culture varies 
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from person to person, from group to group, and might change over time (Kramsch, 1996). 

Compared with the static view of culture, the dynamic view is more important to the 

development of ICC. Such a stance encourages students to move away from essentialism 

(Byram, 1997), which is the belief that the values, beliefs, cultural artefacts, or practices of 

other cultures are fixed and stable. By combining the static and dynamic views of culture, 

culture can be defined as a particular social group’s shared framework of ideas, values, and 

knowledge, manifesting in behaviour and artefacts (Byram, 1997).  

Regarding teaching culture in the language classroom, many scholars have argued 

that culture cannot not only be treated as artefacts. The dynamic nature of culture needs to be 

acknowledged (e.g., Byram & Morgan, 1994; Fantini & Richards, 1997; Jin & Dervin, 2017; 

Kramsch, 2013).  According to the iceberg model of culture proposed by E. T. Hall (1976), 

the visible aspects of culture on the surface include the objective knowledge of cultural 

artefacts, such as representative historical buildings, food, clothes, and celebrations (Weaver, 

1993). However, the visible aspects of culture only account for around 20% of the iceberg. In 

contrast, the invisible aspects of culture, such as the beliefs, values, myths, and thoughts (E. 

T. Hall, 1976), take up most of the iceberg of culture. However, these aspects of culture seem 

to be less focused on in the classroom. The possible reason is that teaching abstract concepts, 

such as cultural beliefs, is challenging (Weaver, 1993). Given the complexity of teaching 

invisible aspects of culture, the visible aspects, such as cultural artefacts, have been the main 

focus in presenting the target culture (Kramsch, 2013).  

In addition, an increasing number of researchers (e.g., Byram, 2021; Dervin, 2012; 

Kramsch, 2014; Norton, 2000) have perceived that language and culture are closely relevant 

to the formation of an individual’s identity. In particular, language has become one of the 

primary means of defining ourselves and maintaining ethnic identity (Tonkin & Reagan, 

2003). In other words, it demonstrates a sense of belonging and identity (Dervin, 2012; East, 
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2008b). For example, in the curriculum document published by the Council of Europe 

(2001), one of the central objectives of language education was identified as “promoting the 

favourable development of the learner’s sense of identity in response to the enriching 

experience of otherness in language and culture” (p. 1). This indicates the increasing 

acknowledgement of language learners’ sense of identity. Given the close relationship 

between language and identity, resources in the language classroom need to provide more 

opportunities for identity building through reflection (Liddicoat & Scarino, 2013). Culture is 

also fundamentally related to our understanding of who we are. As individuals engage in 

meaningful cultural practices, their identities become shaped and reshaped (Halliday, 1999). 

As a result, language learning should include learning about the target culture and 

encouraging students to explore their own identities (Paige et al., 2003). 

To sum up, from an intercultural perspective, learning languages cannot be seen just 

as an exchange of words. It is also a learning process about self and others (Byram, 1997). It 

suggests that as language learners learn about other cultures, they may gain a better 

understanding of their own cultures. Furthermore, as both language and culture are closely 

related to language learners’ identity construction, they can explore their own cultural 

identity through language learning embedded with an intercultural focus.  

3.2.2 Curriculum Development  

Developing ICC has become prominent in the language curricula. An increasing number of 

governments and institutions have identified ICC as a valuable student learning outcome and 

an indicator of overall institutional success (Griffith et al., 2016). For the most part, including 

the intercultural dimension in the language curriculum of primary and secondary school 

education is now widely required and expected (Byram et al., 2013; Sercu, 2010). Four 

national curriculum documents, from Europe, the USA, Australia, and New Zealand, are 

particularly relevant to the development of ICC (see Table 3.1).   
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Table 3.1 

Intercultural Curricula Across Different Countries 

Countries Initiatives/curriculum Learning objectives 
New 
Zealand 

Ministry of Education 
(2007) 

Learning “about the culture and the interrelationship between culture and language… as they compare and contrast different beliefs 
and cultural practices, including their own, they understand more about themselves and become more understanding of others” (p. 
24).  

Ministry of Education 
(2013) 

“Exploring the world view associated with a specific language and culture and relating this to their own world view…to 
acknowledge both their own and others’ identity, self-knowledge, attitudes, and skills…to an understanding of the ways in which 
cultural otherness think and behave…encouraging students to develop an exploratory and reflective approach to culture and language 
and to make explicit comparisons and connections between languages and cultures” (para. 2). 

Ministry of Education 
(2014) 

“Intercultural capability is the knowledge, skills, attitudes, dispositions, and values that make up the key competencies that enable 
people to live, work, and learn across national and cultural boundaries” (p. 1). 

Ministry of Education 
(2016) 

“Learning a new language provides a means of communicating with people from other cultures. As students acquire the skills of 
communicative competence, they simultaneously explore and reflect on their own personal world and their own culture. By reaching 
out, they also reach within” (para. 3). 

Australia The Australian 
Curriculum, 
Assessment and 
Reporting Authority 
(ACARA) (2011) 

“Learning languages develops intercultural capability; develops an understanding of, and respect for, diversity and difference, and an 
openness to different perspectives and experiences; Develops understanding of how values and culture shape world view and extends 
the learner’s understanding of themselves, their own heritage, values, culture, and identity; Strengthens intellectual and analytical 
capability and enhances creative and critical thinking” (pp. 6–7). 
“Learning languages involves comparison and reflection” (pp. 15–16). 

Europe The Council of 
Europe (2001) 

“In an intercultural approach, it is a central objective of language education to promote the favourable development of the learner’s 
whole personality and sense of identity in response to the enriching experience of otherness in language and culture” (p. 1). 

 The Council of 
Europe (2018) 

“Key concepts operationalised in the scale: using questions and showing interest to promote understanding of cultural norms and 
perspectives between speakers; Demonstrating sensitivity to and respect for different sociocultural and sociolinguistic perspectives 
and norms; Anticipating, dealing with and/or repairing misunderstandings arising from sociocultural and sociolinguistic differences” 
(p. 122). 

The USA The American 
Council on the 
Teaching of Foreign 
Languages (ACTFL) 
  

Five Cs: communication, culture, connections, comparisons, and communities (ACTFL, 1996).  
“The ability to communicate with respect and cultural understanding in more than one language is an essential element of global 
competence…This competence is developed and demonstrated by investigating the world, recognising and weighing perspectives, 
acquiring and applying disciplinary and interdisciplinary knowledge, communicating ideas, and taking action” (ACTFL, 2015, p. 
11). 

Note. This table only shows the most influential curricula from different countries that are related to this study. It does not mean other curricula regarding developing 
students’ ICC are not important; ICC is being used interchangeably with terms such as global competence, intercultural sensitivity, intercultural capabilities, and cross-
cultural competence around the world.
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In the New Zealand context, where this study was conducted, the NZC (Ministry of 

Education, 2007) encourages students to explore the relationship between language and 

culture, compare different cultures, and understand their own cultures and other cultures. The 

Ministry of Education (2014) firstly identified intercultural capabilities as a learning outcome 

within the framework of the NZC. It defined intercultural capabilities as “the knowledge, 

skills, attitudes, dispositions, and values that make up the key competencies that enable 

people to live, work, and learn across national and cultural boundaries” (p. 1). Additionally, 

the supporting curriculum guide issued by the Ministry of Education (2016) stressed the 

exploration and reflection on students’ own culture and other cultures. This position is also 

reflected in the curriculum development in other countries, such as ACARA (2011) and 

ACTFL (2015). As Table 3.1 shows, similar to ACARA, the NZC also stresses the 

understanding of cultural diversity and effective interaction with a diverse range of people, 

given the multicultural nature of New Zealand society. 

One of the key documents that guide the Australian curriculum, the Shape of the 

Australian Curriculum (ACARA, 2011), was designed to enable all students to learn a 

language in addition to English. Intercultural understanding was identified as one of the key 

capabilities in the Australian schooling curriculum. In particular, this document highlighted 

the goals of intercultural language learning, including: “to communicate in the target 

language; to understand language, culture, and learning and their relationship, and thereby 

develop an intercultural capability in communication; and to understand oneself as a 

communicator” (ACARA, 2011, p. 22). In an updated version in 2014, intercultural 

capability consisted of three interrelated elements: recognising culture and developing 

respect, interacting, and empathising with others, and reflecting on intercultural experiences 

(ACARA, 2014). It also highlighted the importance of comparison and reflection to 



 

 48 

“appreciate differences in beliefs and perspective” and “examine stereotypical 

representations.” (ACARA, 2014, p. 21).  

According to Scarino (2020), the most elaborate and prominent curriculum 

framework relating to ICC over the past 2 decades has been the report issued by the CEFR5 

report issued by the Council of Europe (2001). In addition to providing guidelines for 

teaching and learning foreign languages, it contributed a high level of detail and complexity 

for learning languages with an intercultural focus. Notably, it made an explicit statement on 

the objective of foreign language teaching and learning with an intercultural approach. The 

central objective of language education is “to promote the favourable development of the 

learner’s whole personality and sense of identity in response to the enriching experience of 

otherness in language and culture” (Council of Europe, 2001, p. 1). Concerning ICC, 

language learners were expected to develop “an enhanced capacity for further language 

learning and greater openness to new cultural experiences” and to “mediate through 

interpretation and translation between speakers of the two languages” (Council of Europe, 

2001, p. 43). In the Council of Europe’s (2018) report, the scope of mediation was 

broadened, indicating the increasing focus on mediation in intercultural language teaching 

and learning.   

Over the last 2 decades, ACTFL (2011) revised its standards for foreign language 

education to respond to the need for language education to develop ICC. The revised 

standards, World-Readiness Standards for Learning Languages, based on the five Cs: 

communication, culture, comparisons, connections, and communities, are primarily used in 

the USA. Due to the absence of a national curriculum for languages in the USA, the ACTFL 

(2012) has produced standards for learning languages and aligned them with Common Core 

 
5 The Common European Framework of Reference for Languages, abbreviated in English as CEFR, is a 
guideline used to describe the achievements of learners of foreign languages across Europe and, increasingly, in 
other countries (https://www.coe.int/en/web/common-european-framework-reference-languages/uses-and-
objectives) 
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State Standards. The need for reflection is clearly expressed in the aligned standards, where 

the learners are encouraged to “compare and reflect on products, practices, and the 

perspectives of the target cultures and their own culture” (p. 7). Besides, ACTFL (2015) 

emphasised global competence, which is used interchangeably with ICC, defined as: 

The ability to communicate with respect and cultural understanding in more than one 

language is an essential element of global competence. This competence is developed 

and demonstrated by investigating the world, recognising and weighing perspectives, 

acquiring and applying disciplinary and interdisciplinary knowledge, communicating 

ideas, and taking action. Global competence is fundamental to the experience of 

learning languages, whether in classrooms, through virtual connections, or via 

everyday experiences. (p. 11) 

Overall, as indicated in Table 3.1, despite the curriculum development related to ICC 

varying across countries, there are some common themes regarding the learning objectives of 

ICC stressed across the curricula. Language learners are expected to explore and respect 

cultural differences and understand and reflect on their own culture and other cultures. 

Although Deardorff (2006) stated that students’ ICC could be enhanced through the 

curriculum, it cannot be assumed that learners will achieve the learning objectives identified 

in the curriculum (Kohler, 2020). This indicates the need for classroom-based research to 

investigate the feasibility of developing these learning objectives. Furthermore, although the 

curriculum provides guidelines for intercultural language teaching, the ways students can 

base their learning on the curriculum and the curriculum can support learning still need to be 

further studied (Byram, 2014). The next section focuses on the principles for intercultural 

language teaching and learning.  
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3.2.3 Intercultural Language Teaching and Learning Principles 

Two principles were established to guide teachers to include the intercultural 

dimension in their language teaching: Liddicoat and Scarino’s (2013) five principles for 

intercultural language teaching and learning in the Australian context and Newton et al.’s 

(2010) six principles for intercultural communicative language teaching in the New Zealand 

context. These two sets of principles are presented because they are relevant to the context of 

this study (see Table 3.2).  

Table 3.2 

Principles for Intercultural Language Teaching and Learning  

Scholars Principles 
Liddicoat & 
Scarino (2013) 

1. Active construction: understanding how learning happens in language 
learning.  

2. Making connections: acknowledging that languages and cultures are not 
acquired or experienced in isolation.  

3. Social interaction: recognising both that learning is a fundamentally 
interactive act and that interaction with others is the fundamental purpose 
of language use.  

4. Reflection: fundamental to any teaching and learning process that focuses 
on interpretation.  

5. Responsibility: recognising that learning depends on the learner’s 
attitudes, dispositions, and values, developed over time; this is evident in 
accepting responsibility for one’s way of interacting with others within 
and across languages and for striving continuously to better understand 
self and others in the ongoing development of intercultural sensitivity. (pp. 
57–59)  

Newton et al. 
(2010) 

1. Integrates language and culture from the beginning  
2. Engages learners in genuine social interaction  
3. Encourages and develops an exploratory and reflective approach to culture 

and culture-in-language 
4. Fosters explicit comparisons and connections between languages and 

cultures 
5. Acknowledges and responds appropriately to diverse learners and learning 

contexts 
6. Emphasises intercultural communicative competence rather than native-

speaker competence. (p. 63) 

Liddicoat and Scarino (2013) provided a comprehensive framework for intercultural 

language teaching. The five principles highlighted the exploratory and reflective approach to 

intercultural language learning (Liddicoat & Scarino, 2013). They also referred to this 

approach as intercultural reflection, which involves learners distancing themselves from their 
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interpretation. Similarly, reflection was acknowledged by Byram (2021) as the prerequisite 

for “decentring” when exchanging meanings across languages and cultures. Reflection is 

important because, through reflection, students can come to understand the nature of 

communication, i.e., the exchange of meanings across languages and cultures, and the 

understanding of how these processes shape their identity (Kohler, 2020). Although these 

five principles do not include cultural comparison, Liddicoat and Scarino (2013) explicitly 

included them in their intercultural language teaching and learning model. This model 

consists of four interrelated steps for intercultural language learning: noticing, comparing, 

interacting, and reflecting (Liddicoat & Scarino, 2013).  

To support teachers in understanding the strand of cultural knowledge, Newton et al. 

(2010) were commissioned by the Ministry of Education to write a report on intercultural 

language learning in New Zealand. The report aimed to guide language teachers’ practices in 

the classroom to develop students’ ICC.  Six principles articulated by the report are presented 

in Table 3.2. In particular, Principles 3 and 4 are consistent with the cultural strand in the 

NZC’s language curriculum published by the Ministry of Education (2007). Different from 

Liddicoat et al.’s (2003) principles for intercultural language teaching, Newton et al.’s (2010) 

report stressed cultural comparison and the awareness of cultural diversity. Particularly, 

Newton et al. noted that teaching a language interculturally entails recognising and 

embracing diversity in the classroom, which is especially related to learners’ cultural and 

linguistic backgrounds. With New Zealand teachers facing more culturally diverse classes 

(Newton, 2016), recognising and embracing diversity in the classroom becomes increasingly 

important. As a result, teachers have a responsibility to manage the representation of 

culture(s) that are new to students and to show an appreciation of and respect for the 

culture(s) that students bring with them into the classroom (Newton, 2016). Significantly, 
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Newton et al.’s (2010) report filled the gap in the NZC by addressing the intercultural goals 

in language teaching and learning (Biebricher et al., 2019). 

To summarise, this section has focused on the interrelations between language and 

culture, curriculum development in various contexts, and ICC teaching principles. The effort 

that has been committed to teaching ICC on a theoretical level is evident. Nonetheless, 

according to Byram (2021), there appears to be a widening gap between these expanded 

curriculum goals and teaching practice. To put it another way, implementing intercultural 

dimensions in teaching and learning is challenging and time consuming (Sercu, 2006). More 

information about incorporating intercultural dimensions in the language classroom can be 

found in the following section. 

3.3 Empirical Research on Developing Language Learners’ ICC 

For the empirical studies on developing ICC, most literature has been published from 

teachers’ perspectives (e.g., Dervin & Hahl, 2016; Gong et al., 2018; Han & Song, 2011; 

Oranje & Smith, 2017; Sercu, 2006; Sercu et al., 2005), especially their beliefs and practice of 

developing ICC (e.g., Brunsmeier, 2017; Castro et al., 2016; Díaz, 2013; Driscoll et al., 2013; 

Sercu, 2005; Toner, 2010; Walton et al., 2013). Even though there have been some studies 

focusing on the development of students’ ICC, they were mostly based on tertiary education, 

such as students’ ICC development due to the study abroad programme (e.g., Holmes et al., 

2015; Howard, 2019; Jackson, 2017; Tanabe, 2019; Terzuolo, 2018). Few empirical studies 

have been conducted to investigate school-aged language learners’ ICC development. Despite 

the scarcity of the research on students’ ICC development, several studies across countries have 

reported successful pedagogical involvement in raising students’ ICC by integrating 

intercultural dimensions in language teaching (e.g., Byram et al., 2001; Izmaylova, 2017; 

Kohler, 2020; Liddicoat et al., 1999; Ohi et al., 2019; Peiser, 2016; Svarstad, 2016).   
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Three topics regarding empirical research on ICC development relevant to this study 

include the development of language learners’ ICC across various contexts, the use of 

pedagogical tools to develop ICC, and developing CFL learners’ ICC. The following sections 

will elaborate on these topics.  

3.3.1 Empirical Studies on Developing Language Learners’ ICC Across Different Contexts 

This section reviews the literature on the empirical studies that demonstrated the 

students’ ICC development in the school context across Europe, the USA, Australia, China, 

and New Zealand. 

Europe. To respond to the requests from language teachers for examples of practice 

to develop students’ ICC, Byram et al. (2001) published a collection presenting several case 

studies from secondary sectors to the university level. These studies included proposals for 

courses and syllabi with detailed classroom processes to develop students’ ICC through 

integrating language and cultural learning. For example, Morgan (2001) conducted a case 

study in which secondary students from France (14 years old) and England (17 years old) 

prepared materials to send to a partner class in another country. Students were asked to focus 

on the topic of “law and order.” They had to explore their cultural context and present the 

cultural information accessible to the partner class. In the classroom, students could write in 

their first language and choose the way of presenting cultural information. Morgan found that 

students’ explanations and discussions about the topics they chose disclosed a raised 

intercultural awareness of their own cultures and others’ cultures, which indicates the 

influence of the pedagogical intervention.  

According to two studies conducted in the Spanish context, exploring cultural 

differences could raise students’ intercultural awareness and understanding. Rodríguez and 

Carranza (2017) investigated 25 secondary students’ ICC development with the learning of 

Arabic. Students engaged in storytelling and cross-cultural projects with culture-based 
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teaching materials. In particular, they participated in three different activities with different 

topics. One of the activities was storytelling. Two Arabic tales were handed to students. 

Students were asked to portray the ways of life in the tales to develop their intercultural 

awareness. They were also expected to be aware of the cultural differences between Arabic 

culture and their own culture. After the project, the students demonstrated a deeper 

understanding of different cultural aspects and strengthened bonds with students from diverse 

cultural backgrounds. Similarly, Barton et al. (2009) conducted a language awareness 

programme in seven primary schools in Spain. One of the aims of this programme was to 

develop students’ intercultural awareness and understanding. Particularly, students were 

involved in this programme to explore cultural differences and similarities. For instance, 

students watched videos about the cultural and geographical characteristics of Germany in 

class. They found that pupils were positive about the cultural differences and diversity 

because most of them had overseas travel experience. However, they were unsure about how 

the overseas experience contributed to the students’ intercultural awareness. Particularly, 

there was no direct evidence suggesting the components of attitudes were developed due to 

students’ overseas experiences.  

Multicultural environments might contribute to students’ ICC development. In 

Germany, Odağ et al. (2015) examined university students’ development of the 

understanding of ICC. One hundred and thirty undergraduate students who lived on a 

multicultural campus answered short qualitative questions about how they defined ICC. The 

findings showed that the participants defined ICC in terms of interaction, communication, 

and cultural harmony. They argued that multiculturalism contributes to students’ tolerance 

toward other cultures. Similarly, Schwarzenthal et al. (2019) proved that cultural diversity in 

the classroom enhances students’ ICC development. Notably, multicultural environments in 
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classrooms foster interaction between students from diverse cultural backgrounds 

(Schwarzenthal et al., 2019).  

The USA. In the US context, Wagner et al. (2017) published a collection that focused 

on students’ development of ICC in four American primary and middle school classrooms. 

There was good evidence of success in enhancing students’ ICC in this collection. For 

instance, Silvey and Gräfnitz (2017) created and implemented a unit on houses around the 

world in a 4th grade (9 to 10 years old) Spanish class. Teachers helped students discover and 

uncover the similarities and differences between various houses in the USA and the 

Caribbean. In terms of learning language, students were expected to use new vocabulary, 

appropriate verbs, and correct usage of numbers when they answered the question “What is 

outside your house?” Students submitted their reflections as their homework. Different 

statements guided their reflections. For example, one statement was, “I am curious and open 

to different cultures.” The researchers reported that students demonstrated reflections and 

critical cultural awareness. In particular, students showed their reasoning skills and the ability 

to demonstrate different perspectives. 

In the context of tertiary education in the USA, the exploratory study conducted by 

Drewelow and Mitchell (2015) examined college Spanish learners’ understanding of culture. 

Data were collected from open-ended responses to a survey. One hundred and seventy-nine 

student participants conceptualised culture as “a set of products, behaviours, historical events, 

and customs tied to a country” (p. 243). Their study found that most students showed an 

interest in learning more cultural knowledge in the classroom. Similarly, in Allen’s (2004) 

cultural portfolio project, French language learners demonstrated their understanding of 

culture in class. However, different from Drewelow and Mitchell’s (2015) study, students in 

Allen’s (2004) study were guided to create metaphors to define culture. As a result, students 

were found to demonstrate insightful definitions of culture.  
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Regarding the development of attitudes, Bateman (2002) found conducting 

ethnographic interviews with students could raise students’ openness toward the target 

culture. In particular, 35 university Spanish learners learned about interviewing skills and 

were asked to interview one Spanish native speaker. Students demonstrated more empathy 

and understanding for people from Hispanic cultures at the end of the project. They perceived 

cultural differences as normative and found the cultural differences were rather interesting. 

The results showed the significant influence of interacting with cultural otherness in 

developing students’ openness towards other cultures. 

Australia. Reflection played a significant role in the following three studies 

conducted with young language learners in Australia. Liddicoat and Scarino (2010) 

conducted a case study to explore five foreign language teachers’ processes of eliciting 

(developing) interculturality in language teaching and their Year 10 students’ ICC 

development. The whole class of students was asked to complete a writing task. Then 

students were interviewed to reflect on their writing. Liddicoat and Scarino concluded that 

the elicitation of ICC must include opportunities for students to interact interculturally and 

analyse, appraise, reconsider, and learn from the interaction in an ongoing way. In addition, 

the findings of their study suggested reflection can play a significant part in students’ ICC 

development. However, their study did not identify evidence for the development of ICC. In 

contrast, Moloney (2007) found some indicators of school-aged language learners’ ICC 

development in one Australian primary school. In particular, students revealed their 

understanding of the relationship between language and culture, curiosity, and critical 

reflection on their identity. 

Similar to the above two studies, which adopted reflection to develop students’ ICC, 

Skene (2014) investigated three Australian primary school classes’ language learning and 

how three teachers applied reflection in their French classes with low-level learners aged 
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around 10. In the class, students learned the language of buying and selling bread in French 

culture. Learners were encouraged to reflect on the French language they chose to use in their 

performance of French conversations. The topic for the intercultural project was le pain et la 

boulangerie (bread and the bakery). Students began by watching a video about a young boy 

from Lyon talking about a day in his life, followed by a class discussion for students to 

discuss what they had observed. The focus point of the video was the bread, and what it 

represents in French culture was then introduced through photographs. Students were invited 

to write a reflection in English about one aspect of the class discussion. Skene (2014) found 

that students reflected on their individual experiences, which were compared with French 

culture. Through the reflection, the student participants demonstrated nonjudgmentalism. 

Particularly, one student commented that “riding a bike with baguettes underarm” is a 

stereotype of French people (p. 56).  

Morgan (2010) conducted a study to explore an interculturally oriented language class 

in which young learners (Years 1–3) learned Indonesian. In particular, language learning in 

her study emphasised how pronouns indicate identity and the understanding of self. The 

interaction between teachers and students in the class was audio-recorded. She stated that 

learners’ meaning-making through scaffolded interaction needs to be focused on developing 

their ICC (Morgan, 2010). In particular, learners were encouraged to share their individual 

experiences and understandings of their own culture and other cultures via engaging with the 

authentic text in the target language and group discussion (Morgan, 2010). Morgan found that 

students could still compare different cultures and reflect on what they learned despite their 

young age (6–8 years old). In particular, the students “were able to identify their own use of 

first-person pronouns and compare these with Indonesian examples, noticing differences” (p. 

33). This indicates the feasibility of encouraging young language learners to reflect upon the 

cultural differences to enhance IC.  
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Recently, Kohler (2020) conducted a longitudinal case study to develop her students’ 

intercultural language learning in the Australian higher education context. The participants 

were 15 language learners of Indonesian in a tertiary language programme. Her study aimed 

to enable language learners to engage in increasingly diverse communities through 

developing their ICC, particularly their “empathy, solidarity, and appreciation of otherness” 

(p. 3). The course included three modules with clear intercultural and language learning 

goals. Also, there was a wide range of pedagogical tools applied via discussing images of 

Indonesian landscapes. The ways pedagogical tools were used included comparing the 

anthems of Indonesia with other countries, creating cultural artefacts, and presenting videos 

about life in Australia. The use of these resources aimed to mediate students’ understanding 

of languages and cultures (Kohler, 2020). The data were collected across 1 academic year 

and analysed with thematic and discourse analysis. Kohler reported that students 

demonstrated ICC development in terms of “expanding knowledge, recognising diverse 

perspectives, adjusting to others, and developing awareness of one’s own situatedness” (p. 

134). She concluded with an emphasis on the critical and developmental perspective for 

intercultural language learning. 

China. Like other contexts specified in this section, most studies regarding 

developing students’ ICC in the context of China have been conducted in tertiary education 

(He, 2014; Lai, 2016; Liu, 2018). For instance, Yang and Fleming (2013) studied Chinese 

non-English undergraduates’ ICC in Beijing, China. Their study revealed that participants 

demonstrated ICC development due to watching films and TV series of the target culture. 

Besides, Wang and Kulich (2015) conducted an intervention study in which 57 Chinese 

undergraduates participated in the “home-based” interview project. Their study found that 

this intervention project dramatically improved students’ ICC. Specifically, after the 

implementation of the project, students were found to understand the concept of culture from 
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new perspectives, relearn their own cultures, show positive attitudes toward cultural 

otherness, and overcome prejudice and stereotypes (Wang & Kulich, 2015). 

New Zealand. As mentioned in the Introduction, developing students’ ICC through 

language education is increasingly emphasised in the New Zealand context (Ministry of 

Education, 2014, 2016; Newton, 2016; Newton et al., 2010). Oranje (2016) focused on 

supporting the practice of developing ICC in the New Zealand secondary school context. An 

intervention with both teachers and students in German and French classes from three 

secondary schools was conducted. Data were collected from interviews, group discussions, 

and observations. After the data analysis, Oranje reported that “mediating tools that could 

empower the practice of intercultural communicative language teaching (ICLT) were 

inaccessible, flawed, or ineffectively used” (p. iii). Although there were negative outcomes 

regarding the implementation of tools, Oranje revealed that the low levels of the practice of 

intercultural language teaching were due to a lack of appropriate tools to support teachers’ 

development of students’ ICC in the language classroom. The lack of pedagogical guidelines 

and tools was also claimed in other studies (e.g., Conway et al., 2010; Tolosa et al., 2018).  

A 2-year project funded by the Teaching and Learning Research Initiative of New 

Zealand was conducted to enhance students’ ICC in primary and intermediate schools (East 

et al., 2018). The participants were five primary and intermediate teachers and their language 

learners (Year 7 and Year 8) from different schools. These five teachers taught a range of 

languages, i.e., te reo Māori, Chinese, French, and Japanese. The study was situated within 

Newton et al.’s (2010) six principles of intercultural language teaching. Contrary to the other 

empirical studies in the New Zealand context, this project provided insights into the 

development of ICC from both teachers’ and students’ perspectives. Specifically, from the 

teachers’ perspective, Biebricher et al. (2019) reported on a multiple case study to investigate 

two Mandarin teachers’ intercultural language teaching. The data were gathered from 
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classroom observations and semistructured interviews. In the interviews, both teachers were 

encouraged to reflect upon their ways of teaching ICC and possible further improvements in 

their teaching practice. Biebricher et al. found that the teacher participants faced challenges in 

teaching stereotypes, the extent of the target language use for intercultural topics, and 

balancing language and culture. Concerning students’ perspectives, Howard et al. (2019) 

revealed how beginner language learners’ ICC developed due to the shifts in teachers’ 

practices. Twenty-five to 32 students aged 11 to 13 participated in this study. Students’ focus 

group discussions and interviews were conducted. Howard et al. reported that students 

demonstrated skills of cultural comparison and open-mindedness. Through watching videos 

of the target cultures, students developed a conscious awareness of some taken-for-granted 

cultural practices and beliefs for the first time. Most importantly, there was evidence 

regarding students’ demonstration of the third-place position, “where they did not need to 

abandon their own sense of self as they became more accepting of multiple perspectives” (p. 

10).   

In conclusion, this section has looked at the empirical studies that focused on 

developing students’ ICC from various research projects around the world. Most studies 

appear to have only focused on specific aspects of ICC, such as cultural comparison and 

openness to other cultures, rather than a holistic ICC development suggested by Deardorff 

(2016) and Byram (2021). Furthermore, the classroom activities with a wide range of 

resources, such as texts, videos, and students’ reflections, employed in the literature show 

that the role of these tools in developing students’ ICC has tended to become increasingly 

acknowledged. Therefore, the next section will focus on the specific tools that could be used 

in this study to enhance students’ ICC. 
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3.3.2 Pedagogical Tools in Developing ICC 

ICC pedagogical tools in this study are defined as the classroom resources which can 

be employed in the language classroom to develop students’ ICC (Oranje, 2016). From the 

perspective of SCT, all teaching and learning activities are mediated by tools (Vygotsky, 

1978; Wertsch et al., 1995). These tools can include “objects, technologies, practices, 

identities, social institutions, communities, and also language and other semiotic systems” 

(Jones & Norris, 2005, p. 5). In the language classroom, tools are categorised by Deardorff 

(2016) as direct tools and indirect tools. A wide range of direct tools has been used to 

develop students’ ICC. These tools include interactive activities, such as role-plays and 

simulation games (e.g., Donahue & Parsons, 1982; Magos & Politi, 2008; Zamboanga et al., 

2016); media units, such as videos, images, pictures, cultural artefacts, and films (e.g., Byram 

et al., 2001; Jin & Dervin, 2017); internet technology, such as social media, emails, and 

websites (e.g., Baron-Earle, 2013; Belz, 2007; Izmaylova, 2017; Peiser, 2016; Ritchie, 2009), 

and literature, such as textbooks, poetry, and folktales (e.g., Burwitz-Melzer, 2001; Hibbs, 

2015; Hoff, 2019; Porto & Zembylas, 2020). Indirect tools can include “self-reports, 

reflective writing, portfolios, and learning logs” (Scarino, 2010, p. 328). Compared to 

indirect tools, direct tools are widely used in the language classroom because they are more 

accessible to both teachers and students (Scarino, 2010). Although indirect tools are not as 

commonly used as direct tools, they have become popular in developing students’ ICC in the 

language classroom because ICC can be “seen” better (Sinicrope et al., 2007). In other words, 

indirect tools can be used to evidence students’ ICC development.  

The following sections review three direct pedagogical tools, i.e., role-plays, videos, 

and cultural artefacts, and one indirect tool, reflective tasks, that teachers could use to 

develop students’ ICC in language classrooms. 
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Role-plays. Role-plays have long been a part of foreign language teaching strategies, 

according to the INCA Project (2009). The key feature of role-plays lies in that it simulates 

intercultural encounters. Intercultural encounters are essential for intercultural learning and 

awareness development (Holmes & O’Neill, 2010). The reason is that intercultural 

encounters offer a “place where individuals can shift their focus away from an external 

evaluation of the other to an inward contemplation of their intercultural competence” 

(Holmes & O’Neill, 2012, p. 707). Holmes and O’Neill’s (2012) statement indicated that the 

intercultural encounter simulated by role-plays might enable students to have more 

opportunities for reflection and engagement in intercultural communication (Kearney, 2016).  

In particular, role-plays combined with critical incidents can be used as a problem-

solving practice to develop students’ skills of interaction (Byram, 1997). Critical incidents 

“comprise a description in the text of an intercultural encounter that creates confusion or 

animosity between the parties involved” (Risager, 2007, p. 42). Students have to choose 

plausible explanations for why the difficulty arises and avoid such problems in an 

intercultural encounter (Risager, 2007). As a result, role-plays might engage students 

personally in examining attitudes and behaviour that will be critical to their development of 

ICC (Fowler & Blohm, 2004). The problem-solving practice embedded in the 

implementation of role-plays might also develop the skills of presenting ideas, explaining 

positions, and arriving at a solution for addressing cultural misunderstandings of conflicts. 

However, Damen (1987) claimed that the solutions should neither be apparent nor overly 

controversial.  

There have been some examples of implementing role-plays to develop students’ 

multiple interpretations of cultural issues in foreign language classrooms (e.g., Apedaile & 

Schill, 2008; Bruster & Peterson, 2013; Donahue & Parsons, 1982; Léon-Henri & Jain, 2017; 

McAllister et al., 2006; Snow, 2015; J. Wang, 2017; Zamboanga et al., 2016). For instance, 
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Snow (2015) introduced an encounter exercise (role-play) to explore the components of ICC 

that could be developed. Snow found that role-plays could develop learners’ multiple 

interpretations of cultural misunderstanding. J. Wang (2017) conducted a case study with 14 

CFL learners who were in their final year at a British university. The teacher prepared the 

materials for role-plays, which were the simulated examples of intercultural interaction 

between Chinese and British people from textbooks. Students worked in groups of three or 

four in her classroom to role-play an intercultural interaction based on cultural 

misunderstandings. After the role-play, the students expressed their opinions about the 

character they played. After two lessons of role-plays, J. Wang (2017) found that students 

showed nonjudgmentalism after role-playing the intercultural encounters. She concluded that 

role-playing intercultural encounters embedded with cultural assumptions helped students 

deconstruct essentialism and better understand cultural norms. Similarly, Ghadiri et al. (2015) 

argued that role-plays could be applied to guide students to avoid possible intercultural 

conflicts. In particular, they employed simulations to prevent possible intercultural conflicts 

among Iranian learners. Their study demonstrated students’ developed skills of interaction, 

particularly skills of avoiding cultural misunderstanding and cultural sensitivity after the role-

plays.  

Cultural Artefacts. Cultural artefacts refer to the facts, food, festivals, and practice 

of a particular cultural group (Holmes, 2014). The objectification of culture through cultural 

practices and symbols is widely discussed in intercultural language education (Dervin, 2016; 

Moloney, 2013; D. Wang, 2017; Wilson & Scrimgeour, 2009). Previous studies showed that 

language teachers tended to present the target culture with cultural artefacts, especially in 

Chinese language teaching. However, the cultural artefacts were “usually studied at the 

exclusion of cultural values” (Liddicoat et al., 2003, p. 28). For instance, East (2012) studied 

New Zealand Chinese language teachers’ practice. Two common focuses were Chinese 
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traditional food and festivals (East, 2012). He revealed that teachers focused on “culture as 

artefact” as a discrete component of their work, although they recognised that the learning 

area expected something more than enhancing students’ knowledge of cultural artefacts.  

Cultural artefacts have been proved effective in helping students develop the skills to 

analyse, compare, and contrast different cultures. For example, Topuzova (2001) conducted 

research that utilised Christmas cards to develop students’ (14- to 19-year-olds) ICC in an 

English language class in Bulgaria. The course aimed to show the changes in the Bulgarian 

Christmas tradition and compare it with the British tradition through Christmas cards. With 

the cards, students discovered the cultural differences and learned about British culture.  

It is also necessary to ensure that the target culture embedded in the cultural artefacts 

remains accessible and relevant to all language learners (Newton et al., 2010) because 

students will become more interested in the target culture if they find the cultural content 

presented in class relatable. For instance, D. Wang (2017) found that students generated more 

interest in Chinese culture after learning about Chinese young people’s favourite rap songs, 

which she identified as a cultural artefact. She indicated that cultural activities were in danger 

of essentialising Chinese culture as a distant, static, and fixed entity because they did not 

fully represent the fast-changing social and cultural environment of China. According to D. 

Wang, most of these activities failed to connect with pupils living in the UK and develop 

their ICC because students did not feel these activities were relatable.  

Videos. Using media units in foreign language classrooms to elicit students’ ICC has 

been popular with the advent of information technology (Zong, 2009). These media units 

involve films, television programmes, or short videos that provide vivid cultural information, 

such as the schooling in the target culture, the food and the daily life of the target culture. In 

comparison with other pedagogical tools, videos are particularly useful in demonstrating 

nonverbal communication, analysing intercultural variations and providing culturally specific 
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information (Liddicoat & Scarino, 2013). In particular, students can practise their listening 

and speaking skills when they watch videos and learn about other cultures at the same time. 

In the New Zealand context, several studies showed that language teachers used YouTube 

videos to show students other cultures (e.g., East et al., 2018; Oranje, 2016; Ramírez, 2018). 

Duffy and Mayes (2001) conducted a 2-year project in upper secondary education in 

England to develop students’ ICC. The teaching of ICC in this project aimed to develop 

students’ attitudes of empathy, curiosity, and openness towards French culture. In particular, 

students were asked to watch the video material from the BBC and comment on the cultural 

differences between France and Britain. The researchers claimed that the videos engaged 

students with vivid information about the target culture and enabled the students to explore 

more about the target culture.  

Nevertheless, videos might also have drawbacks; they might be time-consuming, and 

there might be content irrelevant to the teaching and learning objectives in the classroom. 

Moreover, especially with young language learners, how relatable or interesting the videos 

seems to play a critical role. For example, Ganassin (2019) found that students challenged the 

moral behind a Chinese fable (井底之蛙)6 displayed in a short video because they did not 

feel the content of the video was relatable to them.  

Reflective Approach. Intercultural communicative competence is most likely to be 

enhanced if students are encouraged to reflect critically (Byram, 2021; Guilherme, 2000). 

Reflection could raise students’ awareness of certain intercultural situations or even their 

cultural identity (Holmes & O’Neill, 2010; Jackson, 2011). In other words, reflection fosters 

the development of a “meta-level understanding of oneself and one’s own culture” (Scarino, 

2010, p. 324). That is, through engagement with and exploration of other cultures, and 

 
6 This is a story about a frog in a shallow well and a giant turtle from the ocean. The frog in the shallow well (井
底之蛙 in Chinese) is a metaphor for a narrow-minded person. 
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reflection on one’s own, language learners can view culture from a different perspective. 

Through knowing others, students can also come to know themselves (Holmes & O’Neill, 

2010). As a result, it was highlighted by Castro et al. (2016) and Scarino (2014) that the 

reflective approach to intercultural language learning and teaching needs to be explicitly 

included in education policy, curricula, and training programmes. 

Borghetti (2012) started to integrate an intercultural approach with teaching practice, 

drawing on the design of teaching practice focusing on the students’ understanding and 

reflection on ICC and intercultural content in the foreign language classroom. Similarly, Díaz 

(2013) developed critical intercultural pedagogies in higher education in Australia. 

Particularly, her study employed intercultural modules, intercultural reflection worksheets, 

online discussion forums, workshops, and in-class presentations concerning ICC. In New 

Zealand, Holmes and O’Neill (2010) studied the ICC of 64 New Zealand international 

students from East and South East Asia. Students were asked to write a research report to 

interpret and analyse intercultural encounters. Their results indicated the potential for 

reflective practice in developing students’ ICC in classrooms. Most significantly, Tarasheva 

and Davcheva’s (2001) study suggested that a reflective approach helped students raise 

deeper awareness of what they had taken for granted in their own culture. In their study, 

students were invited to reflect on the aspects of their own cultures, such as the stories they 

read in childhood and the myths that are part of their national heritage.   

However, the objectives of foreign language education have been criticised for 

overlooking the reflection of the complexities of the contemporary world (Dervin & Gross, 

2016; Hoff, 2019). Previous research has also shown that the reflective stance is challenging 

and still not prevalent compared with other pedagogical methods (e.g., Conway & Richards, 

2016). It also might be time-consuming because students have to write different perspectives 

using different concepts for various issues.  
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To sum up, this section has reviewed some pedagogical tools that have been utilised 

in the foreign language classroom to enhance students’ ICC. The choice of useful tools to 

elicit students’ learning outcomes of ICC has become essential in developing students’ ICC 

(Oranje, 2016). In general, “good” tools in language education should promote interactivity, 

autonomy and challenge in students’ learning (Swarbrick, 2013). Also, the tools need to be 

relevant to the learning objectives, suit students’ linguistic level, be authentic, and raise 

students’ interest (Morgan, 2001). In some cases, there was a combination of pedagogical 

tools (e.g., Allen, 2004; Oranje, 2016). Overall, to ensure students’ ICC development, the 

tools have to be appropriately used (Byram, 2021), considering students’ needs and 

contextual requirements.  

3.3.3 Developing CFL Learners’ ICC 

With increasing interest in learning CFL around the world (Hanban, 2017; Jin & 

Dervin, 2017), interculturality in CFL teaching and learning has received attention from 

many researchers and institutions (Holmes, 2004; Kennedy, 2016, 2020). Nevertheless, 

implementing an intercultural orientation in CFL classrooms is still challenging and complex 

(Moloney, 2013) because there is still a lack of explicit learning objectives and examples of 

teaching practice regarding the teaching of culture (Díaz, 2015). In the New Zealand context, 

Kennedy’s (2016) study showed that the awareness of the intercultural approach among CFL 

teachers was still in the preliminary phase. 

Jin and Dervin (2017) presented a collection of studies that provided rich examples 

and data regarding how interculturality was integrated with CFL teaching and learning. For 

instance, Ganassin (2019) presented a case study with 23 pupils in two Mandarin Chinese 

community schools. Students were interviewed and found to construct a complex 

understanding of the Chinese language and attach emotional values and family relevance to 

learning Chinese. Two years later, Ganassin (2019) investigated how pupils and teachers in 
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the UK constructed Chinese culture. Her study showed that pupils valued the experiential 

learning of culture through activities such as plays and celebrations. These pupils had the 

opportunity to (re)connect with their family and personal histories. Also, students 

demonstrated their interest in how Chinese culture could be meaningful for their family 

histories and their own identities.  

J. Wang (2017) investigated students’ intercultural communicative competence and 

cultural activities in four Chinese complementary schools in London. Chinese 

complementary schools aim to transmit the Chinese culture and language to Chinese heritage 

learners. The students were aged between 4 and 18. In her CFL class, students learned 

traditional Chinese paper-cuttings used as window decorations. They also made Chinese 

dumplings in class. After the interviews with the students, J. Wang found that most students 

were optimistic about cultural activities because they helped them have a deeper 

understanding of the Chinese language and culture and gain confidence in communication 

with native Chinese speakers. However, she also found the danger of concentrating on 

symbolic or representative cultural objects, which might lead to stereotypes.  

In the New Zealand context, researchers have begun to emphasise the importance of 

intercultural reflection in the development of ICC in the CFL classroom. For instance, 

Conway and Richards (2016) administered a nationwide survey and interviewed six foreign 

language teachers. As a result, two examples provided evidence of engaging students with the 

reflection on their own culture and other cultures. Still, teachers’ data seemed to be 

insufficient in this study to prove the impact of reflection on developing ICC. Conway and 

Richards indicated that most teacher participants had limited understanding and use of 

reflection in developing ICC. Only two of the teacher participants encouraged students to 

reflect on their own culture and other cultures. Therefore, Conway and Richards called for 

more professional development as a solution for teachers’ insufficient reflective practice in 
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intercultural language teaching and learning. Recently, Kennedy (2020) investigated two 15-

year-old students learning CFL. The study found that the students regularly reflected on 

language and culture outside the classroom. She indicated that students were unlikely to 

develop ICC without explicit intercultural reflection during class.  

To sum up, previous empirical studies suggested that applying an intercultural 

approach in the language classroom was still challenging (Biebricher et al., 2019). Notably, 

there is a need for more appropriate tools to be developed to support students’ intercultural 

language learning. Also, further research is needed to investigate CFL learners’ ICC 

development in the New Zealand context.  

3.4 Summary 

This chapter has introduced the prior literature related to developing language 

learners’ ICC. The first section reviewed the relationship between language and culture. In 

particular, the conceptualisation of language and culture and the position of culture-in-

language teaching were elaborated. Also, curriculum development in terms of developing 

ICC and the principles for intercultural language teaching and learning have been introduced. 

The last section of this chapter focused on the empirical research on developing language 

learners’ ICC. Specifically, this section reviewed the previous studies of language learners’ 

development of ICC in various contexts, pedagogical tools that could be used to develop 

students’ ICC and developing ICC in the CFL context.   

Based on the existing literature concerning language learners’ ICC development, 

several gaps can be identified. Firstly, most research regarding developing ICC in the 

language classroom is from teachers’ perspectives. There have been few empirical studies 

conducted to develop school-aged language learners’ ICC. Consequently, learners’ voices 

seem to be overlooked in most of the research on intercultural language education. Secondly, 

previous studies indicated that language teachers lacked support to develop students’ ICC, 
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especially with the appropriate tools. Lastly, Deardorff (2016) stated that little research had 

been done to holistically examine ICC development concerning the four ICC dimensions: 

attitudes, skills, knowledge, and critical cultural awareness. It appears that most empirical 

studies only focused on the development of certain aspects (components) of ICC. Therefore, 

more research needs to be conducted to holistically develop school-aged language learners’ 

ICC with appropriate pedagogical tools. The next chapter will present the methodological 

considerations of this study. 
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Chapter 4 Methodology 

 4.1 Overview 

To address the research gaps identified in the Literature Review, the researcher 

investigated CFL learners’ development of ICC using three different ICC pedagogical tools 

across three New Zealand secondary schools. Each school (case) used one tool and the tools 

used across three schools were different. One main research question guided this study: How 

does ICC develop when learners engage with pedagogical tools (role-plays, videos, cultural 

artefacts) and reflective tasks in their CFL classes? 

Subsidiary questions: 

1. How do different components of ICC develop over a course of learning CFL?  

2. What role do different pedagogical tools play in the development of CFL learners’ 

ICC?  

This Methodology chapter begins by presenting the research paradigm in Section 4.2, 

followed by the justification for adopting the multiple case study design in Section 4.3. Then, 

Section 4.4 and Section 4.5 introduce the research setting and participants, respectively. Next, 

the data collection process, before the intervention, during the intervention, and after the 

intervention, will be illustrated in Section 4.6. The instruments involved in these phases will 

also be explained. Following the data analysis in Section 4.7, trustworthiness and ethical 

considerations are presented in Section 4.8 and Section 4.9. 

4.2 Research Paradigm 

Interpretivism assumes that the “objective reality can never be captured, and people 

only know it through representations” (Denzin & Lincoln, 2005, p. 5). An interpretive 

paradigm is compatible with the researcher’s ontology and epistemology that realities, in 

which the truths are contextualised, are multiple and dynamic. Besides, interpretivism 
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believes social phenomena need to be understood “through the eyes of the participants rather 

than the researcher” (Cohen et al., 2007, p. 21). As this study sought to explore CFL learners’ 

ICC development, an interpretive paradigm allowed the researcher to view reality through the 

participants’ perceptions. Furthermore, interpretivism guided the researcher to explore in-

depth and insightful perspectives from the student participants with different cultural 

backgrounds.  

The theoretical framework of the current study, SCT, is also a way of interpreting 

reality. Specifically, SCT is the lens used by the researcher to interpret students’ ICC 

development with the use of different mediational tools. Likewise, interpretivism informed 

this study in understanding and interpreting how the ICC pedagogical tools supported the 

development of ICC. On the one hand, accepting multiple perspectives in an interpretive 

paradigm can lead to a more comprehensive understanding of the situation. Therefore, 

different sources of data-collection tools, such as interviews, surveys, and reflective tasks, 

were conducted to provide different perspectives for understanding the nature of students’ 

ICC development with the implementation of ICC pedagogical tools. On the other hand, 

interpretivism understands and interprets human behaviour, which is time and context bound, 

rather than generalising and predicting causes and effects (Neuman, 2014). This paradigm 

guided the researcher to adopt a multiple case study design to investigate the application of 

the ICC pedagogical tools in each case, which will be presented in the following section. 

4.3 A Multiple Case Study Design 

The multiple case study approach suits this study because it captures different 

interpretations of reality and allows researchers to interpret reality from different perspectives 

(Dasgupta, 2015). As this study aimed to investigate CFL learners’ ICC development using 

three different pedagogical tools, a multiple case study design enabled the researcher to 

understand how the implementation of each pedagogical tool developed CFL learners’ ICC 
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development in each case. In addition, adopting an interpretive paradigm and multiple case 

study approach allowed the researcher to interpret students’ ICC development in different 

cases and explained the differences of the pedagogical tools in supporting the ICC 

development. This study cannot generalise all CFL learners’ ICC development. However, 

interpreting CFL learners’ ICC development as demonstrated in different cases helped the 

researcher gain insight into their ICC development.  

A multiple case study design is useful because various data sources ensure sufficient 

evidence and diverse perspectives (Stake, 2013; Yin, 2003, 2009). Regarding this study, 

answering the research questions required multiple data sources to construct different 

perspectives for interpreting how ICC pedagogical tools facilitate students’ ICC 

development. Accordingly, this study used surveys, semistructured interviews, and reflective 

tasks to investigate CFL learners’ ICC development. In addition, a multiple case study design 

entails holistic and meaningful portrayals of real-life situations or environments (Feagin et 

al., 1991; Stake, 2013). Adopting a multiple case study design enabled the researcher to 

provide detailed and holistic descriptions of students’ ICC development due to the 

implementation of different ICC pedagogical tools in the three cases.  

This study consisted of three cases, respectively conducted in three schools. These 

three cases were the three CFL classrooms situated in three New Zealand secondary schools 

that respectively implemented three ICC pedagogical tools, i.e., role-plays, cultural artefacts, 

and videos, combined with reflective tasks. Each case adopted a pre- and postintervention 

study design to examine the role of different pedagogical tools in students’ development of 

ICC in the three cases. The reason for choosing this design was because, as mentioned in the 

Literature Review chapter, teachers lack support for developing students’ ICC, especially 

with appropriate pedagogical tools.  
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The intervention in this study referred to the implementation of each pedagogical tool 

combined with reflective tasks in three CFL lessons to develop CFL learners’ ICC. 

Specifically, students from each case completed the survey prior to the intervention, and 

students who participated in the survey volunteered to be interviewed. During the 

implementation of the pedagogical tools, students completed reflective tasks in class, which 

were designed to document their learning outcomes. After the intervention, the same group of 

students completed the same survey and participated in the final interview. The comparison 

of the data collected from the beginning and the end of the study and students’ responses to 

the reflective tasks indicated students’ ICC development. The details of the intervention itself 

are presented in Section 4.6.2.  

4.4 Research Setting  

This research was carried out in three secondary schools, in New Zealand, where 

Chinese is taught as a foreign language. These three schools were respectively a state 

secondary girls’ school (School A), a state-integrated Catholic girls’ school (School B), and a 

co-educational state secondary school (School C). The gender balance in this study was 

unlikely to be achieved since two schools are girls’ schools (Schools A and C), and one is co-

educational (School B). Co-educational schools have both girls and boys educated together. 

School A had over 2,000 students, School B had over 700 students, and School C had around 

1,300, according to each school’s website. More details of each school will be presented in 

the background section of each findings chapter. 

The three schools have a long-established history of teaching languages, and the 

language programmes run throughout the four school terms each school year. Each school 

has students from Year 9 to Year 13 (ages between 12 to 18) learning CFL. Year 11 students 

who choose Chinese as a second language need to take NCEA Level 1. Learning Chinese in 

these schools is not compulsory. All the three classes in this study were taught by Chinese 
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native speakers who are New Zealand-registered teachers. CFL classes (Year 10 and 11) 

were offered twice a week (each class lasts 2 hours) during the data collection. The class size 

ranged from 10 to 20 students in each case of this study. The participants’ classes from the 

three schools used the same textbook, Nihao 1, 2, 37. The textbook was supplemented by 

additional material chosen by teachers. The teaching and learning of Chinese focused on 

speaking, listening, reading, and writing. 

There was some exploration of customs and culture in the CFL classrooms in each 

school. However, the pedagogy of Chinese teaching in each school was different. According 

to the teacher’s teaching plan, in School A, the Year 10 Chinese class focused on Chinese 

festivals, the links between Chinese culture and language, Chinese art, and Chinese food. 

Students used Ni Hao 2, an electronic device, a Chinese notebook, pens and pencils, and 

earphones in the class. This study started in Term 2, during which the teacher taught two 

units: Where are you? and My clothes. In Term 3, students learned about shopping, making 

phone calls, eating, weather, and colours. The assessment for each school term covered 

listening, reading, writing, and speech. The teacher listed class rules in her online language 

curriculum on the school website, such as being respectful and inclusive.  

According to the Chinese curriculum on School B’s website, the Chinese programme 

(Year 11) in School B aimed to let students enjoy the study and develop the ability to 

communicate in Chinese, to deepen their awareness and understanding of the ways of life and 

cultures, to foster students’ desire for further language learning, and to develop a sense of 

responsibility in their study of language. Students were expected to learn to understand and 

construct simple texts in Chinese and describe aspects of their background and their 

surroundings. Students also needed to have knowledge of present-day life and culture in 

 
7 Ni Hao 1, 2, 3 are the three levels of the Ni Hao series, designed for students from lower secondary school, 
who have no prior knowledge of Mandarin Chinese, to higher secondary schools who can use more advanced 
sentence structures, vocabulary and language. 
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China. Teachers and students worked on achievement objectives from Levels 3 and 4 of 

Chinese in the NZC during the year8. Students underwent some practice tests for listening, 

speaking, reading, and writing during the term. Throughout the year, there were four 

assessments for each of the skills. At the end of the year, a 2-hour exam evaluated students’ 

learning of Chinese throughout the year. Besides, student participants from School B also 

worked towards NCEA Level 1.  

In School C, the teaching and learning of Chinese (Year 9–Year 12) aimed to develop 

students’ four language skills of speaking, listening, reading, and writing to achieve NCEA 

Level 1, as the student participants from this school were in Year 11. The course aimed to 

extend students’ knowledge to allow them to understand and produce complex language. The 

content and language of the communication strand were targeted beyond the immediate 

context to include opinions. Students were expected to learn and recognise up to 300 Chinese 

characters. Internal assessments included presentations, interaction portfolios, or writing 

portfolios. The external assessment consisted of listening and reading. However, the 

researcher did not find the cultural aspect in the teacher’s teaching plan.  

4.5 Participants  

To recruit potential student participants, the researcher strictly followed the 

regulations of the Ethics Committee at the University of Auckland. Purposive sampling was 

adopted. Specifically, the researcher contacted the Chinese language advisor in The 

University of Auckland to ask for his support in contacting potential teacher participants to 

invite them to participate in this study. Teacher participants were CFL teachers who work in 

secondary schools in the Auckland area and were interested in language and intercultural 

teaching and thus likely to volunteer to implement the ICC pedagogical tools in their 

 
8 There are eight levels in the national curriculum that stretch from Year 1 through to Year 13. Each level 
represents a learning stage in that learning area (subject). Achievement objectives are set for each level for 
learning. 
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classrooms.  The researcher first invited CFL teacher participants to identify potential student 

participants. In the email invitation, the teachers who volunteered were asked to contact the 

researcher for further information about the study. After the researcher obtained teachers’ 

consent, the researcher then contacted the principals and boards of trustees to seek their 

consent to conduct the study in their schools. After obtaining the principals’ consent, the 

students in each teacher’s class were informed of the research procedures and were invited to 

participate in the study. The researcher contributed the information form and consent form; 

parents’ information form and consent form (because the student participants were under 16 

years old).  

Three teachers who were registered CFL teachers in Auckland, New Zealand, 

accepted the invitation. They were all female native speakers of Chinese9. Two of them (A2 

and A3) were from Taiwan, and one of them (A1) was from mainland China. However, their 

years of living in New Zealand, teaching Chinese, and cultural backgrounds differed. A2 and 

A3 had lived in New Zealand for about 20 years before the study, while A1 came to New 

Zealand only 4 years ago. Their time living in New Zealand also mirrored their teaching 

experience. The teacher from School A (A1) had been teaching for only 2 years. In 

comparison, A2 and A3 are experienced Mandarin teachers teaching Chinese for more than 

10 years.  

The participants of this study were 42 students (Years 10 and 11) from the three 

secondary schools mentioned in the research setting. The majority of the student participants 

(F=40, M=2) were between the ages of 14 and 15. Focusing on the students of Year 10 and 

Year 11 enabled the researcher to employ a wider range of ICC pedagogical tools, and the 

students of Year 10 and Year 11 had less pressure of NCEA exams compared with the 

students of Year 12 and Year 13. Students’ Chinese language proficiency in Years 10 and 11 

 
9 As there are variants of Chinese language, Chinese in this study refers to Mandarin Chinese. 
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allowed them to role-play intercultural encounters in the target language, Chinese. Besides, 

the focus on this age group increased the likelihood of developing their language proficiency 

and ICC at the same time. Furthermore, the researcher chose to focus on this significant 

demographic group because there was a research gap regarding the ICC development of 

school-aged language learners, as indicated in the Literature Review. The demographics of 

student respondents were derived from the initial survey that the student participants 

completed at the start of the project. The participant demographics are summarised in Table 

4.1. The participants were given a number in order to maintain their anonymity. 

Table 4.1 

Demographics of Student Participants in the Three Cases 

Name Gender Age Birthplace Parents’ 
birthplace 

First 
language 

Years of 
learning 
Chinese 

Other language 
spoken 

A01 F 14 NZ China English 3 Chinese 

A02 F 14 NZ NZ, China English 14 Chinese 

A03 F 14 South 
Korea South Korea Korean 2.5 English 

A04 F 14 South 
Korea South Korea Korean 1.5 English 

A05 F 13 NZ Samoa English 3 N/A 

A06 F 14 NZ NZ English 2 N/A 

A07 F 14 NZ NZ English 7 N/A 

A08 F 14 NZ Philippines English N/A Tagalog, 
Ilocano 

A09 F 14 NZ NZ English 7 N/A 

A10 F 14 NZ NZ English 3 Cantonese 

A11 F 14 NZ India English 3 N/A 

A12 F 15 India Ireland English 3 Malayalam 

A13 F 14 Indonesia Indonesia Indonesia
n 1.5 English 

A14 F 14 NZ China English 4 Chinese 

A15 F 14 NZ Vietnam, 
Cambodia English 2 N/A 

A16 F 15 NZ China, 
Malaysia English 1 Spanish 

A17 F 14 Thailand Thailand Thai 7 English 

A18 F 14 NZ NZ, China English 2 N/A 

A19 F 14 NZ NZ English 3 N/A 
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A20  F 14 NZ NZ English 1.5 N/A 

B01 F 16 South 
Korea South Korea Korean 3 English 

B02 F 15 NZ South Korean English 2 Korean 

B03 F 16 China China English 3 Cantonese 

B04 F 16 Czech 
Republic 

Czech 
Republic Czech 3 English 

B05 F 15 NZ Bangladesh Bangla 3 English, 
Sylheti 

B06 F 15 NZ Fiji Guajarati 1 English, Hindi 

B07 M 16 South 
Korea South Korea Korean 1 English 

B08 F 14 NZ China English 1.5 N/A 

B09 F 15 Cambodia Cambodia English 2 English 

B10 M 15 NZ NZ English 3 N/A 

C15 F 15 NZ Samoa English 3 Samoan 

C16 F 15 NZ NZ English 2 N/A 

C17 F 14 NZ Netherlands, 
Switzerland English 2 French, 

German, Māori 
C18 F 15 NZ NZ, Tonga English 2.5 Tongan 

C20 F 15 NZ NZ, England English 1.5 Japanese 

C21 F 14 NZ NZ English 1.5 Cantonese 

C22 F 13 NZ Cambodia English 1.5 N/A 

C23 F 14 NZ China English 14 Mandarin 

C24 F 15 South 
Korea South Korea Korean 1.5 

English, 
Chinese, 
French 

C25 F 14 Philippine
s Philippines Tagalog 1.5 English 

C26 F 15 NZ Samoa English 2.5 Samoan 

C27 F 15 NZ NZ English 1.5 N/A 
Note. A, B, and C represent the school each student attended: Schools A, B, and C refer to Cases 1, 2, and 3; 

there are some missing numbers because some participants dropped out.   

The demographics of the student participants indicate an evident ethnically, 

culturally, and linguistically diverse student population in the three cases. As Table 4.1 

shows, a large majority of the participants were born in New Zealand. Almost 30% of student 

participants were born overseas. Among this group of students, 90% of them were born in 

Asian countries. However, only 14 students have a parent of parents from New Zealand; most 

were immigrants from other countries. Thirty-one students identified their first language as 

English, and 26 of the students were bilingual or multilingual. Most students had learned 
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Chinese for 1 to 3 years. Only two students reported over 10 years of learning Chinese 

because they have a Chinese background. More details of the demographics of the student 

participants in each case will be given in the background sections of the three Findings 

chapters. 

4.6 Data Collection 

The data were gathered from the 42 CFL learners in three phases: before, during, and 

after the intervention, with three instruments, i.e., survey, semistructured interviews, and the 

reflective tasks completed by students after engaging with the selected ICC pedagogical tools 

(i.e., role-plays, video episodes, and cultural artefacts). The intervention consisted of 

implementing classroom pedagogical tools used in regular classroom CFL teaching during 

one school term (10 weeks). Figure 4.1 presents the data-collection procedures: before the 

intervention, the intervention, and after the intervention. These three phases will be explained 

in the following sections.  

Figure 4.1 

Data-Collection Procedure 

Before the intervention
(Term 2, 10 weeks)

•Initial meeting with the teachers
•Piloting and validating 
instruments

•Initial survey and interview with 
students

The intervention: 
Implementing ICC 
pedagogical Tools
(Term 3, 10 weeks)

•Identify the pedagogical tools with 
three teachers

•Implement the pedaogical tools in the 
three schools

•Collect students' reflective writing

After the intervention
(Term 4, 10 weeks)

•Distribute same survey 
(final survey)

•Interview same students 
(final interview)
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4.6.1 Before the Intervention 

After the first meeting with the teachers, the researcher distributed the initial survey 

and interviewed students to understand their ICC.  

Initial Survey. The survey of this study aimed to elicit information about the 

development of CFL learners’ ICC. The survey is practical and economical when collecting 

information from considerable numbers of participants. Drawing on the identified constructs 

of ICC and Byram’s ICC framework, the researcher drafted five open questions for the 

survey (see Table 4.2).  

Developing Survey Questions. To investigate participants’ demographic information 

and evaluate their ICC, the survey (Appendix 1) included two sections. The first section 

gathered respondents’ background information, including country of birth, language studied, 

and time spent abroad. The open questions of this study aimed to capture students’ 

perspectives, which might receive more valuable and insightful responses compared with the 

closed question (Nunan, 2005).  
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Table 4.2 

The Rationale for Open-Ended Survey Questions 

Open questions Components of 
ICC (Byram, 1997) 

The rationale 

1. In your own words, please define 
culture. 

Knowledge: 
Understanding of 
culture 

To understand students’ 
understanding of culture 
(Byram, 1997) 

2. Please describe your own cultures. 
(If you have a multicultural 
background, please feel free to write 
about all or one) Please describe 
aspects of your culture that you 
value, and which are important for 
you.  

Knowledge: 
Understanding of 
own culture 

Risager (1998) claimed that 
teachers need to develop 
students’ understanding of their 
own cultural identity 

3. What aspects of Chinese culture 
have you learned through learning 
Chinese? 

Knowledge: 
Understanding of 

other cultures 
(Chinese culture) 

To examine students’ 
understanding of Chinese 
culture  

4. What aspects of New Zealand 
culture do you think are different 
from other cultures? 

Skill of interpreting 
and relating 

Risager (1998) claimed that 
teachers need to develop 
students’ ability to see 
similarities and differences 
between cultures 

5. Do you think learning languages is 
important for you? Why? 

Attitudes This question aims to see if 
students relate learning language 
to cultural aspects 

Piloting. The survey was firstly revised based on the feedback from the researcher’s 

PhD peers to ensure its clarity before piloting. Then, the survey was distributed to 22 Year 10 

and Year 11 students in two secondary schools in Auckland. Before students started to 

complete the survey, the researcher asked the students to put a question mark beside the 

questions if they did not understand the questions and put a capital letter “D” if they found it 

hard to answer the questions. All students completed the survey in approximately 10 minutes. 

In Part 1, the researcher added some additional demographic questions. These questions 

included students’ parents’ country of birth based on students’ feedback. In Part 2, five open 

questions were designed to provide additional details for the participants’ ICC. The final 

version of the survey is included in Appendix 1.  
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Administration. Both the administration of the initial survey and the final survey had 

the same procedure, and the content was exactly the same. Seventy-five copies of the final 

version of the survey were duplicated and made ready for administering. These copied 

surveys were sealed in envelopes and were delivered to teachers. Teachers were contacted to 

administer the survey to the respondents. The students who consented to participate in this 

study completed the survey. As the teachers had day-to-day contact with the students, they 

could collect the completed surveys on time. The researcher kept a record of the distributed 

and the returned surveys. The teachers returned 72 completed surveys before the intervention, 

which were filed immediately. 

Initial Interview. This study chose the semistructured interview instead of the 

structured interview because it could elicit information that I needed, and it allowed in-depth 

exploration of certain research problems at the same time (Dörnyei, 2007). In particular, the 

questions of the semistructured interview can be “formulated ahead of time” (Guba & 

Lincoln, 1981, p. 156). In the current study, the interview questions were designed prior to 

the administration of the interview, based on Byram’s ICC framework. Furthermore, the 

semistructured interview can be used to achieve a greater understanding of an individual’s 

perspective compared with other data-collection methods. In other words, “interviewing is 

not merely the neutral exchange of asking questions and getting answers” (Fontana & Frey, 

2005, p. 696). Semistructured interviews allowed me to follow up on students’ responses 

(Cohen et al., 2007).  

There were also some challenges for me to conduct interviews. Notably, my linguistic 

competence was a significant concern (Gubrium & Holstein, 2001). Given I am a nonnative 

English speaker, I had an appointment with a language therapist to correct my English spoken 

skills to meet this challenge. In addition, my cultural identity might have biased the 

participants’ answers because they might have felt “social pressure” and given answers they 



 

 84 

thought were less offensive for the context being recorded. For instance, some students might 

have felt reluctant to comment negatively on the Chinese culture because I am ethnically 

Chinese. Nevertheless, the triangulation of open questions of the survey and students’ 

reflective writing tasks might complement this bias because students could express 

themselves freely in their reflective writing. 

Developing Interview Questions. The design of the interview questions was based 

on Byram’s ICC framework. Questions were constructed with explicit language, so they were 

understandable to all participants. A more proactive approach was followed during the 

interview in this study, with the follow-up questions (Conrad & Blair, 2009). Some questions 

were derived from students’ answers to the survey questions because the researcher intended 

to dig deeper into their ICC.  

Piloting. In the pilot stage, semistructured interviews were conducted with eight 

foreign language learners (Year 10 and Year 11) of one secondary school in Auckland. The 

semistructured interviews lasted around 15 minutes for each student. The primary purpose of 

piloting interviews with students was to ensure the practicality of the interview questions. In 

particular, pretesting questions were used to determine if respondents clearly understood and 

could answer them. Before the interview, I briefly introduced the aim of the interview to each 

student. During the interview, I made some notes of each student’s answers. At the end of the 

interview, students offered their comments on the clarity of each question.  

Several issues occurred during the piloting. Firstly, students found some questions 

were hard to understand and answer in a short time. For instance, some students claimed that 

they knew some differences or similarities between the two cultures, but they could not give 

an example in a short time. Secondly, through communicating with students during the 

interview, although some students were born in New Zealand, they had different 

understandings of their ethnicities. For example, one student mentioned she was born in New 
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Zealand, but her parents were from Egypt, so she thought of herself as Egyptian. Thus, the 

questions about students’ parents’ birthplace and students’ ethnicity were added to the 

background information of the survey. The interview questions were revised for the final 

version based on students’ feedback and the field notes. These interview questions were 

grouped into three sections: learning Chinese in school, the experience of talking to Chinese 

people, and the experience of meeting people of other cultures.  

Administration. The volunteer students who completed the survey participated in the 

interview. The interviews were conducted and audio-recorded by the researcher with the 

participants’ consent and transcribed by the researcher. The protocol that I used for the initial 

interview was repeated for the final interview, except for some additional steps, which will be 

explained in Section 4.6.3. In the initial interview (Appendix 2), the researcher started by 

greeting the participants, allowing them to feel relaxed and confident, and encouraging them 

to open up and give full answers. Then, the researcher guided participants through the 

sections of the interview, addressing any additional concerns that emerged during the 

interview. During the interview, the researcher made sure the participants were able to 

express themselves freely and share their feelings or concerns. Each interview lasted between 

20 to 30 minutes.  

4.6.2 The Intervention: Implementing the ICC Pedagogical Tools in the Three Cases 

Drawing on the NZC for developing ICC and referring to the curriculum design of 

intercultural teaching practice of the previous studies (i.e., Damen, 1987; Gómez, 2012; J. M. 

Hall & Townsend, 2017; Holmes & O’Neill, 2010; Jin & Dervin, 2017; Léon-Henri & Jain, 

2017; Zamboanga et al., 2016), the researcher identified several pedagogical tools for 

teachers to choose from, including role-plays, videos, cultural artefacts, and readings. The 

choice for the specific pedagogical tool depended on the characteristics and needs of each 

class involved in the study and what each teacher considered most pertinent. In the initial 
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meeting, the three CFL teachers of the study respectively chose role-plays, cultural artefacts, 

and videos, which were complemented by a reflective task. Table 4.3 presents an overview of 

the three lessons of the implementation of the pedagogical tools in each case. The following 

sections will present how each pedagogical tool was adopted, designed, and implemented by 

three CFL teachers and the researcher. 

Table 4.3 

Topics of the Intervention Lessons in the Three Cases  

Three intervention 
lessons 

Case 1: Role-plays Case 2: Cultural artefacts Case 3: Videos 

Lesson 1 • Topic: Favourite 
colour 

• Reflection tasks 
collected: 18 

• Topic: The Palace 
Museum 

• Reflection tasks 
collected: 4 

• Topic: Typical canteen 
food of a Chinese public 
school 

• Reflection tasks 
collected: 16 

Lesson 2 • Topic: Chinese 
uniforms 

• Reflection tasks 
collected: 19 

• Topic: Beijing’s 
courtyard houses 

• Reflection tasks 
collected: 4 

• Topic: Chinese education 
system 

• Reflection tasks 
collected: 13 

Lesson 3 • Topic: Dress up for the 
party 

• Reflection tasks 
collected: 14 

• Topic: Mobile payment 
in China 

• Reflection tasks 
collected: 8 

• Topic: High technology 
comes to the school 
dining hall 

• Reflection tasks 
collected: 10 

Note. The numbers following the reflective tasks refer to the number of students who completed the reflective 

tasks in class.  

Case 1: Role-Plays. Role-plays have several advantages in developing students’ ICC 

while learning a foreign language. Firstly, they offer a setting for learning the target 

language. Particularly, students can learn the vocabulary, grammar, and the rules of 

conversation through role-plays. Role-plays also enable learners to develop their CC through 

training in speaking and listening (Qing, 2011). As Liddicoat et al. (2003) stated, the best 

way to help students learn a foreign language and develop their ICC simultaneously is 

through a stage where they can experience intercultural communication. In essence, they 

experience culturally different ways of interacting through “sampling” intercultural 

interaction (Liddicoat et al., 2003). Therefore, role-plays could provide a sensitising situation 

in which students work as a group to solve a problem and, through this process, develop 
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awareness and understanding of different cultures (van Ments, 1999). In other words, the 

problem-solving nature of role-plays helps students in dealing with cultural 

misunderstandings through interacting with their peers (Donahue & Parsons, 1982).  

The Design of the Role-Plays. Byram (1997) warned about the danger of teaching 

culture via role-plays. He argued that learners might form false stereotypes and 

generalisations, which, in turn, will result in cross-cultural misunderstanding and cultural 

conflicts. To avoid this, the content of the three intercultural situations of the role-plays 

involved purposefully stereotypical statements, such as the generalised perception that the 

meaning of colour is the same across cultures (Lesson 1), that Chinese uniforms all look the 

same (Lesson 2), and all Chinese women wear qipao10 (Lesson 3) (Appendix 3). The 

researcher chose the content of the role-plays based on the textbook provided by the teacher 

in Case 1. The conversation of these role-plays involved the Chinese characters that the 

teacher aimed to address when implementing the role-plays. Such design aimed to raise 

students’ awareness of stereotypes and generalisations and provided them with the 

opportunity to mediate their ICC development and learn the target language at the same time. 

In particular, students were expected to spot the stereotypical statement (skill of interaction), 

identify the reasons for the cultural misunderstanding (knowledge of intercultural 

communication), and express their ways of dealing with cultural misunderstanding (skills of 

interaction).  

How Did the Teacher From Case One Choose Role-plays. In the first meeting, the 

teacher from Case 1 chose role-plays because she perceived that conversation in the role-

plays could enhance students’ communicative competence. She also believed that they would 

be good practice for her students’ spoken language. However, she was unsure how to design 

 
10 Qipao, is a type of body-hugging dress of Manchu origin. It is a high-necked, close-fitting dress with the skirt 
slit partway up the side. It was known as the Mandarin gown during the 1920s and 1930s when it was 
modernised by Chinese socialites and upper-class women in Shanghai. 
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the role-plays because she had not used them before. After the meeting, the teacher decided 

to integrate cultural components into the language content. Based on the language goal set by 

the teacher, I designed three role-plays that were discussed and refined with the teacher 

before including them in her regular CFL lessons.  

Students’ Participation in Role-Plays. Students participated in role-plays in one 

lesson per week over 3 weeks. According to the teacher’s reflection in the final meeting, 

students were firstly given some background information about the role-plays, including the 

concept of ICC and stereotypes. Then, students were provided with role-play cards, and they 

learned some Chinese characters from the conversations during role-plays. The conversation 

below is an example of the role-plays:   

A: 中国的学生都穿校服吗？ (Do all the Chinese students wear uniforms?) 

B: 大部分都穿。 (Most of them do.) 

A: 你觉得中国的校服好看吗，我觉得不好看。 (Do you like your uniform? I 

don’t.) 

B: 为什么呢？(Why?) 

A: 我见过一次，蓝色的，不好看。(I saw it once, it’s blue, it’s ugly.) 

B: 每个学校校服都是不同的呀，有的学校的校服的颜色好看呀。 (Not all the 

student’s uniforms are blue, some of the uniforms look good.) 

A: 好吧。 (Alright.) 

The conversation was between two students talking about the uniforms in two 

different cultures. Student B was from a Chinese cultural background, and Student A was 

stereotyping the Chinese uniforms. After students learned the language from the 

conversation, such as the Chinese characters and conversation rules, they paired with a 

partner and role-played the conversations. Following the role-plays, students had a group 
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discussion about the content of the conversations. Finally, students were provided with a 

reflection task with four questions about their experience of role-playing the intercultural 

encounter in class. These four questions were:  

1. Could you please describe what is going on here?  

2. What caused this conflict?  

3. How would you respond if you were B? And why? 

4. Could you write down your own experience, which is about interacting with people 

from different cultures?  

Case 2: Cultural Artefacts. According to Newton et al. (2010), cultural artefacts can 

be “a broad range of cultural expressions of literature, art, music, and performance” (p. 43) of 

the target culture. Cultural artefacts can be used not only to present the target culture but also 

to engage students with “decoding” the meaning and value of different cultures. As Byram et 

al. (2001) stated, cultural artefacts are “loaded with meanings which reveal various 

viewpoints that need to be decoded” (p. 259). This also suggests that students could interpret 

cultural artefacts and gain cultural awareness through mediating the cultural experiences 

directly from the knowledge gained. In the New Zealand context, cultural artefacts are valued 

in comparing the target culture and own culture. In the report, Newton et al. (2010) stated that 

“students need to be encouraged to reflect on the origins of and values associated with 

cultural artefacts, to make explicit comparisons with arts in their own culture, and to 

consequently explore a wider range of cultural artefacts” (p. 42). This process, as argued in 

the Theoretical Framework chapter, is mediational and exploratory.  

The Design of the Cultural Artefacts. This tool was designed to help students 

recognise how the target culture was manifested in cultural artefacts. The researcher and the 

teacher chose three topics for the cultural artefact lessons: the Palace Museum, Beijing’s 

courtyard houses, and mobile payments in China (see Appendix 4). In determining cultural 
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artefacts, the researcher considered the notion of meaning-making proposed by Byram et al. 

(2001) and Vygotsky (1978). In particular, the researcher considered how students could 

make meaning which could be created, circulated, and attached to the cultural artefacts. 

These three topics were designed to give enough cultural information for students to mediate 

the meanings associated with the cultural artefacts. The teacher chose the topic of the Palace 

Museum because it fits the content of the textbook. The courtyard houses in Beijing and 

mobile payments in China were chosen to make meaning relatable to students by connecting 

to their daily lives (Pahl & Rowsell, 2019). In addition, mobile payments and Beijing’s 

courtyard houses represented both traditional and contemporary Chinese culture. Overall, the 

rationale for selecting these three topics was that the presentation of the target culture could 

not be limited to artefacts; the target culture’s dynamic nature must also be highlighted. 

Figure 4.2 depicts how Chinese consumers use mobile payments to shop. As indicated in the 

figure, students were also expected to learn some Chinese words relating to shopping in a 

supermarket. 

Figure 4.2 

The Screenshot of Lesson 3 on WeChat Payment in Case 2 
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However, the representation of culture with cultural artefacts is not enough. Students 

should be encouraged to move beyond the surface of behaviours and artefacts to the 

underlying beliefs and values (Byram, 1997). Therefore, the students from Case 2 were 

expected to describe what they observed from the lessons and explain the cultural differences 

and similarities between Chinese and New Zealand cultures in the reflective tasks. 

Furthermore, students were encouraged to reflect on their prior intercultural experiences and 

comment on the cultural phenomenon they had observed.  

The researcher designed the PowerPoints that included the cultural artefact to be used 

by the teacher. The PowerPoints also included relevant language points. The PowerPoint 

slides for three lessons on cultural artefacts are presented in Appendix 4. 

How Did the Teacher From Case Two Choose Cultural Artefacts. The teacher from 

Case 2 showed her interest in cultural artefacts as she often brought some traditional Chinese 

foods to the class and received good feedback from students. Due to the unfeasibility of 

bringing authentic cultural artefacts to the classroom, such as the collections from the 

Chinese Palace Museum, both the researcher and the teacher decided to use PowerPoint to 

present cultural artefacts (see Appendix 4).  

Students’ Engagement with Cultural Artefacts. The students from Case 2 were first 

introduced to the concept of ICC and some background information on the topics of the 

cultural artefacts. Then they went through the PowerPoints. They viewed images of cultural 

artefacts and made comparisons between their own culture and the Chinese culture 

manifested in the cultural artefacts. Then, the teacher facilitated a group discussion. The 

students completed the reflective tasks at the end of the lessons, which included four 

questions: 

1. Could you please describe what you have observed? 

2. How do you feel about what you have observed? 
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3. Could you relate what you have observed to your own culture, e.g., any similarities 

or differences? 

4. Could you write down your own experience of interacting with people from 

different cultures? 

Case 3: Videos. The value of videos is widely acknowledged in teaching the target 

culture in foreign language classrooms (Jin & Dervin, 2017) because they are accessible to 

both teachers and students. Including videos as one of the ICC pedagogical tools aimed to 

engage students with insights into “otherness,” promoting their motivation and intercultural 

understanding.  

The Teacher’s Decision to Adopt Videos. The researcher first asked the teacher from 

Case 3 how she integrated Chinese culture into her teaching. She perceived that language and 

culture were inseparable. To raise students’ interest in learning Chinese and broaden their 

knowledge of Chinese culture, the teacher noted that she often played short videos for 

students about a wide range of aspects of Chinese cultures, such as celebrations, foods, and 

the regional differences in China. She showed numerous short videos that she adopted for her 

Chinese teaching. Given that videos were the most frequent tools she used in her class, the 

teacher chose videos for the intervention lessons. However, different from her previous use of 

videos, she incorporated the reflective practice recommended by the researcher.  

How Did the Teacher From Case Three Choose Videos. The implementation of 

videos aimed to involve the conscious observation of the given intercultural event, behaviour, 

or situation. This tool was designed to help students observe and discover how Chinese 

culture was manifested in the videos. Unlike the previous two ICC pedagogical tools 

designed by the researcher, the teacher in Case 3 gave the researcher the videos she would 

use (Appendix 5). The topics of the videos entailed typical Canteen food of a Chinese public 

school, the Chinese education system, and high technology in the school dining hall. These 
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topics were the teacher’s decision because she believed these topics could be used to guide 

students to compare New Zealand culture with Chinese culture.  

Students’ Engagement With the Videos. The intervention lessons in Case 3 started by 

learning some background information about the videos. Then, students watched the videos 

and commented on how the other culture was portrayed through these video episodes. The 

focus of watching the videos was the cultural comparison. While playing the video, the 

students discussed the cultural differences and similarities based on the content of the video. 

Also, they learned some new Chinese words and expressions from the videos. After students 

watched the video and had a group discussion on the cultural aspects, they took around 20 

minutes to fill out the reflective tasks, answering the following questions:  

1. Could you please describe what you have observed in this video? 

2. What are some similarities and differences between your culture and the Chinese 

culture in this video? 

3. How do you feel about these differences and similarities? 

4. Could you write down your own experience of interacting with people from 

different cultures? 

Reflective Tasks. According to Byram (1997), students need to be provided with the 

opportunities to engage in self-reflection, which, ideally, will lead to critical self-awareness: 

In an educational framework that aims to develop critical cultural awareness, 

relativisation of one’s own and valuing of others’ meanings, beliefs and behaviours do 

not happen without a reflective and analytical challenge to the ways in which they 

have been formed and the complex of social forces within which they are 

experienced. (p. 35) 

This study employed reflective tasks in all the three cases to document students’ ICC 

developed by the implementation of different pedagogical tools in class. Compared with the 
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other data-collection instruments, reflective tasks in this study provided a valuable source of 

information by enabling students to express themselves. Also, students’ answers to the 

reflective tasks provided further information to gain insight into their perspectives on the 

influence of the pedagogical tools on their ICC development. Also, the reflection itself aimed 

to enable students to develop their critical cultural awareness through critically reflecting on 

their own culture, other cultures, and cultural differences.  

The reflective tasks in each lesson were composed of four open-ended questions. The 

first three reflective questions in each case were particular to the content of each lesson. 

However, all three cases had the same last reflective question: the students were asked to 

recall their experience of interacting with cultural otherness.  

4.6.3 After the Intervention 

After the student participants participated in the intervention, the researcher went 

back to the three schools to collect the final survey and did the final interview with the same 

group of students who participated in the preintervention phase. The final survey and 

interview aimed to understand students’ overall ICC development during three terms of 

learning Chinese and the influence of the ICC pedagogical tools in developing their ICC. 

Final Survey. As mentioned in the section of the initial survey, 72 surveys were 

returned before the intervention. However, some students were absent during the intervention 

or the final survey. As a result, 40 final surveys were collected from the three cases for data 

analysis.  

Final Interview. After the teachers implemented three lessons of ICC pedagogical 

tools, the researcher met with each participating student from the three schools for the final 

interview, aiming to investigate their ICC development during three terms of learning 

Chinese. However, not all students participated in the final interviews. Unlike the initial 

interview, the final interview gathered evidence of students’ demonstration of ICC as a result 



 

 95 

of the intervention and their perceptions of the ICC pedagogical tools. For instance, the 

students were asked about their perspectives on the role of ICC pedagogical tools in 

enhancing their ICC (see Appendix 6). 

To sum up, the total amount of the data collected from different data sources, i.e., 

survey, interview, and reflective tasks, in the three cases are presented in Table 4.4.  

Table 4.4 

Data-Collection Summary 

The number of 
student 

participants 
(n=42) 

Initial 
survey 

Initial 
interview 

Reflective 
Tasks 1 

Reflective 
Tasks 2 

Reflective 
Tasks 3 

Final 
survey 

Final 
interview 

Case 1: School A 
(n=20) 

20 15 18 19 13 20 15 

Case 2: School B 
(n=10) 

8 8 4 4 8 10 7 

Case 3 School C 
(n=12) 

12 9 12 12 9 9 7 

As Table 4.4 shows, the amount of data collected from different methods from three 

schools varied due to the sample size and the availability of the student participants. Yet, the 

number of students from the three cases who participated in the different phases of the study 

was still similar and comparable.  

4.7 Data Analysis 

The data of this study were all qualitative data generated from surveys, interviews and 

reflective tasks. Given the interpretative nature of the data collected, qualitative approaches 

to analyse were most appropriate. In particular, both inductive and deductive analysis were 

used in the data coding and analysis to ensure trustworthiness. “Inductive analysis refers to 

approaches that primarily use detailed readings of raw data to derive concepts, themes, or a 

model through interpretations made from the raw data by an evaluator or researcher” 

(Thomas, 2006, p. 238). In contrast, deductive analysis begins with a theory that will be 

tested from the collected and analysed data.  
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This study adopted Braun and Clarke’s (2006) six phases of thematic analysis. 

However, the data analysis in this study was an iterative process in which each phase was 

independent but related. The six phases of thematic analysis in the current study were (1) 

familiarisation with the data, (2) generating initial codes, (3) searching for themes, (4) 

reviewing themes, (5) defining and naming themes, and (6) producing the report (Braun & 

Clarke, 2006). The codes generated from the data of this study were analysed based on 

Byram’s ICC framework. The codes were clearly defined in the codebook (see Appendix 7). 

The following sections present the details of coding and interpretation of the data in these 

three phases.   

4.7.1 Familiarisation With the Data 

The researcher’s familiarisation with the data started from organising and preparing 

data for analysis. Creswell (2014) pointed out that it is critical to systematically organise 

qualitative data because of the sizable amount of information gathered during the data-

collection process. The researcher used Microsoft OneNote to store data transcripts. 

Specifically, all the data were first put into three folders, which were the three cases of this 

study. In each folder, the data were organised into several subfolders, which were labelled as 

different tools used. NVivo was used for data management and noting down initial ideas of 

the data. The closed questions of the survey were analysed through descriptive statistics; 

however, the data collected from the closed questions were only a small proportion of the 

whole data set. 

4.7.2 Generating Themes 

Generating initial codes can also be referred to as the first cycle of coding, in which 

the researcher summarises data segments to identify, analyse, and reanalyse the codes that 

emerge from the data (Saldaña, 2021). The generation of the initial codes was underpinned 

by Byram’s ICC framework and employed three coding methods: provisional coding, in vivo 
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coding, and descriptive coding. Provisional coding means that a researcher identifies a “start 

list” of codes before collecting and analysing data, which is also a deductive approach 

(Saldaña, 2021). This study’s start list of codes was based on Byram’s ICC framework. In 

particular, the researcher broke down the raw data, categorising and naming them as the 

components of ICC from Byram’s framework. Notably, the assignment of data was based on 

the definition of each component of ICC (initial codes). In vivo coding is a method for 

creating codes utilising participants’ actual language on the basis of the frequency of 

keywords or phrases shown in the data (Saldaña, 2021). Saldaña (2021) defined descriptive 

coding as using a word or short phrase to represent the basic topic of the data segments in 

qualitative coding data. Because in vivo and descriptive coding are both reliable and secure 

techniques, they assisted the researcher in starting the initial coding (Saldaña, 2021). Table 

4.5 presents in vivo and descriptive coding examples from analysing data collected from 

interviews, surveys, and reflective tasks. 
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Table 4.5 

Codebook for the Attitudes Dimension of ICC 

Sample quotes Codes Definition/description Coding 
method(s) 

It’s very cool to see how 
other countries can be 
different (POSI-B01).  

Openness Actively seek other people’s perspectives 
and evaluate taken-for-granted phenomena 
in the intercultural speaker’s culture and 
take up other people’s perspectives to 
contrast and compare with the dominant 
perspectives in their own culture (Byram, 
1997). 

Descriptive 
coding  

I feel really interested in 
these [cultural] differences 
(RT-A05). 
 

Curiosity Be interested in different cultures, other 
people’s perspectives, and not only the 
dominant culture within a society (Byram, 
1997). 

 

New Zealand gets so 
diverse that you just learn 
about everything at the 
same time, which is pretty 
cool (PRES-C01). 

Value for cultural 
diversity 

Value cultural diversity and multiple views 
and practices (Barrett et al., 2014). 

Descriptive 
coding 

I respect both cultures 
because I’m a bit Chinese 
and also Kiwi (PRES-
A08). 

Respect Respect the meanings, beliefs, values and 
behaviours in other cultures (Byram, 
2021).  

In vivo coding 

I feel no matter what 
culture you’re from, we’re 
all human beings (PREI-
C20). 

Nonethnocentrism Willingness to seek out or take up 
opportunities to engage with otherness in a 
relationship of equality (Byram, 1997). 

Descriptive 
coding 

You can’t judge because 
everyone is different 
(POSI-A05). 

Nonjudgmentalism Not assume the familiar cultural practices 
or products common to themselves and the 
others are understood in the same way 
(Byram, 1997). 

Descriptive 
coding 

I am really proud to be 
both Chinese and New 
Zealander (POSI-A01). 

Appreciation of 
own culture 

Demonstrate an appreciation of own 
culture.  

Descriptive 
coding 

Note. The highlighted code is the code generated beyond Byram’s ICC framework; PRES: preintervention 
survey; PREI: preintervention interview; POSI: postintervention interview; RT: Reflective tasks; B02, A05, 
C01, A08, C20, and A01 are the codes assigned to the students. 

However, Byram (1997) also acknowledged that not all the ICC components would 

be compatible with what can be developed from real-time intercultural language learning. 

Therefore, new codes (components of ICC) were generated based on the data collected. For 

example, when talking about their own culture, many students mentioned “love” and 

“proud,” which were not explicitly mentioned in the framework. Therefore, as indicated in 

Table 4.5, the researcher generated a new code, appreciation of own culture.  
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After the initial coding, the researcher reorganised and revaluated the data (Braun & 

Clarke, 2016). Pattern coding that identifies similarly coded data was used to identify 

categories in this study (Saldaña, 2021). A sample of pattern coding is presented in Figure 

4.3. The data in this figure were collected from one student’s reflective tasks from Case 2, 

which implemented cultural artefacts to develop their ICC. The pattern codes are explained 

following the figure. Appendix 8 presents more coding samples.  

Figure 4.3 

A Sample of Coding Methods in NVivo 

 
Notes. L1, L2, and L3 refer to Lesson 1, Lesson 2 and Lesson 3; highlighted parts of the student comments in the 

left column are the data coded in NVivo12, which were generated automatically by the software; Comments on 

the right column are in vivo codes and descriptive codes; pattern codes are explained following the figure. 

 

The in vivo codes and the descriptive codes were then grouped into different categories 

(pattern codes): 

Identify cultural similarities//Skills of interpreting and relating//Skills//Students’ ICC 

developed by the implementation of cultural artefacts 
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Hard and nice//Students’ interaction with cultural otherness// 

Value education, Social distancing, Family-oriented, manners//Understanding of own 

culture//Knowledge//Intercultural learning outcomes due to the intervention 

Values, Celebrations, Superstition//Understanding of Chinese culture//Understanding 

of other cultures//Knowledge//Intercultural learning outcomes due to the intervention 

Manners//Identify cultural differences//Skills of interpreting and 

relating//Skills//Intercultural learning outcomes due to the intervention 

Communication//Learning languages//Factors influencing students’ ICC. 

4.7.3 Producing the Report 

In qualitative research, the data analysis and report writing processes are commonly 

intertwined (Braun & Clarke, 2006). After analysing the data from interviews, open survey 

questions, and reflective tasks, a cross-case analysis was conducted. This phase, in particular, 

entailed comparing the themes generated in each case of this study in order to construct a 

coherent argument to answer the research question. Students’ overall ICC development in the 

three cases was examined from two facets: the ICC development between the beginning and 

the end of the project; the ICC development due to the intervention (as indicated in Figure 

4.4).  
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Figure 4.4 

The Identification of Students’ ICC Development With the Implementation of ICC 

Pedagogical Tools 

 

Students’ ICC development, between the beginning and the end of the project, across 

the three cases was evaluated based on the changes in the frequency of the components of 

ICC demonstrated by the same student participants and the changes in their answers to the 

same interview or survey question. The data visualisation tool, Tableau, was adopted to 

present the changes in students’ understanding of culture with a word cloud. Regarding 

students’ ICC development due to the implementation of ICC pedagogical tools, as Figure 

4.4 shows, there are three perspectives to demonstrate such development. The reflective tasks 

were analysed to see how students’ ICC had developed through the implementation of 

different pedagogical tools. Students’ perceptions of their own ICC development and the use 

of the ICC pedagogical tools were also taken into account. Overall, the researcher’s approach 

to data analysis was not only instructive but also helped to make sense of the findings of this 

Students' ICC development 
with the use of ICC pedagogical 

tools

ICC development between the 
beginning and the end of the 

project (RQ1)

The changes in the frequency 
of the components of ICC 

demonstrated by the student 
participants

The changes in students' 
answers to the same 

interview/survey question 

ICC development due to the 
implementation of ICC 

pedagogical tools (RQ2)

ICC components evidenced by 
reflective tasks in each case

Students' perceptions of their 
ICC development as a result of 

intervention

Students' perceptions of the use 
of ICC pedagogical tools
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study. The next section discusses the trustworthiness in order to ensure the rigour of the 

findings of this study. 

4.8 Trustworthiness  

As Merriam (2002) noted: “In qualitative research, it is the rich, thick descriptions, 

the words that persuade the reader of the trustworthiness of the findings” (p. 15); the 

trustworthiness in this study was enhanced by a detailed and thorough description of the 

participants, the research context, the instruments, and the research procedures. Threats to the 

trustworthiness of this study were considered. Firstly, everyone’s definition of culture is 

different. Therefore, there were open questions concerning the definition of culture in the 

survey. Secondly, each of this study’s instruments was logically linked with the framework of 

ICC described in Chapter 2. Furthermore, such links were consistent across the study. 

To establish the trustworthiness of the case study, Yin (2009, 2012) suggested using 

multiple data sources. In this study, data were gathered from different sources and 

instruments by applying the principles of triangulation as an external examination of the 

research process (Creswell, 2007). The triangulation in this study aimed at gathering 

information by eliciting data from different instruments. Notably, the survey and interviews 

were two independent but related instruments in this study. The survey results were the 

foundation for the design of the interview questions. Also, the survey and interview results 

were complementary to investigating the CFL learners’ ICC development. The reflective 

writing provided both teachers and researchers with rich student data while implementing the 

pedagogical tools. It was triangulated with the survey and interviews. Also, the design of the 

questions of the semistructured interview and survey was peer-reviewed to ensure their 

reliability. Two research experts’ opinions on the revision of the semistructured interview 

questions and survey were adopted to develop the pilot survey. The survey of this study was 

piloted in two secondary schools with 22 students to ensure its trustworthiness and reliability. 
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The semistructured interview questions were revised based on the results from piloting the 

survey. 

Rigorous coding procedures were adopted to ensure data coding reliability (Creswell, 

2014). Specifically, coding was guided by a codebook based on Byram’s ICC framework. 

The trustworthiness of findings can be achieved through both inductive and deductive 

analysis using similar techniques (e.g., Guba & Lincoln, 1981). I compared [my] codes with 

another coder (one of my PhD peers). Furthermore, I reevaluated the codes at 1-month 

intervals. 

4.9 Ethical Considerations 

This study strictly followed the ethical principles of the University of Auckland 

Human Participants Ethics Committee (UAHPEC), as detailed in the following sections. 

4.9.1 Obtaining Permission and Informed Consent 

The researcher firstly sent the invitation email (Appendix 9) and the participant 

information sheet (Appendix 10) to the potential teacher participants. After teacher 

participants showed interest in this study through email, the researcher contacted the 

principals and boards of trustees of the volunteer teachers to seek their consent to carry out 

the fieldwork in their schools. I sent both the participant information sheet (Appendix 11) and 

the consent form to the principals and boards of trustees. After I obtained the principals’ 

consent, I informed the students in the participant teachers’ classes (Year 10 and 11) of the 

research procedures through the participant information sheet (Appendix 12) and invited 

them to participate in the study. Students’ parents received the participant information sheet 

(Appendix 13) Written consent was also sought from students’ parents/caregivers before 

starting data collection. In brief, this study was conducted with consent from teachers, 

principals, students and students’ parents (Appendices 14-16).  
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4.9.2 Participants’ Confidentiality and Rights of Withdrawal 

All efforts were made to protect the participants’ confidentiality in all published 

reports of this study. The survey required the students’ first names. Once the survey was 

collected, it was assigned with codes for analysis. The names of those students who 

volunteered for the individual interviews were anonymised in the study’s report through 

codes. Data from the teachers’ interviews were kept confidential. Participants were told they 

had the right to withdraw their data at any time before the start of the data analysis. 

4.9.3 Student Protection 

Since this study involved students who are under 16, a number of ethical 

considerations were raised. Firstly, I endeavoured to minimise any disruption to classroom 

procedures during the study. The researcher established an amicable presence in the 

classroom and tried to gain the teacher and students’ trust. Secondly, I consistently 

considered students’ time and effort as “it is not ethical to use up our students’ time and effort 

on activities which do not contribute in any way to success in their studies” (Wallace, 1998, 

p. 49). I made sure that students understood that the development of ICC was part of their 

everyday classroom learning in their Chinese classes. 

Moreover, since there was an intervention in this study, I cooperated with teachers to 

ensure the intervention could benefit the students academically and develop their intercultural 

awareness. Finally, interviewing elicits highly personal information about specific 

individuals, perhaps even about the interviewer. This information may include participants’ 

personal feelings and reflections as well as their perceptions of others. Collecting this kind of 

information also raises some specific ethical issues. Firstly, how deep and how far the 

researcher should go in probing informants’ answers. Given this uncertainty, I tried to 

anticipate the worst-case scenarios and respect any responses. Specifically, I was open to any 

responses, explicitly committing to students’ well-being psychologically, emotionally, and 
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physically. Secondly, since there were many cultures involved in the interview, I respected 

cultural communities or groups and protected their reputation. Overall, I aimed to seek a 

balance between understanding the development of the students’ ICC and respecting their 

personal information.  

4.10 Summary 

The main purpose of this chapter has been to justify the methodology and methods 

adopted in this study. Firstly, the rationale for the research paradigm and multiple case 

research design was discussed. Then, this chapter depicted the research setting and the 

participants and presented the data-collection procedure. In particular, the data-collection 

instruments, i.e., survey, interviews, and reflective tasks, together with the way the student 

participants engaged with the ICC pedagogical tools, were illustrated. A brief summary of the 

analysis of qualitative data was also explained. The methods that this study used to address 

the reliability and trustworthiness concerns were explained. This chapter concluded with 

ethical considerations. 

The next three Findings chapters will present students’ ICC development in three 

cases, in which each case adopted one ICC pedagogical tool. 
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Chapter 5 Findings: CFL Learners’ ICC Development With the Implementation of 

Role-Plays in Case 1  

This chapter presents the findings of Case 1, where role-plays combined with 

reflective tasks were implemented with 22 CFL learners. The presentation of the results starts 

with the background information of the school setting and student participants. The following 

three sections present students’ ICC development during a course of CFL and how the use of 

ICC pedagogical tools mediated students’ ICC development.  

5.1 Background 

Case 1 is situated in School A, an urban state secondary girls’ school with students 

from Years 9 to 13. School A has a diverse ethnic composition. According to the school’s 

latest report from the Education Review Office (ERO), 9% of students are Māori, 10% of 

students have Pacific heritage, over 33% of students are Asian, and the majority ethnicity of 

students’ is European New Zealander. The school offers noncompulsory Chinese as a second 

language from Year 9 to Year 13. Most students, in this case, are beginner Chinese language 

learners. At the start of the project, they could only speak some simple sentences and knew 

limited Chinese characters.  

Student participants in Case 1, 22 girls from Year 10, aged between 13 to 15, have 

diverse ethnic backgrounds. According to the survey data, most girls (n=14) were born in 

New Zealand, and five of them were born overseas, i.e., in India, Indonesia, Thailand and 

Korea. Although most students were born in New Zealand, most of their parents were born 

overseas. Four students have a mix of cultural backgrounds. Given the multicultural 

environment in school, all the students interacted with classmates from different cultural 

backgrounds in the school context. The student participants reported their classmates were 
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from a wide range of cultural backgrounds, 22 in total, including: Chinese, Indian, Korean, 

Samoan, Kiwi11, Indonesian, Tongan, Filipino, Malaysian, Japanese, and Fijian.  

Student participants also reported abundant intercultural experiences and multilingual 

backgrounds. Seven students (33%) reported having lived in another country, i.e., New 

Zealand, China, Australia, and Ireland, for over 3 months. New Zealand was identified by 

some student participants as the only country where they had lived other than their country of 

birth because they had immigrated to New Zealand. Additionally, 15 students had overseas 

experience of travelling, studying, visiting family members, or on school trips. The diversity 

of students’ regional origins and overseas experiences indicated their multilingual 

backgrounds. English was the first language of 75% of students, while 25% had an Asian 

language as their first language. Half of the students could speak languages other than their 

first language, such as Chinese, Korean and Indonesian. Among them, four students were 

heritage speakers of Chinese. More than one language had been learned by 40% of students, 

with a total of 11 languages mentioned. 

5.2 Before the Intervention 

Twenty students in School A completed the initial survey, and the researcher 

interviewed 15 of them before the intervention. The qualitative data collected were coded 

thematically based on Byram’s ICC framework. The following sections present students’ 

demonstration of ICC within the four dimensions of ICC, i.e., attitudes, knowledge, skills, 

and critical cultural awareness, before the intervention. 

 
11 New Zealanders refer to themselves as Kiwis, which is the national bird of New Zealand. 
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5.2.1 Attitudes 

In the initial survey and interview, students demonstrated an openness to cultural 

differences, nonethnocentrism, curiosity, an appreciation of their own culture, value for 

cultural diversity, and respect. Table 5.1 presents the details.  

Table 5.1 

Students’ Demonstration of the Components of Attitudes at the Beginning of Case 1 

Components of attitudes Frequency of statements (n=20) 
Openness to differences 11 
Nonethnocentrism 8 
Curiosity 7 
Appreciation of own culture 3 
Value for cultural diversity 3 
Respect 2 

As Table 5.1 indicates, most students expressed their openness to cultural differences 

at the beginning of the project. For instance, A01 stated in the initial survey, “it’s pretty cool 

that not everyone in the whole world is celebrating the same things, and everyone has 

different things to celebrate.” Approximately half of the interviewed students demonstrated 

their nonethnocentrism, which is the willingness to seek out or take up opportunities to 

engage with otherness in a relationship of equality. For instance, in the initial interview, A09 

believed that people are similar regardless of what cultural background they come from: “I 

don’t think which cultural background that you are from matters because everyone is sort of 

the same.” Seven students in the initial interview demonstrated their curiosity about other 

cultures, especially Chinese culture since they were learning Chinese. For example, A12 said 

in the interview, “I haven’t travelled to China, but it would be really interesting.” 

In addition to the above four components of attitudes identified in Byram’s ICC 

framework, the interviewed students demonstrated another three components of attitudes, i.e., 

appreciation of their own culture, value for cultural diversity, and respect. In the initial 

survey, four students showed an appreciation of their own culture. For instance, A05 said, “I 
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am Samoan, and I really love my culture and language.” Additionally, A08 revealed both her 

value for cultural diversity and respect for different cultures. As she expressed, “It’s quite 

cool to surround yourself with such a diverse amount of cultures.” She also commented that 

“they [people from other cultures] are all people, so I will always respect others.” 

5.2.2 Knowledge 

Students’ comments in the survey and interviews concerning the knowledge 

dimension, before the intervention, were categorised into three components: understanding of 

culture, understanding of their own culture, and understanding of Chinese culture. The codes 

generated from students’ data concerning these three components are listed in Table 5.2. 
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Table 5.2 

Students’ Demonstration of the Components of Knowledge at the Beginning of Case 1 

Components of knowledge Frequency of statements (n=20) 
The understanding of culture   
     A particular social group  11 
     Ways of living 8 
     Social behaviour 7 
     Identity 6 
     Traditions and customs 6 
     Values and beliefs 5 
The understanding of own culture  
     Kiwi   
          Mellowness 9 
          Short history 4 
          Freedom of speech 3 
          Diversity 2 
     Asian  
          Respect elders 4 
          Traditions and festivals 5 
          Family oriented 3 
          History 1 
          Formal 3 
     Pacific Peoples  
          Traditional 1 
     A mix of cultures 5 
     Limited understanding of own culture 2 
The understanding of other cultures (Chinese) 
through learning Chinese 

 

     Festivals 12 
     History of characters 8 
     Chinese food 7 
     Traditions 7 
     Animal calendar 6 

For the understanding of culture, it can be seen from Table 5.2 that the most 

mentioned definition of culture from the outset of Case 1 was a particular social group, and 

the least mentioned one was identity. The following excerpts are some students’ definitions 

of culture in the initial survey: 

Culture is how people from the same society do things. (A03) 

Culture is kind of a way that you choose to live. (A14)  

Culture is things that you do that represent where you are from. (A11)  
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Special traditions that countries go through. (A01)  

It’s an important part of how people identify themselves. (A18)  

Culture is different people’s views or beliefs they have in the life they 

live. (A02)  

It (culture) is what people connect with. (A08)  

Things that make a country unique from other countries. (A01) 

Concerning the understanding of their own culture, students related New Zealand 

culture to being relaxed and laidback, having known for freedom of speech, a short history, 

and diversity. For instance, A07 commented on the freedom of speech in New Zealand, “we 

are allowed to express ourselves in whatever way we want to.” On the other hand, A18 

demonstrated her understanding of New Zealand culture from a historical perspective, and 

she elaborated on the reasons for the diversity in the New Zealand culture: “the history of our 

country is definitely shorter than most other countries or cultures. We are Polynesian 

influenced, so we have different values, opinions, ways of thinking within the New Zealand 

culture.” Most Asian students related Asian cultures to the value of traditions and festivals. 

For instance, A11 stated, “my culture is very festive, and we do customs and traditions during 

the year.” One student who is from the Pacific Islands described her culture as “beautiful, and 

we have many traditions that our ancestors have passed down.” Besides, five out of 22 

students identified their cultural backgrounds as a mix of cultures. However, two students 

revealed that their understanding of their own culture was limited. One of the students 

explained in the interview that she was not familiar with both cultures, although she 

identified herself as a Chinese New Zealander.  

For the understanding of Chinese culture, all the students reported what they had 

learned about Chinese culture at school in the initial survey. They claimed that they had 

learned about Chinese festivals, Chinese characters’ history, Chinese food, traditions, and the 
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animal calendar through learning Chinese. As Table 5.2 shows, the most mentioned aspect of 

Chinese culture that students had learned at the beginning of the project was Chinese 

festivals. 

5.2.3 Skills 

At the start of the project, students exhibited their skills of interpreting and relating by 

identifying the cultural differences and similarities between Chinese culture and New 

Zealand culture in both the interview and the survey. Students also revealed their skills of 

interaction in the initial interview by offering their strategies for communicating with people 

from different cultures. A summary of students’ demonstration of the components of skills at 

the beginning of Case 1 is presented in Table 5.3. 

Table 5.3 

Students’ Demonstration of the Components of Skills at the Beginning of Case 1 

 

As Table 5.3 indicates, students identified more cultural differences than similarities. 

All the students could identify cultural differences between New Zealand culture and Chinese 

Components of skills Frequency of statements (n=20) 
Skills of interpreting and relating  
     Identify cultural differences   
          Everyday life  
               Celebrations 8 
               Food 5 
               Transport 3 
               Schooling 4 
          Social norms 5 
          Language 4 
          People 3 
          Sense of value 4 
     Identify cultural similarities  
          Social norm 4 
          Sense of value 2 
Skills of interaction  
     The strategies of intercultural communication  
          Be open 3 
          Try to be involved in the target culture 5 
          Learn the target culture 6 
          Learn the language of the target culture 1 
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culture or their own cultures in the initial interview. For instance, A02 noted, “we celebrate 

things differently. In China, the celebration is bigger. But in New Zealand, we don’t have that 

many big celebrations.” Five aspects of cultural differences mentioned by students were the 

cultural differences in everyday life, including celebrations, food, transport and schooling, 

social norms, the informal rules that govern behaviours in different groups, language, and the 

description of people from different cultures. For example, A13 perceived that New 

Zealanders were more humble than Indonesian people. Four students in the initial interview 

also identified different values across cultures. For instance, A09 felt that New Zealanders 

were more relaxed than Chinese, and Chinese people were more focused and directed by their 

goals. In contrast to the cultural differences, only six students identified cultural similarities, 

including similar social norms and a sense of value in Asian cultures. For example, A03 

expressed that Korean and Chinese cultures were similar regarding being formal in certain 

situations. In addition, she noted that the similarities between Chinese culture and Korean 

culture made her feel that Chinese people are relatable.  

Students from Case 1 revealed their strategies for intercultural communication in the 

interview. These strategies included being open, trying to be involved in the host culture, and 

learning both the language and culture of the host culture. As Table 5.3 indicates, the most 

mentioned strategy was to learn the target culture before communicating with people from 

that culture.  

5.2.4 Critical Cultural Awareness 

In the critical cultural awareness dimension, students from Case 1 demonstrated three 

components in the initial interview, which were reasoning, critical self-awareness, and 

relativisation. The number of students who exhibited these components is presented in Table 

5.4.  
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Table 5.4 

Students’ Demonstration of the Components of Critical Cultural Awareness at the Beginning 

of Case 1 

Components of critical cultural awareness Frequency of statements (n=20) 
Reasoning (cause and effect)  
     Causes for cultural differences  
           Different environment 7 
           Different values and beliefs 5 
           Different upbringing 4 
      Causes for cultural similarities  
          Geographic location 1 
Critical self-awareness 5 
Relativisation 4 

As Table 5.4 indicates, students demonstrated their reasoning skills by identifying the 

causes of cultural differences, such as different environments, different values and beliefs, 

and different upbringings. For instance, A04 stated that “I think it [cultural difference] is 

because people who live here have a more different surrounding environment [compared with 

other countries].” In contrast, only one student, A04, identified the reason for cultural 

similarities, which was the geographic location. Five students demonstrated their critical self-

awareness by critically evaluating their cultural identity. For example, A01 revealed the 

rationale for identifying her ethnicity:  

Because, just look at me, I look like Asian, right? Even though my dad was born in 

New Zealand, my culture is still Chinese. I am Chinese but was born and raised in 

New Zealand. So, I understand the culture in New Zealand as well. 

Lastly, in the initial interview, four out of 15 students demonstrated their 

relativisation by stating that they appreciated different perspectives. Relativisation means that 

students can relativise their own meanings, beliefs and behaviours through comparison with 

others’ (Byram, 1997). For instance, A11 commented that,  
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Cultures are what we do. We do different things. If I wanted to pray, I would go to the 

temple. However, others [people from different cultures] might go to church. So, we 

basically do the same stuff but in different places or different ways. 

5.3. The Intervention 

After participating in the initial survey and interview in the second school term, 22 

students from Case 1 took three CFL lessons embedded with three role-plays during the third 

school term. Role-plays were utilised to raise students’ intercultural awareness by role-

playing situations embedded with cultural misunderstanding based on stereotypes. They were 

presented in the form of conversations. The following conversations were role-played in 

Lesson 3.  

A: 舞会你穿什么呢？ (What will you wear at the party?) 

B: 长裙吧 (Long dress, maybe.) 

A: 你为什么不穿旗袍？ (Why don’t you wear qipao?) 

B: 我不喜欢穿旗袍，裙子更舒服 (I don’t like wearing qipao, it’s not comfortable.) 

A: 可是我看的一个中国电影，里面的中国女性都穿旗袍 (But I watched a 

Chinese movie, all the women in the movie wore qipao.) 

According to the teacher’s recall of the details of the implementation of role-plays, 

she started the lesson by introducing these conversations to the students. Then, the student 

participants learned the Chinese characters from the conversations before they role-played 

them. It took 10 minutes to pair up. After the role-play, students had a group discussion and 

reflected upon what they had learned from the role-plays, based on the questions of the 

reflective task:  

1) Could you please describe what is going on here? 

2) What caused this conflict? 
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3) How would you respond if you were B? And why? 

4) Could you write down your own experience of interacting with people from 

different cultures?  

Among 22 student participants, 18 CFL learners from Case 1 completed the reflective 

tasks. As explained in the Methodology chapter, the reflective tasks aim to evidence students’ 

ICC development due to the intervention. After the thematic analysis of students’ answers to 

the reflective tasks, their comments were categorised into three main dimensions of ICC: 

attitudes, knowledge, and critical cultural awareness (Byram, 1997). 

5.3.1 Attitudes 

Students demonstrated their attitudes towards other cultures by presenting their ways 

of dealing with cultural misunderstanding, which is the learning outcome of the role-plays. In 

particular, students exhibited three components of attitudes: openness to differences (n=11), 

nonjudgmentalism (n=6), and respect (n=6) in their reflective tasks. 

Table 5.5 

Students’ Demonstration of ICC in Attitudes Dimension After the Implementation of Role-

Plays in Case 1 

Components of attitudes Frequency of statements (n=18) 
Openness to cultural differences 11 
Nonjudgmentalism 6 
Respect 6 

As Table 5.5 indicates, 11 out of 18 students revealed their openness to cultural 

differences, which was the most demonstrated component of attitudes. Answering the 

question about how they would feel if they were one of the characters in the conversation 

[were Person B], A05 replied, “I wouldn’t mind because everyone has different views.” A11 

similarly showed her tolerance of cultural differences, “If I were Person B, I would accept 

that Person A likes another colour even though it doesn’t follow your culture.” The same 
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number of students (n=6) also demonstrated nonjudgmentalism and respect. Regarding 

nonjudgmentalism, A08 commented, “Person A cannot assume that all Chinese uniforms 

look the same as one another.” A13 also shared her attitudes towards stereotypes, “I would 

not say anything that involves the culture based on their race because it is rude and impolite.” 

Moreover, six students proposed respect in dealing with cultural differences. For example, 

A07 wrote, “I would respect their opinions, and if they didn’t like ‘lucky colours,’ then that’s 

their choice.” 

5.3.2 Skills 

As mentioned before, the role-play conversations (Appendix 3) created an 

intercultural encounter between Person A and Person B, who had a cultural 

misunderstanding. After the role-plays, students from Case 1 were asked to reflect on what 

caused the cultural misunderstanding and how they would respond if they were in a similar 

intercultural situation. As mentioned in the Methodology chapter, the intercultural situations 

in the three lessons were all built around cultural misunderstanding due to stereotypes. Eight 

out of 18 students identified the reasons for the cultural misunderstanding, which were 

expected as the answers to one of the questions in the reflective tasks. Twelve students 

expressed their opinions on how people should interact with cultural otherness and avoid 

cultural misunderstandings. 
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Table 5.6 

Students’ ICC Development in the Skills Dimension Due to the Implementation of Role-Plays 

in Case 1 

Components of skills of interaction Frequency of statements (n=18) 
Causes for cultural misunderstanding 8 
          Stereotype 8 
          Cultural differences 2 
          Different perspectives 2 
Strategies of intercultural communication 12 
          Make no judgment 6 
          Be open 5 
          Distance themselves from cultural misunderstandings 4 
          Be cautious 3 

As Table 5.6 shows, eight students named stereotypes as one of the causes of cultural 

misunderstanding. For instance, A04 noted, “the movie Person A watched gave a strong 

stereotype on Chinese women that they were always wearing traditional dress.” Two students 

believed cultural differences were responsible for the cultural misunderstanding. One of 

them, A04, mentioned, “two people were having a conversation about colour and ended up 

debating over what is lucky due to cultural differences.” Students also perceived that people’s 

different perspectives were the cause of cultural misunderstanding. A09, for example, stated, 

“Person A hasn’t seen much [the uniforms in Chinese schools], and both people have 

different opinions.” 

With reference to the strategies of intercultural communication, 12 students gave their 

solutions for the cultural misunderstanding. The most mentioned strategy was making no 

assumption or judgment. For instance, A16 noted, “I would tell Character A not to form 

judgements of Chinese schools’ uniforms based on only one school [that he knows] because 

there are many schools in China.” Following this strategy was being open to cultural 

differences. A08 provided her solutions for cultural conflicts, “I would ask Person B to 

understand the difference between cultures and personalities.” By comparison, 4 out of 18 

students chose to distance themselves from the other person in cultural misunderstanding 
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situations. For instance, A14 wrote, “I would leave. I don’t want to be A’s friend. Or try to 

tell them what they are saying is a bit disrespectful.” On the other hand, three students 

decided to be cautious, which also shows their cultural sensitivity. A08, for example, 

suggested, “now talking about culture is a sensitive topic for many people, especially in a 

different country ... we need to be mindful.” 

5.3.3 Critical Cultural Awareness 

Three components of critical cultural awareness were evident after the 

implementation of role-plays and evidenced by reflective tasks: critical thinking (n=8), 

relativisation (n=3), and questioning (n=1). Eight out of 18 students demonstrated critical 

thinking after role-playing intercultural encounters. It seemed that role-plays of cultural 

misunderstanding stimulated and motivated students to consider the assumptions towards 

other cultures and the reasons behind such assumptions. More importantly, reflective tasks 

demonstrated how students developed their critical thinking through recalling their previous 

intercultural experiences. A03, for example, shared her experience with stereotypes and the 

opinion that people should have their own choice about their appearance regardless of their 

cultural backgrounds:  

One time someone asked me if all Korean uniforms were short. So, I said no. It’s their 

choice whether they want their skirt to be short or not. Another time someone 

assumed all Korean people wear hanbok [traditional Korean dress] and still in the old-

fashioned homes that they watched in the historical drama. (A03) 

Three students (A10, A13, and A16) reported the stereotypes towards Asians that they 

knew as well. For example, A10 noted, “people assume Chinese people are bad drivers.” A13 

also mentioned the stereotypes she experienced in her reflection tasks, “Many people think 

that most Asians are Chinese. They also think that India is not a part of Asia. They assume 

that Asians should be good in maths and music.” Moreover, A16, who comes from an Asian 
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background, recalled that “people try to be nice by saying nihao [Chinese word for hi] to me 

in greeting or they assume English is not my first language or I’m a tourist” in her reflection.  

On the other hand, some students claimed that they had not experienced any cultural 

misunderstandings or stereotypes while living in New Zealand. Moreover, they demonstrated 

their openness in dealing with cultural misunderstandings. For example, A01 said, “I haven’t 

had any interaction with someone over a cultural misunderstanding. But if I were to butt 

heads with someone over culture, I would understand them as I am from a different culture.” 

Additionally, three students demonstrated their relativisation by claiming that the facts are 

relative. For example, A16 stated, “because I know that not everyone from the same cultures 

thinks the same. As we are all individuals despite being similar in certain aspects.” Other than 

relativisation and questioning, only one student (A03) demonstrated questioning in the 

reflective tasks, in which she wrote, “not everything in the movie could be right.” 

To sum up, the implementation of role-plays in Case 1 appeared to develop students’ 

attitudes, skills, and critical cultural awareness with different components, which were 

documented by reflective tasks. Specifically, students developed an openness to differences, 

nonjudgmentalism, and respect in the attitudes dimension. In the skills dimensions, students 

identified reasons for a cultural misunderstanding and the strategies for intercultural 

communication. Regarding critical cultural awareness, students demonstrated their critical 

thinking, reasoning, and questioning. 

5.4 After the Intervention 

After the intervention, which included three lessons of role-plays with reflective tasks, 

18 students from Case 1 completed the same survey as at the beginning of the project, and 10 

of them were interviewed. This section presents the findings of students’ overall ICC 

development in four ICC dimensions together with students’ perceptions of their ICC 
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development and the influence of role-plays on cultural misunderstandings on developing 

their ICC. 

5.4.1 The Comparison of Students’ ICC at the Beginning and the End of Case 1 

The evidence of students’ ICC development at the end of the project is presented with 

four components of ICC: attitudes, skills, knowledge and critical cultural awareness (Byram, 

1997). 

Attitudes. Students demonstrated respect, curiosity, openness to differences, 

nonjudgmentalism, appreciation of their own culture, value for cultural diversity and 

nonethnocentrism in the attitudes dimension after the intervention. Figure 5.1 presents the 

comparison of the number of students who demonstrated the same components of attitude 

between the beginning and the end of the project. 

Figure 5.1 

The Number of Students Demonstrating the Components of Attitude at the Beginning and the 

End of Case 1 

 
As Figure 5.1 indicates, there was a noticeable increase in the number of students who 

demonstrated respect (n=9) in the final interview and survey. A07, for example, stated in the 

last interview, “I would respect their opinions because everyone would have different 

opinions.” There was a rise in the number of students who exhibited nonjudgmentalism 

(n=5). For instance, A05 commented, “I find it [stereotype] rude because some people are 
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closed-minded ... They just know one thing, and they think all is the same.” Besides, more 

students at the end of the project demonstrated curiosity towards other cultures and 

appreciation of their own culture. For example, A08 revealed, “I love getting to know people 

of other cultures and interacting with them, which opens many cultures up to me.” 

Nevertheless, there had been no change in the number of students who exhibited 

nonethnocentrism, value for cultural diversity and openness to differences. Despite 

nonethnocentrism ranking the lowest by the end of the project, five students stated that they 

treated everyone the same regardless of their cultural backgrounds, which indicates a 

perception of equality. As A09 suggested, “I don’t have many Chinese friends, but we are 

always nice to each other. Like it doesn’t really matter about culture.” A07 expressed her 

openness toward cultural differences in the final interview, “it’s good to have some 

differences because you can always learn from each other, which I think is important.” 

Similarly, the same number of students demonstrated their value for cultural diversity at the 

end of the project. A16 expressed, “I think because New Zealand is very diverse and we get a 

variety of different cultures in one country, which means we are very open to other people 

and their ethnic cultures.” Although the number of students who demonstrated an openness to 

differences did not change, students demonstrated more open-mindedness when they 

answered the same interview and survey questions (see Table 5.7).  
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Table 5.7 

Students’ ICC Development in the Attitudes Dimension in Case 1 

Themes Interview (I) & 
survey questions (S) 

Students’ answers 
At the beginning At the end 

Towards 
open-
mindedness 

I: What tips would you 
give to someone who 
wants to communicate 
with people from other 
cultures? 

A11: Maybe first learn 
the language. 

A11: Don’t judge based on 
how they speak, and just 
go with an open mind. 

I: Do you think learning 
languages is important? 
If so, why? 

A16: Yes, because it 
opens up a lot of 
opportunities to interact 
with other people. 

A16: Yes, because you can 
communicate with a wider 
range of people and learn 
about different cultures 
too. It makes me more 
open-minded to the world. 

 S: Do you think learning 
languages is important? 
If so, why? 

A16: For me learning 
Chinese is important as I 
am Chinese, but I don’t 
know how to speak it as 
I lost it while growing 
up and speaking English 
in school. 

A16: Yes, it makes you 
more open-minded and 
understanding of other 
cultures. 

Towards 
respect for 
different 
cultures and 
different 
points of view 

S: Do you think learning 
languages is important? 
If so, why? 

A03: Because learning 
languages means 
breaking a barrier 
between the two 
countries. If I can’t 
speak a language, I 
won’t be able to 
communicate with 
people who speak that 
language 

A03: Because if you know 
other languages, you can 
communicate with others. 
You can learn about 
cultures and learn to 
respect more cultures’ 
points of view. 

 I: What tips would you 
give to someone who 
wants to communicate 
with people from other 
cultures? 

A07: Probably find 
something that’s similar 
about the cultures  

A07: I would respect their 
opinions because everyone 
would have different 
opinions. 

 S: What have you 
learned through learning 
Chinese at school? 

A18: New Year 
etiquette, Chinese 
festivities, politeness 
towards generations 

A18: I’ve learned respect 
and appreciation by 
learning Chinese. 

As Table 5.7 shows, while, in the initial survey, A11 suggested that people learn the 

language to communicate cultural otherness. In the final survey, she believed that people 

should be nonjudgmental and open to people from different cultures. On the other hand, A16 

developed more value for openness in the final interview. In the initial interview, she 
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perceived learning languages as an opportunity for intercultural communication. However, in 

the final interview, she believed learning languages makes people more open-minded. 

Another development in the attitudes dimension was that five students placed more emphasis 

on respecting different cultures and different perspectives that arise from cultural differences, 

which indicates the impact of the implementation of role-plays based on cultural 

misunderstandings (the underlined parts in Table 5.7). For instance, in the initial survey, A07 

believed that finding cultural similarities helps in communicating with people from different 

cultures. She said, “finding cultural similarities helps me to feel we are more close.” In the 

final survey, she stressed the importance of respect, especially respect for different opinions 

in communicating with cultural otherness. 

Knowledge. At the end of the project, students’ demonstration of three components 

of knowledge: understanding of culture, understanding of own culture and understanding of 

other cultures (Chinese culture), were evaluated through the final survey and interview. 

Regarding the understanding of culture, all the participants could define culture with their 

understanding. The seven themes which emerged were identity, values and beliefs, a 

particular social group, traditions and customs, behaviour, roots, and ways of living:  

A21: Culture is a sense of identity.  

A16: Culture is what you believe.  

A07: You fit into a cultural group and celebrate the same things.  

A17: Culture is similar to “tradition.” 

A16: It is a way of doing things.  

A06: Our culture is what defines us as individuals, and without it, we would probably 

be lost.  

A04: It is the lifestyle of different types of countries.  
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Students’ understanding of culture demonstrated a change after the intervention. For 

example, the most mentioned aspect of the definition of culture shifted from a particular 

social group to identity. Moreover, more students associated culture with values and beliefs at 

the end of the project (see Figure 5.2).  

Figure 5.2 

The Numbers of Students Demonstrating an Understanding of Culture at the Beginning and 

the End of Case 1  

 

Students who identified their culture as New Zealand culture mentioned the diversity, 

being laidback, short history, freedom of speech, and language (see Figure 5.3).  
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Figure 5.3 

The Numbers of Students Demonstrating an Understanding of Their Own Culture at the 

Beginning and the End of the Project in Case 1

 

Compared with the initial survey, more students mentioned diversity and being 

relaxed about New Zealand culture, as depicted in Figure 5.3. For instance, A01 stated, “New 

Zealand is a really diverse country. So, there are people from different parts of the whole 

world.” Besides, A02 commented on the people in New Zealand, “it’s more chill here, and 

more people are nice and understanding.” A07 expressed her pride in the freedom of her 

culture, “we have some values and beliefs, but we are still allowed to express ourselves in 

whatever way we want to.” Students who identified themselves as from Asian or Pacific 

Island cultural backgrounds also demonstrated their awareness of their own culture by stating 

the main features of their culture. However, their understanding of their own culture did not 

demonstrate evident change (see Figure 5.3). Moreover, two students (as at the beginning of 

the project) claimed that their knowledge of their own culture was limited. For instance, A12 

expressed, “I don’t know a lot about Indian culture, and I don’t know a lot about New 
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Zealand culture. I don’t even know much about Irish culture.” And it is necessary to note that 

all of them claimed to have multiple cultural backgrounds (n=8) at the end of the project. As 

Figure 5.3 indicates, three more students identified their culture as a mix of cultures for 

understanding their own culture. With respect to the understanding of Chinese culture, there 

was no significant change. Yet more students mentioned the values of Chinese culture and 

Chinese traditions. For instance, A18 wrote in the final survey, “I’ve learned respect and 

appreciation with learning Chinese.” 

In addition to the changes demonstrated by the number of students who exhibited the 

same ICC components above, Table 5.8 indicates how individual students developed a 

different understanding of culture and their own culture when answering the same questions 

from the survey. 
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Table 5.8 

Students’ ICC Development in the Knowledge Dimension in Case 1 

Themes Initial survey Final survey 
Understanding 
of culture 

A03: Culture is how people 
from the same society do 
things.  

A03: It’s something everybody belongs to. 
Everyone’s part of a culture. Culture is special and 
different. 

 A04: The natural way in 
which a large group of 
people live. 

A04: Culture is the lifestyles of different types of 
countries, including communication between 
people and tradition. 

 A06: Culture is where you 
come from. 

 

A06: Culture is a person’s way of life. It is a certain 
way a group of society behave/acts. Our culture is 
what defines us as individuals, and without it, we 
would probably be lost. Culture is important. 

 A10: The behaviour and 
norms from different 
societies. 

A10: Something you define yourself as. 
 

 A17: Culture means what a 
group of people have done 
for a long time ago and has 
been passed through 
generations. 

A17: Culture is similar to “tradition.” It is how 
people act in different places. Different places 
have different cultures. 

Understanding 
of own culture 

A01: [I am] Chinese, we 
celebrate traditions and 
important events like the 
Chinese New Year. 

A01: We are all proud of our nationalities. We also 
care about the Chinese New Year and our families. 
I am really proud to be both Chinese and New 
Zealander. 

 A02: Blank 
 

A02: I am Chinese but was born in New Zealand, so 
I understand both the Chinese and New Zealand 
culture. I live with a mixture of both. 

 A06: Blank 
 

A06: New Zealanders have a unique culture. 
Inhabited by the indigenous Māori. New 
Zealanders have accents, songs, food, and more 
things that differ from other countries. 

 A08: It’s a mixture of two 
cultures. We combine the 
best from my two primary 
cultures and some aspects 
of my parents’ other 
cultures. It is respectful, 
caring, opinionated, chill, 
loving, and religious. 

A08: My culture is diverse. It is filled with many. I 
love getting to know people of other cultures and 
interacting with them, which opens many cultures 
up to me. My culture is unique and full of many 
customs of many cultures. My culture is a mix of 
Filipino and English, and many others. 

 A10: Interesting. I want to 
learn about its strong 
family values. 

A10: I am fully Cantonese, my grandparents on both 
sides were born in Hong Kong, and my parents 
and I were born in New Zealand. 

 A14: My culture is very 
celebratory. Whenever 
there is a celebration, we 
gather with close family 
and friends.  

A14: I have grown up with the New Zealand culture 
and Chinese culture, so I now respect both and 
understand how these different cultures are 
different and how they view each other. 
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As Table 5.8 indicates, six students in the survey demonstrated a deeper 

understanding of culture as more components of culture were mentioned. For instance, A18 

experienced a change in her conceptual knowledge of culture after the intervention. In the 

initial survey, she wrote, “[culture] to me is diverse and multicultural. I imagine things have 

been very colourful to me, such as their values, traditions, ideas and what represents their 

way of life. It’s an important part of how people identify themselves.” In the final survey, she 

developed a more thorough and deeper understanding of culture, “[culture is] the values, 

ideas, behaviour and customs of a society, the nationality and the ethnicity defines your 

culture.” She also explicitly explained how the change in her understanding of culture 

happened due to the ongoing reflections on cultures,  

I think my answers [in the final survey] broadened because I think there were 

a couple of times when I was asked to define culture. I’m not sure if I said the 

same thing, but it’s different. I think each answer was a bit more expanded 

than before.  

Students’ development of the understanding of their own culture was confirmed by 

their elaborated statements about their own culture. For instance, A02 and A06 could not 

identify their cultural identity in the initial survey, but they described it in the final survey. 

There was also a change in A01, A08, and A14’s understanding of their own culture. For 

example, A01 identified her ethnicity as Chinese in the initial survey even though she was 

born and raised in New Zealand and can barely speak Chinese. She wrote, “[I am] Chinese, 

we celebrate traditions and important events like the Chinese New Year.” In the interview, 

she also said:  

I am Chinese, but I live in New Zealand. So, I’ve got a bit of both. It’s pretty cool 

because I am not fully in China, where I have to study a lot. So, it’s like a balance. I 

get like take a rest, not much pressure.  
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However, in the final interview, she was sure of her multiethnic background, as she 

noted. “I am really proud to be both like Chinese and New Zealanders.” A01’s perception of 

her own cultural identity at the end of the project was more detailed and developed. Notably, 

she illustrated how New Zealanders perceived their cultural identities and how she was proud 

to be both New Zealander and Chinese in the final survey:  

We are all proud of our nationalities and being New Zealanders. New Zealand is a 

diverse country, meaning we have people from different countries all around the 

world. It also means that there are a lot of cultures we can experience in New 

Zealand. I am proud to be both Chinese and New Zealander.  

Skills. There was no noticeable change in the number of students who could identify 

the cultural differences and similarities. Two students in both the initial and final interviews 

identified cultural similarities: how people from different cultures treat people and how they 

put family first are similar. All the students (n=10) identified cultural differences in the final 

interview. The cultural differences that the students mentioned were everyday life, including 

food, schooling and celebrations, sense of value, social norms and traditions. The examples 

are presented below:  

A11: We get different foods, and our lunchbox is different. I have rice, and my 

Chinese friends could have dumplings or noodles.  

A09: I went to school in China for 2 weeks. They had uniforms, but they could do 

whatever they want with them. Whereas here, we sort of just have one thing that 

everyone sort of wears the same.  

A07: I feel like we celebrate different things.  

A02: New Zealand is a lot chiller and looser than other cultures.  

A04: They are not formal to elders.  
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A07: I guess Chinese culture probably has more things like lucky colours, and I feel 

like they represent their culture more.  

Concerning skills of interaction, three students in the final interview believed that 

people should make no assumption or judgment in intercultural communication. This implies 

the impact of role-playing intercultural situations which were embedded with stereotypes in 

the intervention. Similarly, three more students mentioned respect for differences in 

intercultural situations, while none of them mentioned this aspect in the initial interview. 

However, there was no change in being mindful, learning about other cultures and learning 

languages. It is also noticeable in Figure 5.4 that more students stressed the significance of 

being open-minded at the end of the project.  

Figure 5.4 

The Number of Students Demonstrating the Skills of Interaction at the Beginning and the End 

of Case 1 

 

Two salient themes were identified with regard to the changes in the skills dimension 

in Table 5.9. As Table 5.9 shows, students developed advanced skills in intercultural 

communication and more awareness of cultural similarities and differences.   
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Table 5.9 

Students’ ICC Development in the Skills Dimension in Case 1 

Themes Students’ answers 
At the beginning At the end 

Advanced 
skills of 
intercultural 
communication 

A05: To be open-minded and 
have fun while learning the 
language. 

 

A05: Just get to know them and interact with 
them. I think we just need to treat everyone 
the same and understand that everyone is 
different and everyone has their own 
opinions on life. 

 A07: Probably find some 
similarities between cultures.  

 

A07: I think you should still try and be 
yourself and just talk normally, but then 
still be cautious about what you said. I 
would respect their opinions because 
everyone would have different opinions. 

 A11: Maybe first learn the 
language. 

 

A11: Don’t judge based on how they speak. 
Just go with an open mind. Even though it 
doesn’t follow your culture, we need to try 
to be understanding. 

 A06: I personally don’t think it’s 
that important, but it is to learn 
about other people’s cultures. 

 

A06: I personally think learning a language is 
cool but actually understanding how a 
person thinks and the way they do things 
and why they do it is much better. 

Noticing more 
cultural 
differences 
and 
similarities 

A07: I can’t think of anything 
right now.  

A07: I guess Chinese culture probably has 
more lucky colours and more traditions, and 
I feel like they represent their culture more. 
I think it’s good to have differences for you 
can explore more.  

 A08: It’s hard to … because they 
are very different cultures. 

A08: A little pride in both cultures, maybe 
with different things, but there’s a lot of 
pride in being Chinese and being New 
Zealander.  

As Table 5.9 indicates, four students demonstrated a deeper understanding of how to 

communicate with cultural otherness. For instance, in the initial interview, A07 suggested 

that people should find similarities between cultures when communicating with people from 

different cultures. However, she expanded her suggestions for intercultural communication in 

the final interview, in which she mentioned sticking to yourself but being respectful and 

mindful at the same time. Besides, two students identified more cultural differences and 

similarities in answering the interview question at the beginning of the project. Additionally, 

A08 found it hard to identify the similarities between New Zealand and Chinese cultures in 



 

 133 

the initial interview. Yet she could identify cultural similarities between China and New 

Zealand in the final interview, which indicates an advanced skill of interpreting and relating:  

People from both cultures [China and New Zealand] want to work hard. It’s 

interesting to see how people growing up on the other side of the world can be 

so similar to someone else on the other side of the world. I think technology 

and the internet help us gain insight into other cultures. People can just be 

connected, and the similarities between cultures make it easier to understand 

each other. 

Critical Cultural Awareness. Students from Case 1 demonstrated three components 

of critical cultural awareness at the end of the project: critical self-awareness, reasoning, and 

relativisation. As Figure 5.5 indicates, two more students showed critical self-awareness by 

critically evaluating and reflecting on their cultural identity compared with the initial 

interview. For example, A18 expressed, “I feel I’ve always been seen as exotic. No one can 

tell I am Chinese or European. So, it is interesting to be identified as Chinese or other 

ethnicities.” Regarding reasoning, six students identified the reasons behind cultural 

differences, which included different upbringing, values, and environment. However, 

compared with the initial interview, fewer students identified the reasons for cultural 

differences in the final interview.  

In comparison with the initial interview, two more students stated that modern 

technology contributes to more similarities between cultures. For example, one of them said, 

“I think technology, as well as the internet, has been able to help us through gaining an 

insight into other cultures. People can just like connect with it.” Compared with the initial 

interview, one more student demonstrated relativisation by acknowledging that multiple 

truths exist. For instance, A11 said, “I feel like when you see differences between cultures, 
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there will be similarities as well.” It indicates that she viewed the truth from different 

perspectives, and she was open and tolerant with a range of positions and ideas.  

Figure 5.5 

The Number of Participants Demonstrating the Components of Critical Cultural Awareness 

at the Beginning and the End of Case 1 

 

The most significant change in critical cultural awareness was that more students 

demonstrated critical thinking about stereotypes by the end of the project, which implies the 

influence of the three lessons of role-plays. In particular, when the researcher asked students 

to elaborate on their statements in the reflective tasks, they demonstrated critical thinking 

regarding making assumptions about other cultures or stereotypes that they had encountered. 

The following excerpts show how students had developed critical thinking in the final 

interview. For example, when asked about how A08 would deal with cultural conflict when 

communicating with people from other cultures, she demonstrated her understanding of 

cultural differences because she is from a different culture. This means that she showed 

empathy for people from other cultures because she might also have experienced similar 

situations with people from other cultures. She also articulated her own opinion of 

stereotypes; she believed that people should not judge others’ cultures without knowing that 

culture. 
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Interviewer: In your reflective sheets, you wrote, “if I butt heads with someone over 

culture, I would be understanding of them as I’m from a different culture.” Could you 

please elaborate on this? 

A08: I think many people see Chinese as bad drivers, something like least 

intelligent. But I think the Chinese are very intelligent. Because you haven’t 

been there so you can’t make assumptions about others’ cultures, it is just you 

don’t even know them. And you just know a little bit of the culture. 

Interviewer: You said that there are some occasions where you wear 

something that is not based on my culture, like going to the temple. However, 

people accept and don’t judge. Can you tell me more about this? 

A11: It’s pretty good living in New Zealand because it’s kind of like a name 

tag when you’re being judged. Like you have to be this person. But when I’m 

going to the temple, sometimes I’ll wear a traditional dress, and sometimes I 

would want to wear jeans and a top. People just don’t judge. And it’s okay that 

we have different beliefs and thoughts, and I do so. It’s like everyone is 

different. 

A11 also has an Asian cultural background. However, different from A08, she 

reported a positive intercultural experience in the New Zealand context. She mentioned that 

people did not judge her based on what she wore, which she found good about living in New 

Zealand. In the final interview, she expressed her opinion that people could have different 

beliefs and thoughts because everyone is different. 

Interviewer: You said that “I haven’t had similar experiences. People haven’t 

confronted me with an assumption about my culture.” Could you please 

elaborate on it? 
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A07: I feel that if you make an assumption, then you’re not really open-

minded because you have to be open-minded that everyone’s different in their 

way. They don’t have to do everything that other people do in their culture 

fully. As far as I know, all New Zealanders are very excited about rugby. But I 

know a lot of people that don’t watch rugby.  

Like A11, A07 also reported that people had not confronted her with assumptions 

about her culture. She elaborated on her statement that “everyone is different in their ways.” 

Furthermore, she demonstrated her understanding of stereotypes by giving an example of 

rugby in New Zealand. As rugby is quite popular in New Zealand, she claimed that you could 

not perceive that everyone was interested in rugby because she knew some people were not 

interested in it. 

5.4.2 Students’ Perceptions of Their ICC Development Due to the Intervention 

This section presents another perspective to examine students’ ICC development: 

students’ perception of their actual learning outcomes from the intervention. In the final 

interviews, students were asked about how they perceived their ICC development due to the 

intervention lessons. Firstly, seven out of 10 students claimed that they developed more 

awareness of cultural misunderstandings and stereotypes. For instance, A14 expressed that 

“there can be misunderstandings between cultures and can sometimes lead to arguments.” 

Similarly, A01 noted,  

People might easily misunderstand people from different cultures because of 

stereotypes and things like that. They [role-plays] kind of tell us how people 

from different backgrounds can think of other people. They assume things 

although they don’t understand a lot about their culture. 

Four students believed that they had a deeper understanding of culture, their own 

culture and Chinese culture. A09 revealed that “I think I know a bit more about their culture 
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[Chinese culture], and I know not everyone is the same in the same culture as well.” 

Similarly, A06 noted, “I learned how Chinese people do with the colour red.” 

Additionally, three students mentioned the importance of viewing things from 

different perspectives, demonstrating raised relativisation. For instance, A05 expressed, 

“People are different. I wouldn’t mind because everyone has different views and different 

points, and everyone is different.” Besides, A08 reflected upon the cultural differences she 

learned from the intervention lessons: “It made me understand how people are different in 

their own ways and how culture is different in different countries.” 

However, four students claimed that their ICC did not change after three lessons of 

role-plays. The reasons that they gave are as follows:  

A01: The dialogues are something that I wouldn’t say to someone else. So I 

don’t think it has really changed me. However, it made me understand how 

people are different in their own ways and how culture is different in different 

countries. 

A12: [The change] is not necessarily because I come from another culture. 

I’ve already had the experience of different cultures. Moreover, I always want 

to be very accepting of other cultures. That’s something very important to me. 

So, this was kind of reinforcing my values, but my values are already there. 

A13: It’s hard to change because my values and thoughts are already there. 

A16: I think, as far as I know, my abilities are already there, same as my 

beliefs.  

So, it is hard to change. But I kind of understand the conflict, but I think I 

understand the same. 

It is important to note that despite these students claiming their ICC had not changed, 

the above quotes indicate that they perceived themselves as having ICC before the 
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intervention. Besides, the researcher found evidence of their ICC change in their final 

interview and survey. For instance, A01 demonstrated a change in her understanding of her 

own cultural identity. In the initial survey, she identified herself as Chinese. However, in the 

final survey, she perceived herself as both Chinese and New Zealander. This is probably due 

to the different understandings of change perceived by the researcher and students. 

5.4.3 Students’ Perceptions of Role-Plays and Reflective Tasks 

This section presents the findings of how students perceived the influence of role-

plays with reflective tasks on their ICC development. Particularly, students identified the pros 

and cons of role-plays with reflective tasks in the final interview (as indicated in Table 5.10). 

Table 5.10 

Pros and Cons of Role-Plays and Reflective Tasks 

 Pros Frequency of statements (n=10) 
Role-plays Useful for understanding situations of cultural 

misunderstanding 
6 

Learned Chinese characters from conversations 5 
Learned both language and culture 3 
Helpful for learning Chinese culture 2 

Reflective 
tasks 

Make you think 4 

 Provide an opportunity to express themselves 3 
 Cons Frequency of statements (n=10) 
Reflective 
tasks 

Hard to answer 2 

All of the students felt the experience was interesting and rewarding. Although they 

had prior experience learning about Chinese culture, it was their first time role-playing 

intercultural situations with cultural misunderstanding in class. According to six students, the 

role-plays helped raise awareness of cultural misunderstandings that might happen in 

intercultural encounters. For example, A01 expressed, “I learned that people might 

misunderstand people from different cultures because of stereotypes and things like that.” 

Besides, A18 wrote in the final survey, “I’ve learned respect and appreciation with learning 

Chinese.” Moreover, she stated that “it was quite interesting. It’s quite different from what 
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I’ve done before, I think it was interesting, and the questions made us think about what we 

know about our own culture. Just interesting.” Four students commented on how reflection 

questions made them think about what was happening and why it happened in the role-play 

conversations. In particular, the reflection tasks offered them an opportunity to express 

themselves. A12 commented, 

I like how it asks about our personal experiences. And it’s helpful for 

expressing cultural differences and expressing yourself. It’s also good to talk 

about what we read in another language and put it into our own experience. So 

it’s really helpful for learning the language and culture. 

However, two students (A16 and A09) thought the reflective tasks were difficult for 

them to answer. A09 said, “I kind of felt it was hard to answer the questions because I hadn’t 

really experienced it. But apart from that was all right.” Similarly, A16 noted, “I like how 

you can kind of analyse it by answering these questions and analysing the situation. While 

it’s a bit hard to answer the questions.” 

5.5 Summary 

This chapter has centred on the findings of Case 1, in which the teacher implemented 

role-plays with reflective tasks in her CFL classroom with the researcher’s support to develop 

students’ ICC. To present a full picture of the findings of Case 1, Table 5.11 summarises the 

findings of the above four aspects of the evidence of students’ ICC development based on 

four ICC components (Byram, 1997). 
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Table 5.11 

Students’ ICC Development Due to the Implementation of Role-Plays and Reflective Task 

ICC 
components 

Changes in the number of students 
who demonstrated the same ICC 

component (n=10) 

Changes in students’ answers to the 
same interview/survey questions 

Learning outcomes of ICC 
elicited by reflective tasks 

Students’ perceptions of 
their ICC development due 

to the intervention 
Attitudes • Respect 1®9 

• Curiosity 4®7 
• Openness to cultural differences 

7®7 
• Appreciation of own culture 3®5 
• Nonjudgmentalism 0®5 
• Nonethnocentrism 5®5 
• Value for cultural diversity 3®3 

• Towards open-minded 
• Towards respect for different 

cultures and different points of 
view 

• Openness to cultural 
differences  

• Nonjudgmentalism 
Respect 

N/A 

Knowledge Understanding of culture 
• Ways of living 6®5 
• Values and beliefs 4®7 
• Identity 6®9 
• Traditions and customs5®6 
• Social behaviour 5®5 
• A particular social group 9®6 
Understanding of own culture 
• A mix of cultures 5®8 
Understanding of Chinese culture 

• Deeper understanding of culture 
• Deeper understanding of own 

culture 

N/A • Deeper the knowledge of 
Chinese culture 

Skills • Skills of interpreting and relating 
• Identify cultural differences 10®10 
• Identify cultural similarities 2®2 

• Advanced skills of intercultural 
communication 

• Noticed more cultural differences 
and similarities 

Causes for cultural 
misunderstanding (n=8) 
Strategies for intercultural 
communication (n=12) 

• More awareness of 
cultural misunderstanding 
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ICC 
components 

Changes in the number of students 
who demonstrated the same ICC 

component (n=10) 

Changes in students’ answers to the 
same interview/survey questions 

Learning outcomes of ICC 
elicited by reflective tasks 

Students’ perceptions of 
their ICC development due 

to the intervention 
Strategies of intercultural 
communication 
• Learn the host culture 1®1 
• Learn the host culture 3®3 
• Be respectful 0®3 
• Nonjudgmentalism 0®3 
• Be mindful 4®4 
• Be open-minded 3®6 

• Useful for understanding 
situations of cultural 
misunderstanding 

Critical 
cultural 
awareness 

Relativisation 4®5 
Critical thinking 0®5 
Reasoning 9®9 
Critical self-awareness 4®6 

N/A Critical thinking (n=8) 
Relativisation (n=3) 
Questioning (n=1) 

• Raised relativisation 

Note. ® refers to the change in the number of students who demonstrated the same ICC components.  
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The analysis of the findings suggests that, firstly, students’ demonstration of their 

development of ICC in Case 1 was multidimensional. Some subcomponents of ICC were 

developed, while some were not. Also, some subcomponents of ICC changed significantly, 

such as nonjudgmentalism and critical thinking, as indicated in Table 5.11. Such change 

might be due to the implementation of role-plays, which aimed to raise students’ awareness 

of stereotypes and their reflective thinking. In contrast, some components did not change 

significantly. Furthermore, there was no change in the number of students who demonstrated 

nonethnocentrism after the intervention. It might be due to the short period of this project or 

students’ personal factors. Particularly, some of them might have already developed a high 

level of ICC before they participated in this project. However, even though there were cases 

where the number of participants who mentioned the same subcomponents of ICC did not 

change, the participants demonstrated a deeper understanding of the same subcomponents.  

The main contribution of Case 1 is identifying the subcomponents of ICC that could 

be developed and mediated by role-plays on cultural misunderstandings. These components 

are openness to cultural differences, nonjudgmentalism, respect, and the skills of avoiding 

cultural misunderstanding, critical thinking, and relativisation. These components exposed 

the nature of the students’ ICC development and how far role-plays on cultural 

misunderstanding could progress and mediate their ICC through CFL learning. Moreover, 

students’ perception of their ICC development demonstrated that they gained more awareness 

of cultural misunderstanding, a deeper understanding of Chinese culture, and a sense of 

relativisation. Students reported that the implementation of role-plays on cultural 

misunderstanding combined with reflective tasks enhanced ICC by offering students 

opportunities to express themselves and making them more motivated, which indicates the 

mediational role of role-plays and reflective tasks in their journey of ICC development. 
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Chapter 6 Findings: CFL Learners’ ICC Development With the Implementation of 

Cultural Artefacts in Case 2 

This chapter looks at the findings of Case 2, in which the CFL learners from School B 

took three lessons on cultural artefacts during one school term. These lessons entailed three 

topics, the Palace Museum, Beijing courtyard houses, and mobile payment in China. In 

particular, the presentation of findings focuses on exploring how 10 student participants’ ICC 

developed during three terms of learning Chinese and investigating how the implementation 

of three lessons’ cultural artefacts mediated students’ ICC development. This chapter begins 

with the background information on the school setting and student participants. Then, 

students’ ICC development is presented across three phases, before, during, and after the 

intervention.  

6.1 Background 

Case 2 was set in School B, a co-educational state secondary school (Years 9–15) in 

Auckland, New Zealand. According to its Education Review Office (ERO) report, School B 

values cultural education. It has a strong commitment to equity and inclusion of students 

from different cultural backgrounds. For instance, School B shows its endeavours to offer 

opportunities for all students to learn about and contribute to the bicultural heritage of New 

Zealand. As with School A in Case 1, School B in Case 2 has a diverse student population. 

According to the Education Review Office (ERO) report, the ethnic composition in this 

school includes Māori (21%), Pākehā (42%), Asian (8%), Chinese (7%), Samoan (7%), 

Indian (3%) Fijian (2%) Tongan (2%) and other Pacific Peoples (3%). The school provides a 

range of language subjects, such as Mandarin Chinese, Japanese, Māori and German, 

although learning a second language is not compulsory. 
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The population of Case 2 comprised 10 CFL learners from Year 11. There was a mix 

of girls (n=8) and boys (n=2) aged between 14 to 16 with a range of cultural backgrounds. 

Notably, half of the students were born overseas (2 were born in South Korea, 1 in China, 1 

in Cambodia, and 1 in the Czech Republic), and the other half were born in New Zealand. 

Their diverse cultural backgrounds seem to increase their opportunities for interacting with 

cultural otherness. For example, all the students reported that they had friends from different 

cultural backgrounds. Nine out of 10 students also reported extensive overseas experiences, 

such as immigration, travelling or short-term living abroad. Three students reported that they 

had been living in New Zealand for over 7 years after their family migrated to New Zealand. 

Six students had the experience of travelling overseas, during which they visited Australia, 

China, Korea, Bangladesh, and Fiji. Students of Case 2 also have multilingual backgrounds, 

with six bilingual students and nine multilingual students. The languages mentioned were 

English, Korean, French, Gujarati, Hindi, German, Bengali, Arabic, Czech, Japanese, and 

Chinese.  

As for Case 1, the findings of Case 2 are reported in three phases: before, during, and 

after the intervention. Students’ overall ICC development through the use of cultural artefacts 

in Case 2 is determined by students’ demonstration of ICC development at the beginning and 

the end of the project. 

6.2 Before the Intervention 

At the start of the study, the researcher distributed surveys to 10 student participants 

in School B, and seven of them participated in the follow-up interview. As in Case 1, after 

the thematic analysis of the qualitative data collected from the survey and the interview in 

Case 3, students’ demonstrations of ICC were categorised into four dimensions of ICC: 

attitudes, knowledge, skills and critical cultural awareness (Byram, 1997).  
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6.2.1 Attitudes 

Ten students from Case 2 demonstrated six components of attitudes: 

nonethnocentrism, openness to cultural differences, respect, curiosity, appreciation of own 

culture and value for cultural diversity, in the initial survey and interview (see Table 6.1).  

Table 6.1 

Students’ Demonstration of the Components of Attitudes at the Beginning of Case 2 

Components of attitudes Frequency of statements (n=10) 
Nonethnocentrism 5 
Openness to cultural differences 6 
Respect 4 
Curiosity 5 
Appreciation of own culture 1 
Value for cultural diversity 2 

As can be seen from Table 6.1, the most exhibited component was openness to 

cultural differences. Interestingly, none of the students expressed negative attitudes towards 

cultural differences in the initial interview. Instead, they found cultural differences 

interesting. Particularly, six out of seven students in the initial interview viewed cultural 

differences as something rather “cool.” For instance, B06 expressed, “I think these [cultural] 

differences are really cool. I like them because when you learn about them, you know what 

different people believe in and why.” Concerning nonethnocentrism, five out of seven 

students in the initial interview claimed that they treated everyone the same regardless of 

their cultural background. For instance, B10 stated, “I don’t see any difference between 

people because of their nation. I think of them differently because of their opinions.”  

Students from Case 2 also showed their respect, appreciation of their own culture and 

value for cultural diversity at the start of the project. Specifically, four out of seven students 

in the initial interview and two out of 10 students in the initial survey demonstrated respect 

when encountering cultural otherness. B07 noted that “I feel like when we [he and his 

classrooms from other cultural backgrounds] meet each other, we always respect each other.” 
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B06 exhibited her appreciation of her own culture by expressing that she was proud of her 

culture. Additionally, two students revealed their appreciation of cultural diversity. For 

example, B04 noted, “that’s why New Zealand is a great place to grow up because there are 

so many cultures here, and you can communicate with everyone and learn a lot.” 

6.2.2 Knowledge 

As mentioned in the Theoretical Framework chapter, the knowledge component of 

ICC entails the understanding of culture, the understanding of own culture, and the 

understanding of Chinese culture. The details of students’ demonstration of these components 

of knowledge in the initial survey and the initial interview are presented in Table 6.2. 
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Table 6.2 

Students’ Demonstration of the components of Knowledge at the Beginning of Case 2 

Components of knowledge Frequency of statements (n=10) 
Understanding of culture  
 Values and beliefs  8 
 A particular social group 6 
 Behaviour 5 
 Traditions and customs 4 
 Ways of living 4 
 A sense of identity 1 
Understanding of own culture  
 Kiwi   

 Cultural diversity 1 
 Relaxed and laidback 2 
 Freedom 2 
 Māori culture 1 

 Asian  
 Family oriented 4 
 Respect elders 2 

 Fiji  
 Religious 1 

 A mix of cultures 2 
 Limited understanding of own culture 1 
Understanding of other culture (Chinese) 
through learning Chinese 

 

 Festivals and traditions 9 
 Chinese food 4 
 Schooling 4 
 Social norms 3 
 History 4 
 Sense of values 3 

As Table 6.2 shows, students from Case 2 mentioned culture as values and beliefs 

most frequently in their understanding of culture. Particularly, B09 defined culture as “the 

values that people believe in.” Both B02 and B03 mentioned a particular social group in their 

definitions of culture. For instance, B02 noted, “culture is having a community of people that 

have their own values, beliefs and lifestyles.” Also, B03 included identity in her 

understanding of culture as she stated, “culture can also be a group of people that you belong 

to.” According to Byram (2000), social identity is not just allocating people to different 
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groups but giving them a sense of belonging. It indicates that identity and a sense of 

belonging are closely related.  

Students exhibited an understanding of their own culture by pointing out the key traits 

of their cultures. For example, students who identified themselves as Kiwi mentioned cultural 

diversity, being relaxed and laidback, freedom, and Māori culture. B03, for example, noted, 

“I think the Māori culture in New Zealand makes it [New Zealand culture] different from 

other cultures.” Students with Asian backgrounds related Asian culture to being family 

oriented and respecting elders. For example, B07 said, “family is very important [in Chinese 

culture].” 

Regarding respect for elders, B05 noted, “We always look after the older people. For 

example, if there is no space for them to sit in the bus, we give them our seat.” Two students 

from Fiji and the Czech Republic respectively mentioned religion (Fiji) and celebrations, 

traditions, hiking, and values (Czech culture). Additionally, two students, B06 and B07, 

explicitly stated that they were from mixed cultural backgrounds. As B06 explained, “I like 

to see more parts of the world because I have an Indian background, which I love. Also, I 

have a Fijian background and a New Zealand background, and I love exploring all different 

parts of it.” On the other hand, two students in the initial interview recognised the limits of 

their knowledge of their own culture. For instance, B09 expressed, “I don’t know my own 

culture and my grandparent’s culture.” Interestingly, students who reported themselves as 

lacking the knowledge of their own culture also identified themselves as from mixed cultures. 

Regarding the cultural knowledge obtained from learning Mandarin before the intervention, 

students initially claimed that they had learned about Chinese celebrations, Chinese food, 

schooling in China, social norms, history, and values of Chinese culture. 
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6.2.3 Skills 

From the outset, in the initial interview, all the students from Case 2 exhibited their 

skills of interpreting and relating and skills of interaction, as indicated in Table 6.3. 

Regarding the skills of interpreting and relating, students identified cultural differences and 

similarities. For the skills of interaction, they expressed their opinions on the strategies in 

intercultural communication.   
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Table 6.3 

Students’ Demonstration of the Components of Skills at the Beginning of Case 2 

As Table 6.3 indicates, most students from Case 2 could identify cultural differences 

at the beginning of the project. They mentioned the differences in local people, everyday life, 

social norms, values and beliefs, and ways of communication. In particular, the most 

mentioned cultural difference was the local people they encountered while they were 

travelling or living overseas. B01 recalled, “I was 9 years old when I first came here. I think 

New Zealand people tend to be kinder than Koreans.” B10, on the other hand, pointed out the 

cultural difference he observed in Thailand. She expressed, “It [Thailand] was a lot different 

from New Zealand. Lifestyle was heavily dependent on tourism, and also everything was 

much cheaper. I also ate a lot of food because it’s very cheap.” Moreover, two students 

mentioned different ways that people communicate. Besides, B13 compared, “New Zealand 

is small and relaxed in a way, but Chinese culture sticks to the traditions.”  

In contrast, fewer students identified cultural similarities than those cultural 

differences. Particularly, students identified some similarities across cultures, such as 

celebrations, sense of values, and manners. Regarding the skills of interaction, the majority of 

Components of skills Frequency of statements (n=10) 
Skills of interpreting and relating  
 Identify cultural differences  10 
          Local people 4 
          Everyday life 3 
          Social norms 2 
          Values and beliefs 2 
          Ways of communication 2 
 Identify cultural similarities  
          Celebration 3 
          Sense of value 2 
          Manners 2 
Skills of interaction  
 The strategies of intercultural communication  
          Learn the target language 3 
          Be understanding 2 
          Be respectful 1 
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students in the initial interview mentioned their strategies of intercultural communication 

when answering the last interview question: What tips would you give to someone who wants 

to communicate with people from other cultures? The most mentioned strategy was learning 

the target language, followed by being respectful and understanding. 

6.2.4 Critical Cultural Awareness 

Before the intervention, students from Case 2 demonstrated three components of 

critical cultural awareness: reasoning, critical thinking, and relativisation (see Table 6.4). 

Table 6.4 

Students’ Demonstration of the Components of Critical Cultural Awareness at the Beginning 

of Case 2 

Components of critical cultural awareness Frequency of statements (n=10) 
Reasoning (cause and effect)  
    Reasons for cultural differences 5 
    Reasons for cultural similarities 1 
Critical thinking 3 
Relativisation 1 

As Table 6.4 shows, the most common response was reasoning as six out of 10 

students identified the reasons for cultural differences and similarities. For example, in the 

initial interview, B10 pointed out that people from different cultures have different living 

styles. When he was asked about the reasons for such different living styles, he said, “I feel 

like the government that people were born in contributes a lot to how they live.” B10 also 

identified the cause for cultural differences, “As the history could be different [across 

cultures].”  

Geography was the only reason identified for cultural similarity. B01 argued, “Korea 

and China have some similar cultures because Korea is close to China.” Additionally, 

students revealed critical thinking and relativisation. For example, B10 expressed his opinion 

that people are not different because of their cultural backgrounds but their perspectives, “I 
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don’t see any difference between people because of their nationality. I think of them 

differently because of their opinions.” As for relativisation, B04 acknowledged the universal 

nature of human beings: “we’ve got differences, but still we are all humans and are similar in 

a lot of ways.” Similarly, B07 expressed, “I could really get to know that no matter how 

different the countries can be, there can always be similarities.” 

6.3 The Intervention 

As mentioned in the Methodology chapter, students from Case 2 took three lessons on 

cultural artefacts in the third school term after completing the initial survey and being 

interviewed in the second school term. Eight of the 10 student participants took part in the 

intervention. The other two students dropped out during the three lessons on cultural 

artefacts. There were three topics for the cultural artefact lessons: the Palace Museum, 

Beijing’s courtyard houses, and mobile payments in China. The student participants were 

first introduced to the concept of ICC and some background information on the topics of the 

cultural artefacts. Then they went through the PowerPoints on these three topics (see 

Appendix 4), respectively, in three lessons. Specifically, they watched the images of cultural 

artefacts and compared their own culture with the Chinese culture. For instance, in Lesson 2, 

students compared how houses look different in China and New Zealand. Then, the teacher 

facilitated a group discussion. The lessons finished with the students completing the 

reflective writing tasks: 

1. Could you please describe what you have observed? 

2. How do you feel about what you have observed? 

3. Could you relate what you have observed to your own culture, e.g., any similarities 

or differences? 

4. Could you write down your own experience, which is about interacting with people 

from different cultures? 
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This section exhibits these eight students’ ICC gained from the three lessons on 

cultural artefacts. Reflective tasks documented students’ learning outcomes of ICC. The 

qualitative data collected from students’ reflective writing were thematically categorised into 

three main dimensions of ICC: attitudes, skills and critical cultural awareness. 

6.3.1 Attitudes 

Students from Case 2 demonstrated curiosity, openness to cultural differences and 

nonethnocentrism in their reflective writing after the teacher’s implementation of cultural 

artefacts, as shown in Table 6.5.  

Table 6.5 

Students’ ICC Development in the Attitudes Dimension Due to the Implementation of 

Cultural Artefacts in Case 2 

Components of attitudes Frequency of statements (n=8) 
Curiosity 5 
Openness to cultural differences  4 
Nonethnocentrism 3 

As Table 6.5 shows, most students claimed that they became more interested in 

Chinese culture after the three lessons on cultural artefacts. For example, B03 noted, “after 

learning more about the Forbidden Palace, I started to become more interested in Chinese 

history.” Similarly, B05 expressed, “Interested. I might do more research about it [Chinese 

culture] because I am curious about the Emperor’s life, which was very luxurious. He got 

whatever he wanted.” After the lesson on Beijing courtyard houses, B06 stated, “it was 

interesting to understand how people in families live together and how they all have their 

different areas in one place. It was nice to know how they still have hutongs [Beijing 

courtyard houses] after 400 to 500 years.”  

Additionally, half of the students who participated in the intervention exhibited their 

openness towards cultural differences. For instance, B03 noted, “when interacting with 
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people from different cultures, it is interesting to compare the differences between different 

cultures, for example, how they were brought up compared to me.” Similarly, B05 

commented on what she had learned from the Beijing courtyard houses in Lesson 2, “It’s 

cool and very unique. it’s not what we do here.” 

As with Case 1, students from Case 2 were asked to recall their intercultural 

experience in the last question of the reflective tasks. Three of them demonstrated 

nonethnocentrism in their responses. For instance, B01 stated that “most of my interactions 

with people from different cultures have not been any different from how I treat people from 

my own culture as I believe culture is not an important thing when it comes to defining a 

person.”  

6.3.2 Knowledge  

As mentioned earlier, students had three lessons on cultural artefacts with three 

topics, which were the Palace Museum, Beijing courtyard houses and mobile payment in 

China. Table 6.6 shows the number of students who mentioned these three topics when they 

were asked to recall what they had learned in the class in their reflective tasks. 

Table 6.6 

Students’ ICC Development in the Knowledge Dimension Due to the Implementation of 

Cultural Artefacts in Case 2 

Four dimensions of ICC Topics Frequency of 
statements (n=8) 

Knowledge: the 
understanding of other 
cultures (Chinese 
culture) 

Mobile payment 8 
Palace Museum 5 
Beijing courtyard houses 4 

It can be seen from Table 6.6 that the most mentioned topic was mobile payment. All 

the students noticed the technology development in China. For instance, B03 wrote, “I have 

observed that mobile payment is extremely common in China, even in rural areas. It is very 

convenient for people.” Furthermore, B09 observed the advance of mobile payment being 
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used in China and the negative sides of such advancement. She commented on the photo 

below (Figure 6.1), “Technology in China and how people handle money in the Chinese 

economy are very advanced but the product and actually selling the food, the method to make 

the product is still traditional and not advanced.” 

Figure 6.1 

The Screenshot of the Mobile Payment in Lesson 3 

 

In addition to the mobile payment, five students stated what they had observed in the 

lesson of the Palace Museum. Four students stated they learned about the museum in China. 

For instance, B10 wrote in the reflective writing, “I saw the rooms in the forbidden city and 

the lifestyle that the historical Chinese emperors lived by. We also saw the history of Chinese 

rulers and how they used to make important decisions.” Similarly, B01 recalled what she had 

learned from the Palace Museum, “Huge ancient building; important historical place; royal 

emperor; pretty and colourful.” 

Some students claimed that they had deep impressions of the Beijing courtyard 

houses. They explicitly described what they had learned about the local people’s daily life: 

B06: Chinese homes and courtyard houses. Moreover, hutongs, how people go there 

and spend quality time with each other. How families live together, and different 

Paying with your phone (��shǒu jī) in China has 

become a daily (	��rì cháng de) gesture. Acco

rding to a survey, 92% of people in China’s largest 

cities (��chéng shì) use Wechat Pay or Alipay a

s their main means of payment (
�fù kuǎn). An

d the phenomenon is the same in rural China: 47

% of the rural population is reported to use mobil

e payments (���
shǒu jī zhī fù) very regularl

y (Daxue Consulting, 2019).

•

What can you observe from this photo?
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people have different sections of the house—the culture and what happens in hutongs, 

and how they are ancient.  

B08: Beijing’s hutongs are an old way of living back from the time of Genghis Khan, 

and generally are in groups of a shape of four with most of the time four families in 

each quarter, and sometimes a family with each, e.g., older brothers’ family in each 

quarter with a courtyard in the middle. The people in the hutongs next to each other 

[the neighbours] are typically very close to each other, with the neighbouring kids that 

play outside with each other and the older people chatting and gossiping with each 

other while also playing games like Mahjong12. 

6.3.3 Skills  

In terms of skills of interpreting and relating, most students could identify cultural 

differences in their reflective writing. Also, over half of the students could recognise cultural 

similarities (see Table 6.7).  

Table 6.7 

Students’ ICC Development in Skills Dimension Due to the Implementation of Cultural 

Artefacts in Case 2 

Components of skills of interpreting and relating Frequency of statements (n=8) 
Identify cultural differences 7 
Identify cultural similarities 5 

As indicated in Table 6.7, most students could identify cultural differences after the 

teacher’s implementation of cultural artefacts in class. For instance, B06 noted, “It’s different 

to my culture because we have a democracy; But people with power in both cultures are 

favoured and have better things; traditional clothing in both cultures.” B10 compared Chinese 

culture with New Zealand culture, “Chinese culture seems very different to New Zealand 

 
12 Mahjong is a tile-based game that was developed during the Qing dynasty in China. 
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cultures as it shows that China was heavily dependent on the choices of one person while 

New Zealand culture stems from our own people and how we react to different things.” 

However, fewer students could identify cultural similarities between Chinese culture 

and their own culture. It is necessary to note that the cultural similarities mentioned by the 

five students were all about Asian cultures. For instance, both B01 and B07 noticed the 

cultural similarities between Korean culture and Chinese culture with respect to the ancient 

buildings and artefacts. B01 related Korean culture to Chinese culture, stating, “the artefact 

and buildings look similar to Korean artefacts and buildings. I think because Korea is next to 

China, and China has affected many cultures around it. Also, the heyday of the emperor is 

similar as well.”  

6.3.4 Critical Cultural Awareness 

Regarding critical cultural awareness, students from Case 2 demonstrated their 

development of critical thinking (n=4), relativisation (n=1), questioning (n=1), and reasoning 

(n=1) in their reflective writings. CFL learners demonstrated their critical thinking by sharing 

their insights on what they had observed from the presentation of Chinese cultural artefacts in 

class. For instance, after the lesson on mobile payment in China, B09 not only noticed the 

high technology but evaluated and questioned the rapid development of technology in China 

and its influence on Chinese people’s daily life:  

Well, most first world countries become richer as their people’s lifestyles become 

better. The reason why China is not a first world country is that its economy is 

developing without its people. China is very advanced in technology, but its 

technology is developing faster than its people can keep up. 

For the last question of reflective tasks, students were asked to reflect upon their 

previous intercultural experiences. Some of them demonstrated their critical cultural 

awareness. For instance, B07 evaluated both the positive and negative aspects of living in a 
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multicultural society, which indicated his relativisation. Also, he demonstrated his reasoning 

by pointing out why miscommunication happens:  

I understand them [cultural otherness] sometimes, but not always. Their cultures are 

different to mine, which is why miscommunication is very common. However, I find 

it amazing and fun to see how we can work together and share our differences to 

make a better world. 

In summary, this section has presented students’ learning outcomes of the 

intervention in Case 2. It is evident that the implementation of cultural artefacts combined 

with reflective tasks can develop and elicit students’ ICC within four dimensions, i.e., 

attitudes, skills, knowledge, and critical cultural awareness. In the attitudes dimension, 

students revealed their curiosity, openness to cultural differences and nonethnocentrism. In 

the knowledge dimension, students demonstrated what they have learned about Chinese due 

to the implementation of the three lessons on cultural artefacts. They knew more about the 

mobile payment, the Palace Museum, and Beijing courtyard houses in China. Regarding the 

skills dimension, students from Case 2 demonstrated skills of interpreting and relating. 

Lastly, students demonstrated their critical cultural awareness by revealing their critical 

thinking, relativisation, questioning, and reasoning. 

6.4 After the Intervention 

After participating in the intervention lessons on cultural artefacts, nine students 

completed the same survey, and six were interviewed in the last school term. This section 

compares students’ demonstration of ICC at the beginning and the end of the project to 

demonstrate students’ overall ICC development. It also examines the role of cultural artefacts 

in students’ ICC development, students’ perceptions of their ICC development due to the 

implementation of cultural artefacts and their perceptions of cultural artefacts combined with 

reflective tasks in the CFL classroom. 
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6.4.1 The Comparison of Students’ ICC at the Beginning and the End of Case 2 

In the following sections, students’ development of ICC is examined concerning four 

dimensions: attitudes, knowledge, skills and critical cultural awareness (Byram, 1997). 

Comparing the results from the beginning and the end of this project reveals that students 

demonstrated their ICC development in all four dimensions of ICC. In Case 2, nine students 

participated in the data collection at the beginning and the end of the project. 

Attitudes. By the end of the project, nine students from Case 2 exhibited seven 

components of attitudes: respect, curiosity, openness to cultural differences, appreciation of 

own culture, nonjudgmentalism, nonethnocentrism, and value for cultural diversity. These 

were different to the components demonstrated at the beginning of the project (see Figure 

6.2). 

Figure 6.2 

The Number of Students Demonstrating the Components of Attitudes at the Beginning and the 

End of Case 2 

 

As Figure 6.2 indicates, more students demonstrated nonjudgmentalism at the end of 

the project. Three students in the final interview expressed their nonjudgmentalism towards 

other cultures, while there were none in the initial interview. For instance, B09 noted, “It’s 

unhealthy to have those sorts of assumptions. Just because most people don’t really fit into 

that.” By contrast, there was no development in the number of students who demonstrated 
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ICC development regarding appreciation of their own culture, openness to differences and 

value for cultural diversity. However, it is necessary to mention that students from Case 2 had 

already demonstrated a high level of these three components at the start of the project. Both 

curiosity and respect underwent a slight increase.  

Although the number of students who demonstrated an openness to cultural 

differences did not increase, students showed more open-mindedness when they answered the 

same question, as indicated in Table 6.8. 

Table 6.8 

Students’ ICC Development in the Attitudes Dimension in Case 2 

Themes Interview (I)/survey 
questions (S) 

Students’ answers at the 
beginning of the project 

Students’ answers 
at the end of the project 

Towards open-
mindedness 

I: What tips would 
you give to 
someone who 
wants to 
communicate with 
people from other 
cultures? 

B04: Definitely try to 
learn a language, and 
try to involve yourself 
with the people as 
much as possible. 

B04: I’d say at least an open 
mind. Try to learn as 
much as you can about 
them.  

 

I: Do you think 
learning 
languages is 
important? If so, 
why? 

B09: Yes, because China 
and the Chinese 
language are growing 
and spreading across 
the world. So I think it 
is better to learn to get 
new opportunities.  

B09: It is certainly important 
to learn another language. 
For me, I think it helps 
you to understand other 
cultures and be more 
connected with the world. 

Towards respect 
for different 
cultures and 
different points of 
view 
 

S: Please describe 
your own culture 

B02: South Korea: food, 
kimchi, rice cake: 
hanbok. 

B02: Korean. You have to 
respect your elders very 
well; different ways of 
speaking.  

 S: Please describe 
your own culture 

B08: My culture is a 
mix of New Zealand 
and China. So I have 
a mix of New Zealand 
values and mixed 
with Chinese culture. 

B08: My culture is relaxed 
while at the same time 
there are many things 
that we have to do. My 
culture is that I have to 
help my parents a lot, 
and I have to be very 
respectful to others. 

Both B02 and B08 stressed respect in the final survey, while they did not mention this 

component in the initial survey. Specifically, when B02 described her own culture at the 
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beginning of the project, she mentioned her home country, the food and the traditional 

clothes in her culture. In the final survey, she stressed the respect for older people in her 

culture. Similarly, in the initial survey, B08 identified that she had New Zealand and Chinese 

cultural backgrounds. Whereas, in the final survey, she emphasised the importance of being 

respectful in her culture. 

Knowledge. As for the students’ understanding of culture at the end of the project, 

the most mentioned component of culture was values and beliefs, following behaviour, 

tradition and customs, a particular social group, ways of living and identity. More students 

mentioned tradition and customs, identity, and social behaviour at the end of the project. The 

quotes below are the examples of students’ diverse understanding of culture in the final 

survey: 

Culture is the values of one’s country, such as being proud and respectful. (B06) 

Culture is how they treat people of their cultures. (B05)  

Culture to me is the traditions. (B04)  

Culture could be the customs and things that a certain group of people does. (B03)  

Culture can be a group of people that you belong to. (B03)  

Culture is the way that people live. (B08)  

Culture is where you come from and the characteristics of where you come from. (B03) 

For the understanding of their own culture, all 5 Kiwi students expressed an 

appreciation of cultural diversity at the end of the project. For instance, B02 argued, “New 

Zealand culture is really diverse in races, so we all respect each other’s culture.” She stressed 

the influence of cultural diversity on society. Additionally, three students characterised New 

Zealand culture as free and relaxed. For example, B09 expressed, “there is more freedom in 

New Zealand, and there is more free will … People can express their opinions freely.” 

Furthermore, Asian students portrayed their culture differently from Kiwi students, which 
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highlighted the respect for elders and the value for family. B05 is from Bangladesh. She 

expressed, “in my culture, whatever is ours is everyone’s in our family.” Three Asian 

students also mentioned the festive feature of their cultures. For example, B06 from Fiji 

stated, “we celebrate festivals with the appropriate traditions and rituals.” B08 was the only 

student who identified herself as multicultural at the end of the project, and she noted, “my 

culture is relaxed while at the same time there are many things that we have to do. I have to 

help my parents a lot, and I have to be very respectful to others.”  

Regarding students’ understanding of Chinese culture at the end of the project, six 

themes emerged from their final survey data, which were ways of living in China, Chinese 

festivals and traditions, cultural artefacts, social norms, Chinese food, and schooling in 

China. More importantly, students’ comments on the ways of living in China and cultural 

artefacts were closely related to the content of the three lessons on cultural artefacts. For 

instance, Lesson 2 focused on Beijing courtyard houses, which exhibited local people’s ways 

of living. Also, students learned about the Palace Museum in Lesson 1, which was embedded 

with diverse Chinese cultural artefacts. Therefore, students’ change in their understanding of 

Chinese culture implies the impact of the implementation of cultural artefacts in class. For the 

changes in the knowledge dimension in Case 2, there was no significant increase in the 

number of students who illustrated an understanding of culture. Only one more student 

defined culture as a sense of identity, behaviour and traditions and customs. In contrast, there 

was no change in terms of a particular social group, values and beliefs and ways of living 

(Figure 6.3).  
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Figure 6.3 

The Numbers of Students Demonstrating the Understanding of Culture at the Beginning and 

the End of Case 2  

 

With respect to the changes in students’ understanding of their own culture (see 

Figure 6.4), the most evident change is that more Asian students viewed respect as a trait of 

their own culture compared with the start of the project, as indicated in Figure 6.4. 

Interestingly, two students identified themselves as a mix of cultures at the beginning, 

whereas one student changed their cultural identity at the end of the project.  
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Figure 6.4 

The Numbers of Students Demonstrating the Understanding of Their Own Culture at the 

Beginning and the End of the Project in Case 2 

 

Moreover, there was a big rise in the number of students who mentioned ways of 

living in China and Chinese cultural artefacts in the final survey (see Figure 6.5). It indicates 

that the cultural artefact course might facilitate an increase in learners’ knowledge of Chinese 

culture. As for the rest of the understanding of Chinese culture, no apparent change was 

made.  
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Figure 6.5 

The Numbers of Students Demonstrating the Understanding of Chinese Culture at the 

Beginning and the End of the Project in Case 2 

 

Three themes of the changes in the knowledge dimension were demonstrated by 

comparing students’ answers to the same interview and survey questions, which are presented 

in Table 6.9.  
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Table 6.9 

Students’ ICC Development in the Knowledge Dimension in Case 2 

Themes Student Initial survey Final survey 
A deeper 
understanding 
of culture 

B05 [Culture is] where you come 
from and the characteristics of 
the place where you come from.  

Culture is how people of that culture act, 
how they do everyday things, and how 
they treat people of their culture.  

B09 Culture is how someone is 
brought up.  

Culture is the values and lifestyle that 
people live and believe. 

A different or 
a deeper 
understanding 
of own culture 

B01  New Zealand: respect 
 

Respect elders, standing up with 
everyone else to defend when someone 
and something is wrong. 

B03 My own culture is Chinese and 
New Zealand. I live by Chinese 
culture and New Zealand 
culture, mostly Chinese. 

My culture is Chinese. We celebrate a 
lot.  

B07 Table manners; family 
gathering; driving manners; 
eating manners. 
 

Family comes first; looking nice is 
important; loyalty behaviour; strong 
relationships are important; wealth 
determines how much respect you get; 
give and take are important. 

B09 Chinese New Year. I don’t know 
my culture and my 
grandparent’s culture. 

My culture is mixed with going to 
pagodas, receiving red envelopes and 
celebrating Chinese New Year. 

More 
knowledge of 
Chinese 
culture 

B06 Interesting I want to learn about 
its strong family values 

I think I have changed the way I see how 
they [Chinese] live there because it’s 
more advanced than what we have in 
New Zealand, which is pretty cool. 

 B05 Environment; holidays they 
have; schooling system; 
language 

How they shop in the supermarket; 
Emperor’s daily life; little stories; 
Chinese food, the government 

As Table 6.9 indicates, students from Case 2 demonstrated a deeper understanding of 

culture, a deeper or different understanding of their own culture and more knowledge of 

Chinese culture compared with the beginning of Case 2. As indicated in Table 6.9, B06 and 

B05’s demonstration of their understanding of Chinese culture is closely linked to the content 

of the intervention class. Possible reasons for students’ deeper understanding of culture and 

their own culture might be due to the intervention, which catalysed their reflection upon the 

understanding of culture and their own culture. Regarding understanding culture, B05 and 

B09 expanded their understanding of culture in the final survey.  
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Furthermore, four students exhibited a deeper understanding of their own culture. 

Interestingly, B03 identified herself as having a mixed cultural background at the beginning 

of the project, yet she said she was Chinese at the end of the project. Similarly, B09 

demonstrated a shift in the understanding of her own culture. At the beginning of the project, 

she acknowledged that she barely knew her own culture. By the end of the project, she 

explicitly described her own culture by stating, “My culture is mixed with going to pagodas, 

receiving red envelopes and celebrating Chinese New Year.” In contrast, B05’s 

understanding of her cultural identity did not change during the project. By the end of the 

project, she was still confused about her cultural identity. However, she expressed positive 

attitudes towards being ethnically multicultural: 

I: I noticed in your survey that your answers for describing your own culture are a bit 

vague. How would you identify yourself?  

B06: Oh, god, I’ve never known about this.  

I: Have you thought about this question before? 

B06: I thought about it, but I don’t know. I feel confused about this. 

I: So, how do you feel growing up with diverse cultural backgrounds? 

B06: I like it because it lets me see more parts of the world because I have an Indian 

background that I love. And I have a Fijian background and a New Zealand 

background, and I love exploring all the different parts of it. 

Regarding the changes in students’ understanding of Chinese culture, it is interesting 

that both B06 and B05’s responses in the final survey included what they had learned from 

intervention lessons (the underlined parts in Table 6.9). For example, B06 said her view of 

Chinese people’s way of life had changed as Lessons 2 and 3 are about Chinese people’s way 

of life. B05 also mentioned that she learned how Chinese people shop in the supermarket, 

which is the content of Lesson 2 (See Appendix 4). 
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Skills. There was no significant change with respect to the number of students who 

demonstrated the same components of the skills of interaction, interpreting, and relating in 

Case 2. As with the beginning of the project, five out of six students illustrated the ways in 

which they would communicate with cultural otherness. Their strategies of intercultural 

communication in the final interview included being open-minded, being mindful, being 

respectful, learning about the host culture, and treating everyone the same. Interestingly, five 

students in the final interview gave five different opinions on how to communicate with 

cultural otherness: 

B05: You might try to consider why they speak or act the way they do it. Just be 

open-minded. 

B07: I think culture is one of the most sensitive topics to be talking about. We all 

have different opinions on it. 

B01: Just respect everything. 

B04: Try to learn as much as you can about them.  

B06: Don’t treat them differently. Just communicate the same way you do with 

everyone else. I don’t think it should be different in the way you treat anyone else 

because they are from a different culture.  

However, there were some changes in students’ answers to the same interview 

questions regarding comparing different cultures. Particularly, some students noticed more 

cultural differences in comparison with the initial interview (Table 6.10).  
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Table 6.10 

Students ICC Development in Skills of Interpreting and Relating in Case 2 

Themes Interview 
question 

Excerpts of students’ answers 
At the beginning At the end 

Noticed more 
cultural 
differences and 
similarities 

Can you mention 
some of the 
differences 
between Chinese 
culture and New 
Zealand culture? 

B01: I think New 
Zealand is an island, and 
China is a more 
crowded place. There 
are more events in 
China than in New 
Zealand.  

B01: There are many people [in 
China], so then they have many 
very convenient devices. And 
they have a very big culture and 
traditions, while New Zealand 
is like, a small number of 
people. Moreover, it’s not that a 
big culture compared to China. 

 B05: Yeah, a lot. For 
example, when someone 
says you are good at 
math, New Zealanders 
would say thank you. 
However, if they are 
Chinese people, they 
would say “no, no”   

B05: With Chinese history 
going back much further than 
New Zealand, there’s a lot 
more to look at in Chinese life, 
such as the way they do stuff is 
much different. Well, on 
holidays they celebrate as well. 
Māori has Matariki13 with 
similar styles. Also, in Chinese 
culture, they do different stuff 
on New Year.   

As Table 6.10 shows, at the beginning, B01 thought China was busier than New 

Zealand, whereas she expanded her answers by pointing out the technological differences and 

differences in traditions at the end of the project. Similarly, B05 mentioned the differences in 

people’s reactions to compliments between China and New Zealand. Her final interview 

revealed her advanced skills of interpreting and relating by pointing out the cultural 

differences between China and New Zealand concerning history, daily life and celebrations. 

It is necessary to note that her mentioning of everyday life might be the learning outcome of 

cultural artefacts, of which two lessons are about Chinese daily life, such as mobile payment 

and Chinese people’s living conditions.  

Critical Cultural Awareness. In the critical cultural awareness dimension, six 

students exhibited their critical thinking, reasoning, and relativisation in the final interview. 

 
13 Matariki signals the Māori New Year, which is a time of renewal and celebration in New Zealand that begins 
with the rising of the Matariki star cluster. 
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Three out of six students exhibited their critical thinking by their judgment of facts. For 

instance, in the final interview, B05 explained how she made sense of cultural differences in 

everyday life, “As you might try to consider why they might speak or act the way they do it 

to be more understanding of it [cultural difference].” Additionally, all the interviewed 

students could identify the reasons for the cultural differences at the end of the project. B04 

stated that Chinese people have more celebrations. When the researcher asked her why, she 

replied, “just because China has so many traditions and they go thousands of years back.”  

In contrast, only two students identified the reasons for cultural similarities. B04 

noted, “We all basically live in this world. So, you can always find the similarities. You just 

have to look hard enough.” With respect to relativisation, B07 asserted the universal nature of 

different cultures, “I think there are good sides to New Zealand culture, but there’s also a 

negative side to New Zealand culture, and there are good sides to Chinese culture, and there 

are also negative sides to Chinese culture.”  

Figure 6.6 presents the changes in the number of students who exhibited the 

components of critical cultural awareness. As it shows, the number of students who 

demonstrated critical thinking and relativisation increased dramatically. Towards the end of 

the project, more students demonstrated questioning, reasoning and relativisation. However, 

there was no change in terms of critical self-awareness. 



 

 171 

Figure 6.6 

The Number of Students who Demonstrated the Components of Critical Cultural Awareness 

at the Beginning and the End of Case 2 

 

Some students from Case 2 also demonstrated their ICC development in critical 

cultural awareness when they answered the same interview questions. For instance, compared 

with the initial interview, when asked, “What do you think is the reason for cultural 

differences?” B04 demonstrated her critical cultural awareness, particularly in terms of her 

reasoning skill, critical thinking, questioning, and relativisation: 

Initial interview:  

B04: People always think of different things in different groups. 

Final interview:  

B04: A lot of it is upbringing, I think, like how your parents raise you and how you 

choose to react to that [Reasoning]. For example, when I was young, I thought Santa 

Claus was real because my parents said he was real. Then you kind of grow up, and 

they tell you the truth [Questioning]. Well, it’s just when you’re younger, you kind of 

believe things more from what adults say or what people tell you as it’s way easier to 

believe [Reasoning]. I’m not saying that anything is wrong with it [Relativisation]. 

But still, you have the right to choose what to believe in, what culture you associate 

with as you grew up or just what you agree with the most [Critical thinking]. 
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As indicated in the above excerpt, she moved from merely pointing out the reasons 

behind cultural differences in the initial interview to demonstrating her reasoning, 

questioning, relativisation and critical thinking at the end of the project. In the final interview, 

she started by stating that people’s way of upbringing influences their beliefs. Then she gave 

an example of Santa Claus to reflect upon and question what is truth. She also demonstrated 

her relativisation stance by noting that “I’m not saying that anything is wrong with it,” which 

indicates what she stated previously cannot be identified as right and wrong. At last, she 

made her own judgment by critically commenting on people’s right to choose their own 

beliefs and culture. Her belief in people’s right to choose their own culture might explain her 

perception of her own cultural identity. B04 is from the Czech Republic and moved to New 

Zealand 3 years ago. As in the initial survey, she still identified herself as Czech instead of 

Kiwi.  

B07’s critical cultural awareness turned out to be remarkably high. He weighed the 

pros and cons of situations carefully. He was also a critical thinker. Compared with his initial 

interview, in the final interview, he stated the importance of exploring why stereotypes exist:  

I feel that, with stereotypes, I should understand why they might stereotype like that. I 

think it’s either jealousy or their thinking. And I don’t think that’s wrong. For 

example, plastic surgery is really big in Korea, and I think it’s because of bullying or 

competition. I think that’s why New Zealand is such a nice country because there’s no 

competition academically or on other stuff. It’s really chill. But one thing I really 

want people to know before they stereotype is to actually get to know about that 

culture. If they actually get to understand the culture, they wouldn’t even make an 

assumption in the first place.  
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In the final interview, Similar to B04, B07 opened up to the researcher more by 

challenging the “truth,” He described his doubt about mass media in the final interview. He 

concluded briefly but profoundly:  

To be honest, I don’t really read the news or anything that much about China. I mean, 

Chinese politics I might be interested in, but I don’t really read things about how 

society goes on because it’s not really that open as well.  

B07 also demonstrated his critical self-awareness by critically evaluating how he was 

influenced by both South Korean and New Zealand culture. He made a sensitive and 

emotional acknowledgement of his own cultural background and his positionings of himself: 

I think my cultural background is very similar to any other Asian—very young people 

not very open all the time until you know them to actually be friends. However, I 

believe that I don’t have to follow that culture just because that’s my culture. I’ve 

been living in New Zealand for 10 years. So I learned that being open, no matter 

where you’re from, how different you can be. You can always respect that person 

because you never know who they are. 

6.4.2 Students’ Perceptions of Their ICC Development Due to the Intervention 

In the final interview, students from Case 2 demonstrated their perceptions of their 

ICC development due to the implementation of cultural artefacts. Particularly, four out of five 

students claimed that they obtained more knowledge of Chinese culture:  

B01: Yes, because what I thought about Chinese culture is about big cities and just 

like a lot of people. However, after I learned about the Palace and hutong [Beijing 

courtyard houses], I learned how they live normally. 

B02: I guess, especially the online payment. I learned that China is way ahead of New 

Zealand because you have the phones to pay for almost everything. However, in New 
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Zealand, we can use Apple pay, and not many people use it in China. In terms of 

changes, not a lot yet, but a little bit made about these three topics. 

B03: Not completely, but I think I have changed the way I see how they live there 

because it’s more advanced than what we have in New Zealand, which is pretty cool. 

For me personally, what was different, I guess I know more about how people 

nowadays use their phones.  

B07: I’m not sure. I think it kind of gave me more idea of how Chinese people 

actually are there to support you. I thought at first that Chinese people are very 

independent. But I feel like after learning and seeing these historical images and stuff, 

I learned how they’re independent. When they need help, people around them are 

there to actually support them. 

As the excerpts show, B01, B03, and B07 claimed that they learned more about 

Chinese people’s daily life through the intervention lessons. Only B09 stated that there had 

been no change because she already knew the aspects of Chinese culture addressed in the 

intervention lessons. She said, “Not really. Well, I already sort of knew about some aspects of 

Chinese culture.” 

6.4.3 Students’ Perceptions of Cultural Artefacts and Reflective Tasks 

This section presents students’ perceptions of cultural artefacts and reflective tasks in 

Case 2. At the end of the project, five students who participated in the final interview 

revealed their perceptions of the influence of the cultural artefacts combined with reflective 

tasks. Students’ responses were thematically grouped into two categories: the pros and cons 

of cultural artefacts with reflective tasks and their ICC changes triggered by three cultural 

artefacts lessons. 
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Table 6.11 

Pros and Cons of Cultural Artefacts and Reflective Tasks 

ICC pedagogical tools Pros Frequency of statements (n=8) 
Cultural artefacts Interesting 3 
 Learned Chinese culture 4 
 Images 4 
 Relatable 2 
Reflective tasks Make you think 1 
 Provide an opportunity to 

express themselves 
2 

 Questions are interesting 1 
 Cons Number of participants 
Reflective tasks Hard to answer 3 

Students’ perspectives on the pros and cons of the cultural artefacts are captured in 

the following comments. Their responses were overall positive, which can be seen in Table 

6.11. Four out of five students indicated that the content of cultural artefacts led to 

improvements in their knowledge of Chinese culture. In addition, they also stated that they 

found these lessons interesting, making them want to learn more about Chinese culture. Also, 

two students said the content of the cultural artefacts was relatable for them because they 

were from Asian culture. Furthermore, students commented on the reflective tasks positively. 

Two students said the reflective tasks provided them with an opportunity to express 

themselves. However, three out of five students also mentioned the questions were a bit hard 

to answer. The following excerpts are from B01 and B05, in which they demonstrate the 

positive influence of cultural artefacts and reflective tasks on their ICC development:  

B01: They are very interesting because they’re kind of similar to my culture. So I can 

relate to my culture. Probably because when I meet Chinese people in the future, I can 

actually know what they’re doing. I can learn and see how they live from the pictures. 

Also, the reflective tasks have interesting questions, and I can have time to think 

about my culture and get the chance to express myself. 
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B05: That’s quite interesting to do because I had to learn stuff about what I didn’t 

know, which is so good for me. All of these images and stuff are good, but sometimes 

the questions are quite vague … I’m not sure exactly the target when I’m answering 

it. But other than that, I think it’s cool. 

6.5 Chapter Summary 

To sum up, drawing on the comparison between the data collected at the beginning 

and end of this project, students demonstrated ICC development in four dimensions of ICC, 

i.e., attitudes, knowledge, skills and critical cultural awareness with different degrees and 

different subcomponents of ICC (see Table 6.12).  

 

 

 

 

 

 

 

 

 

 



 

 177 

Table 6.12 

Students’ ICC Development Due to the Implementation of Cultural Artefacts and Reflective 

Task 

ICC 
components 

Changes in the number of 
students who demonstrated the 
same ICC component (n=10) 

Changes in students’ 
answers to the same 

interview/survey 
questions 

ICC developed by 
reflective tasks 

Students’ 
perception of 

their ICC 
development 

due to the 
intervention 

Attitudes • Respect 5®6 
• Curiosity 4®5 
• Openness to cultural 

differences 5®5 
• Appreciation of own culture 

1®1 
• Nonjudgmentalism 0®3 
• Nonethnocentrism 5®4 
• Value for cultural diversity 

3®3 

• Towards open-minded 
• Towards respect for 

different cultures and 
different points of 
view 

• Openness to 
cultural differences  

• Nonjudgmentalism, 
respect 

• Curiosity 

N/A 

Knowledg
e 

Understanding of culture 
• Ways of living 6®5 
• Values and beliefs 7®7 
• Identity 1®2 
• Traditions and customs 4®6 
• Social behaviour 5®6 
• A particular social group 5®5 
Understanding of own culture 
• A mix of cultures 2®1 
Understanding of Chinese culture 
• Ways of living 0®9 
• Social norms 3®4 
• Cultural artefacts 0®2 

• Deeper understanding 
of culture 

• Deeper understanding 
of own culture 

• More knowledge of 
Chinese culture 

• Knowledge of 
Chinese culture 

• Deeper 
knowledge 
of Chinese 
culture 

Skills • Skills of interpreting and 
relating 

• Identify cultural differences 
6®9 

• Identify cultural similarities 
4®4 

Strategies of intercultural 
communication 
• Learn the host culture 1®0 
• Be respectful 1®1 
• Be mindful 4®4 
• Be open-minded 2®2 
• Learn the target language 

3®1 

• Noticed more cultural 
differences and 
similarities 

• Identify cultural 
differences 

• Identify cultural 
similarities 

N/A 

Critical 
cultural 
awareness 

• Relativisation 4®5 
• Critical thinking 0®5 
• Reasoning 9®9 
• Critical self-awareness 4®6 

N/A • Critical thinking 
• Relativisation 
• Questioning  
• Reasoning  

N/A 

Note. ® refers to the change in the number of students who demonstrated the same ICC components. 
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There was a noticeable advancement in students’ knowledge of Chinese culture as 

students mentioned more Chinese cultural artefacts. Moreover, students demonstrated more 

respect for other cultures, a deeper understanding of culture, and a deeper awareness of 

cultural differences and similarities. In the critical cultural dimensions, there was an evident 

increase in the number of students who exhibited critical thinking and relativisation at the end 

of the project. In contrast, no obvious development was found concerning reasoning and 

critical self-awareness.  

The results also show that the implementation of cultural artefacts could mediate 

students’ ICC development within four dimensions: attitudes, knowledge, skills, and critical 

cultural awareness. Regarding the mediational role of cultural artefacts in students’ ICC 

development, the implementation of cultural artefacts is especially useful in raising students’ 

interests and curiosity about Chinese cultures according to the learners themselves. It seems 

that the relatable and interesting cultural content embedded in the images of cultural artefacts 

played an important role in attracting learners’ attention and igniting their interest in learning 

about different cultures. Whereas the image itself was not sufficient to develop students’ ICC, 

as in Case 1, the reflective tasks had advantages in documenting students’ learning outcomes 

of the intervention class. Also, students’ ongoing reflection seemed to mediate their ICC 

development. Therefore, it can be concluded that integrating relatable and interesting cultural 

content of cultural artefacts combined with reflective tasks encouraged students to explore 

their own culture and other cultures.   
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Chapter 7 Findings: CFL Learners’ ICC Development with the Implementation of 

Videos in Case 3 

This chapter presents the findings of Case 3, in which 12 students had three CFL 

lessons in which they watched videos about Chinese culture and completed reflective tasks 

during one school term. The videos focused on the differences and similarities between 

Chinese and New Zealand cultures, particularly the education system and how the school 

runs. The details of the design and implementation of videos combined with reflective tasks 

were presented in the Methodology chapter. As with the previous two Findings chapters, the 

presentation of the findings of Case 3 starts from contextualising the research setting of this 

case, followed by students’ demonstration of ICC in the three phases of this study, before the 

intervention, during the intervention, and after the intervention. The last section summarises 

the significant findings of Case 3. The presentation of findings of Case 3 focuses on 

exploring how 12 student participants’ ICC developed during three terms of learning 

Chinese, investigating how the implementation of three lessons’ videos developed students’ 

ICC and presenting how students perceived their ICC development due to the implementation 

of videos. 

7.1 Background 

The 12 student participants were from School C, which was situated in Auckland, 

New Zealand. It is a state-integrated Catholic Girls’ school with almost 100 years’ history. 

State-integrated schools are schools with a special character but also funded by the 

government. In this case, School C’s education is founded on the Catholic faith. It teaches 

girls from Year 7 to Year 13. According to the school website, increasing immigration in 

New Zealand makes the college a reflection of the multicultural nature of New Zealand. 

Therefore, like School A and School B, it also has a diverse student population. In 2019, the 
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ethnic composition of this school included Māori (10%), European New Zealander/Pākehā 

(40%), Samoan (10%), Indian (10%), South East Asian (8%), Tongan (8%), Chinese (5%), 

Pacific Peoples (5%), and other ethnic groups (4%).  

The population of this case comprised 12 girls from Year 10, between 13 and 16. 

Most of them were 15 years old when they participated in this project. Ten of them were born 

in New Zealand, and their first language was English. The remaining two were born in Korea 

and the Philippines, who reported that their first language was Korean and Tagalog. Although 

most girls were born in New Zealand, nine had parents who immigrated to New Zealand 

from other countries, such as Samoa, Netherlands, Switzerland, Tonga, England, Cambodia, 

China, South Korea, and the Philippines. Most student participants had overseas experiences. 

Three out of 12 girls had lived overseas for over 6 years. Seven of the 12 student participants 

had visited their parents’ home country before participating in this project. In the survey, 

seven girls reported that they were bilingual or multilingual. The languages mentioned were 

Samoan, Dutch, Swedish, Mandarin, Tagalog, and Korean. Eleven out of 12 students had 

learned a different language other than Mandarin, such as French, Spanish, Māori, Samoan, 

Japanese, and Korean. 

7.2 Before the Intervention 

At the start of the second school term, 12 students from Case 3 completed the initial 

survey and eight of them were interviewed before taking part in the intervention. Their 

exhibition of ICC was grouped into four dimensions: attitudes, knowledge and critical 

cultural awareness.     

7.2.1 Attitudes 

From the outset, students from Case 3 demonstrated six components of attitudes: 

openness to differences, curiosity, appreciation of cultural diversity, nonethnocentrism, 

respect, and nonjudgmentalism (see Table 7.1).  
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Table 7.1 

Students’ Demonstration of the Components of Attitudes at the Beginning of Case 3  

Components of attitudes Frequency of statements (n=12) 
Openness to cultural differences 8 
Curiosity 6 
Value for own culture 3 
Nonethnocentrism 5 
Respect 3 
Nonjudgmentalism 1 

As Table 7.1 shows, all the students found cultural differences “cool and interesting” 

in the initial interview. For instance, C15 expressed, “I find it pretty cool to see how other 

cultures run things differently.” Similarly, C17 responded, “I find it really interesting that 

cultures are different.” Six out of eight students showed interest in learning about other 

cultures. C27 claimed, “I feel quite comfortable asking them [people from other cultures] 

about their cultures and really interested in knowing what they are all about.” Also, three 

students demonstrated their appreciation of their own culture in both the initial interview and 

survey. For instance, C18 noted, “I feel that it makes us proud because we have our own 

special or unique demonstration of our cultures such as dancing and stuff like that.” Five 

students demonstrated their nonethnocentrism by acknowledging that all cultures were equal. 

C20, for example, stated, “I feel no matter what culture you’re from, we’re all human and 

live in the same world.” Besides, four students showed their respect toward other cultures. 

C20 offered her view of interacting with people from different cultures, “we need to learn the 

culture and respect it.” Regarding nonjudgmentalism, C23 demonstrated that “people need to 

understand the culture first before making comments or making assumptions.”  

7.2.2 Knowledge 

Students’ demonstration of knowledge in the initial survey and interview before the 

intervention of Case 3 was categorised as the understanding of culture, the understanding of 

own cultures, and the understanding of other cultures (Chinese culture).  
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Table 7.2 

Students’ Demonstration of the Components of Knowledge at the Beginning of Case 3 

Components of knowledge Frequency (n=12) 
The understanding of culture   
     Social behaviours  8 
     A particular social group 7 
     Environment 6 
     Traditions and customs 6 
     A sense of identity 5 
     Values and beliefs 2 
The understanding of own culture  
     Kiwi   
          Food 6 
          Freedom 3 
          Cultural diversity 3 
          Haka 3 
          Manners 2 
          Being relaxed 2 
          Being environmentally friendly 2 
          Māori culture 1 
     Asian  
          Celebrations 3 
          Respect elders 3 
          Traditions 1 
     Pacific Peoples  
          Olden-days based 2 
          Respect elders 2 
     A mix of cultures 4 
     Limited understanding of own culture 1 
The understanding of other cultures (Chinese) through learning Chinese  
     Chinese food 8 
     Celebrations and traditions 8 
     Social norms 5 
     Regional differences 4 
     History 3 

As Table 7.2 indicates, students from Case 3 defined culture as social behaviour, a 

particular social group, environment, traditions and customs, a sense of identity and values 

and beliefs. The most mentioned component of culture was social behaviour. As for the 

understanding of their own culture, students who identified themselves as Kiwi associated 
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their culture with food (Weetbix14 and kiwi fruit), freedom, cultural diversity, haka15, 

manners, being relaxed, being environmentally friendly, and Māori culture. Students from 

Asian backgrounds related Asian culture to celebrations, respecting elders and traditions. One 

student from a Pacific Island background understood her culture as “olden-days based” and 

respecting elders. Half of the interviewed students claimed that they were from multicultural 

backgrounds, and one of them, C15, acknowledged her lack of knowledge of her own culture 

in the initial interview. She expressed, “I identify my culture as Samoa. However, I don’t 

know much about it because I’ve never been there.” Regarding the knowledge of other 

cultures (Chinese culture), students reported that they had learned about Chinese food, 

celebrations and traditions, social norms, regional differences and history.   

7.2.3 Skills 

At the start of this project, all the students from Case 3 could identify cultural 

differences between different cultures. They mentioned different ways of doing things, 

different history, different celebrations and different ethnic compositions. However, fewer 

students could identify cultural similarities, as indicated in Table 7.3. The mentioned cultural 

similarities were universal human values across cultures, such as respect, kindness and 

manners.  

 
14 Weet-Bix is a high-fibre and low-sugar breakfast cereal biscuit manufactured in New Zealand by the 
Sanitarium Health and Wellbeing Company. 
15 A traditional Māori war dance with singing. New Zealand rugby teams perform a version of it before games. 
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Table 7.3 

Students’ Demonstration of the Components of Skills at the Beginning of Case 3 

Regarding the skills of interaction, most students could identify the strategies of 

intercultural communication, which were being open-minded, learning the language and 

being empathetic. The most mentioned strategy was being open-minded. For instance, C15 

stated, “[we need] to be more open-minded to what they [people from other cultures] say and 

do because they might have a different upbringing from us.” 

7.2.4 Critical Cultural Awareness 

In the initial interview, students from Case 3 exhibited their critical self-awareness, 

critical thinking and reasoning in the critical cultural awareness dimension (See Table 7.4).  

Table 7.4 

Students’ Demonstration of Critical Cultural Awareness at the Beginning of the Project 

The components of critical cultural awareness  Frequency of statements (n=8) 
Critical self-awareness 6 
Critical thinking 3 
Reasoning 1 
    Reasoning the cultural differences 6 
    Reasoning the cultural similarities 2 
 

Components of skills  Frequency of statements (n=8) 
Skills of interpreting and relating  
     Identify cultural differences   
          Ways of doing things 4 
          History 3 
          Celebration 2 
          Diversity 2 
     Identify cultural similarities  
          Respect 3 
          Kindness 2 
          Manners 1 
Skills of interaction  
     The strategies of intercultural communication  
          Be open-minded 3 
          Learn the language 2 
          Be empathetic 1 
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Six out of eight students in the initial interview demonstrated their critical self-

awareness by critically evaluating their cultural identity, which was indicated by the 

following quotes:  

C15: Being multicultural, I mean, it’s like you are in two different worlds... each one 

has a different culture. But I guess it’s pretty cool to be in both. 

C23: I would say I am more Kiwi than Chinese because I’m not really related to the 

Chinese stereotype. I have to work hard on my grades, but I still want to have fun. It’s 

like a mix of both. I feel good about it because you have both sides that you love and 

you can share.  

C26: I identify myself as New Zealand Samoan. I mean, I am kind of mixed. I was 

born here, so I get to experience what it’s like being a New Zealand girl, but I have 

been brought up with the same values as Samoans. While, when you go back home 

[Samoa], people kind of look at you because you are half Samoan. I used to not like 

it. When I was little, I didn’t like my cousins for treating me differently because I am 

half Samoan. But now it’s just like the same because I’ve been brought up the same 

way as them. So we have the same values. 

The above quotes show that students from multicultural backgrounds might struggle 

with their cultural identities. However, they also appreciate being multicultural. More 

importantly, it seems that they have figured out the ways of mediating between different 

cultural identities. In addition to the critical self-awareness, three students also demonstrated 

their critical thinking by critically evaluating cultural issues and articulating their own points. 

For example, when C18 commented on cultural similarities and differences, she noted, “we 

have things we all like, and we also have things we dislike ... how you’re brought up and the 

environment around us also influences us differently.” Similarly, C20 expressed her 
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understanding of cultural differences by stating, “I feel all right [the cultural differences] ... 

like no matter what culture you’re from, we’re all human and live in the same world.” 

For reasoning skills, six out of eight students could identify the reasons behind 

cultural differences. The most mentioned reason was upbringing and environment. For 

example, C26 stated, “Maybe the family and what they believe in [cause the cultural 

differences].” Besides, when asked about the reasons for cultural differences, C21 replied, “I 

guess it’s the environment.” In contrast, fewer reasons for cultural similarities were 

identified, although both C15 and C18 believed that the reason cultural similarities exist is 

that, as C15 stated, “We are all people.” 

7.3 The Intervention 

In Case 3, 12 student participants from Year 11 at School C took three CFL lessons 

incorporated with one ICC pedagogical tool, videos. Videos were used as a visual stimulus to 

enhance students’ ICC while learning Chinese simultaneously. These three videos included 

the following topics: the canteen food of a Chinese public school for Lesson 1, the education 

system in China for Lesson 2, and the high technology in a Chinese school dining hall for 

Lesson 3 (Appendix 5). Students started by learning some background information about the 

topic of the video. Then, they watched the video and commented on how the other culture 

was portrayed through this video. The teacher guided the students to discuss the cultural 

differences and similarities based on the content of the video. For instance, they talked about 

the differences between the education system of China and New Zealand. Also, they learned 

some new Chinese characters from the videos. In addition, they had a group discussion on the 

cultural aspects revealed by the video. The reflective tasks elicited students’ ICC 

development as a result of the implementation of videos. It took them around 20 minutes to 

reflect upon what they had learned from the lesson. The questions of the reflective tasks are 

as follows: 
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1. Could you please describe what you have observed in this video? 

2. What are some similarities and differences between your culture and the Chinese 

culture in this video? 

3. How do you feel about these differences and similarities? 

4. Could you write down your own experience of interacting with people from different 

cultures? 

This section presents the findings regarding how students’ ICC was developed by the 

implementation of videos, as documented by the reflective tasks. After the thematic analysis 

of the data collected from reflective tasks, students’ ICC development due to the 

implementation of videos was grouped into three ICC dimensions: attitudes, skills and critical 

cultural awareness. 

7.3.1 Attitudes 

Students exhibited five components of attitudes after three lessons of videos, which 

were being open to cultural difference, nonethnocentrism, curiosity, appreciation of own 

culture and value for cultural diversity.  

Table 7.5 

Students’ ICC Development in Attitudes Dimension Due to the Implementation of Videos in 

Case 3 

Components of attitudes Frequency of statements (n=12) 
Openness to cultural differences 7 
Curiosity 5 
The appreciation of own culture 5 
Value for cultural diversity 4 
Nonethnocentrism 1 

As Table 7.5 indicates, the most exhibited component was openness to cultural 

differences. For instance, after watching the video of typical canteen food of a Chinese public 

school, C15 commented, “having lunch at school in China is different from New Zealand, 
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which is cool.” Different from C15, C25 not only demonstrated her openness but her 

reasoning skill, “It’s fun and interesting to know the differences between our culture and 

other cultures ... it’s very cool because we get to share each other’s cultures and talk about 

foods and other things.” Five out of 12 students claimed they found what they had learned 

from the Chinese culture interesting. C20 stated, “Things I watched are very interesting ... it’s 

interesting to learn what other cultures do.” She also commented specifically about China’s 

education system, “China is very interesting with Gaokao16 because it’s out of 750 points, 

which is much more points that we need for Year 11.” Apart from demonstrating openness 

and curiosity, four students expressed their appreciation of their own culture. C15 noted, “I 

feel lucky to be in a relaxed education system because the stress of worrying about which 

university I’m going to get into is intense. Also, I feel relieved that our results are private.” 

C18 expressed, “I feel quite lucky to have a New Zealand education system because it is less 

stressful.” Students’ comments indicated that comparing their own culture with other cultures 

might contribute to the appreciation of their own culture.  

When asked to reflect upon their own intercultural experience, two students 

demonstrated the value of cultural diversity. C20 claimed, “in New Zealand, we are very 

culturally diverse. So, I have interacted with people of all cultures and races.” C21 noted, “I 

really enjoy interacting with people from other cultures who speak other languages as it’s a 

really great learning experience for both sides.” Such cultural diversity might also result in 

nonethnocentrism. C15, for example, commented, “I’m so used to seeing people of different 

cultures because School C is a diverse school. I don’t treat them any differently than my own 

skin colour.” 

 
16 Gaokao is the National Unified Examination for Admissions to General Universities and Colleges in China. 
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7.3.2 Knowledge 

Specifically, students reported in the reflective tasks that they had learned about the 

technology and warm food at the canteen of one Chinese high school; and Chinese students’ 

manners, stress, and commitment to study for Gaokao (see Table 7.6).  

Table 7.6 

Students’ ICC Development in Knowledge Dimension Due to the Implementation of Videos in 

Case 3 

Components of 
knowledge 

Themes Frequency of statements (n=12) 

Understanding of 
other cultures 
(Chinese culture) 

Technology and warm food at 
canteen  

10 

Chinese students’ manners 8 
Chinese students’ stress and 
commitment 

4 

 Gaokao 3 

As indicated in Table 7.6, the most mentioned aspect was technology and warm food 

at the canteen. For example, C25 noted, “there are microchips in the plate that tell the 

machine how much money you have to pay.” C15 reported with more details:  

I have observed that their [Chinese students’] food is hot, and instead of a dessert, they 

have soup. Their food looks appealing, and their uniform is much neater than ours. I 

also observed they are eco-friendly by using metal spoons and trays that can be reused.  

Eight out of 12 students noticed Chinese students’ manners at school. For example, 

C22 stated, “the students seemed to be very well behaved for a young age [assuming how old 

they are].” Similarly, C25 explained, “the children were very well-disciplined. They were just 

waiting patiently without talking loudly or pushing each other.” Additionally, C25 noticed 

the stress in the Chinese school, “The education is very strict, and I felt like it is very stressful 

for the children going through the school.” Likewise, C27 commented that “the students got 

limited time to rest and were extremely focused on their work. There was also no sport 

mentioned or time for fitness.” The last aspect that they learned was the Gaokao in the 
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education system of China. C23 mentioned, “I have learned about Gaokao, particularly how 

many students can pass Gaokao and how they are scored.” 

7.3.3 Skills 

During the intervention lessons, the teacher asked students to discover and discuss the 

cultural differences and similarities based on the videos they watched. In the reflective tasks, 

students identified cultural differences and similarities between schooling in China and New 

Zealand (see Table 7.7), which indicated their skills of interpreting and relating.   

Table 7.7 

Students’ ICC Development in Skills Dimension Due to the Implementation of Videos in Case 3 

Components of skills Themes Frequency of statements (n=12) 
Skills of interpreting and 
relating: Identify cultural 
differences 

Lunch differences at 
school 

12 

Schooling 9 
Canteen 6 

Skills of interpreting and 
relating: Identify cultural 
similarities 

Manners 2 
Schooling time 1 

As Table 7.7 shows, all the students who completed the reflective tasks could identify 

the cultural differences, such as school lunch differences, schooling, and the canteen. The 

most mentioned cultural difference by students from Case 3 was about having lunch at 

school. For instance, C18 compared the ways students have lunch at school in New Zealand 

and China after she watched the video of typical canteen food of a Chinese public school: 

I really like the idea of a smart canteen, and I think it is quite convenient. However, I 

would still like the option of bringing your own lunch but other than that, I want a 

smart canteen at my school. I feel it’s a very good idea how they use reusable 

materials and healthy food, and I find it very different from New Zealand.  

Compared with cultural differences, fewer cultural similarities were identified by 

students from Case 3. Three students noticed the similarities between New Zealand and 
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China schooling regarding students’ manners and the schooling system. For instance, C27 

mentioned, “I saw how mature the students acted, and how polite they were with each other. 

They also had very good table manners; C24 noted, “we both have foreign languages [to 

learn]”.  

7.3.4 Critical Cultural Awareness 

Regarding the development of critical cultural awareness due to the implementation 

of videos in the classroom, five students demonstrated their critical thinking by expressing 

their opinions on cultural topics, such as the lunch differences and schooling differences 

between China and New Zealand, in their reflective writing. The following quotes exhibit 

C27’s insights into having lunch at schools, in which she demonstrated her openness to 

cultural differences as well as her choice of sticking to her own culture:  

I prefer the way school break works in New Zealand because I like choosing and 

making my own food. Although I think it would be cool if we had an optional canteen 

at school where we could get lunch if we need it. We have a tuck shop where hot 

prepackaged food is sold, but it is unhealthy and nonnutritional, like pies and sausage 

rolls.  

Additionally, some students critically evaluated the education system in both China 

and New Zealand. C24, for example, expressed, “China’s education system is something that 

can be very hard for students, but I feel that maybe New Zealand should make their education 

slightly better. So, we can become more educated but not too stressed.”  

Two students demonstrated their relativisation in their reflective writing. Furthermore, 

C24 demonstrated a different perspective on living in a multicultural household. As she said, 

“I found it enlightening but sometimes a struggle because I grew up with different 

households, e.g., how people talk back to their parents, the food they eat, and the freedom 
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they have.” Similarly, C27 expressed different perspectives on the way that young people 

should be educated in both China and New Zealand:  

I have noticed that most cultures have very different ways of viewing the education 

system. Some countries make it compulsory to a certain age, yet it is more relaxed in 

New Zealand, and then some countries make it seems like education is all that matters 

and turn it into a huge competition, like China. In a way, I like competitiveness 

because it makes people try a lot harder, but I also think it’s important that young 

children and teenagers have time to relax, explore hobbies, and have fun while 

growing up. 

7.4 After the Intervention 

After students from Case 3 participated in the three intervention lessons, the 

researcher distributed the same survey to the student participants and interviewed the same 

group of students who participated in the initial interview. By the end of the last school term 

in 2019, nine students had completed the final survey, and five of them had been interviewed. 

This section firstly compares students’ demonstration of ICC at the beginning and the end of 

Case 3 to explore their ICC development during three terms of learning Chinese. Then, the 

findings of students’ perceptions of their ICC development due to the intervention and their 

perceptions of videos combined with reflective tasks in the CFL classroom are presented.  

7.4.1 The Comparison of Students’ ICC at the Beginning and the End of Case 3 

In presenting these students’ ICC changes and development, this section compares 

their demonstration of ICC within four dimensions: attitudes, knowledge, skills, and critical 

cultural awareness, at the beginning and the end of the project.  

Attitudes. By the end of the project, students from Case 3 demonstrated seven 

components of the attitudes dimension, i.e., nonethnocentrism, value for cultural diversity, 

respect, curiosity, openness to differences, nonjudgmentalism, and appreciation of own 
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culture. Compared with the beginning of the project, an increased number of students from 

Case 3 demonstrated respect for other cultures and valued cultural diversity. However, there 

was no change in the number of students who demonstrated nonjudgmentalism, curiosity, and 

openness to cultural differences, as indicated in Figure 7.1. The most demonstrated 

component was the value for cultural diversity and openness to cultural differences. For 

instance, C16 believed that “learning languages adds more diversity to the world.” Similarly, 

C15 commented in the final interview, “I feel like we’re more diverse because we have 

different cultures in New Zealand.”  

Figure 7.1 

The Number of Students Demonstrating the Components of Attitudes at the Beginning and the 

End of Case 3 

 
In addition to the increased number of students demonstrating the same component of attitudes, 

some students revealed greater value for cultural diversity and openness to cultural differences 

when they answered the same questions (see Table 7.8).   
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Table 7.8 

Students’ ICC Developments in the Attitudes Dimension in Case 3 

Themes Interview (I)/survey 
questions (S) 

Students’ answers 
At the beginning At the end 

Increased 
value for 
cultural 
diversity 

I: How do you feel about 
the cultural 
differences? 

C23: I think they are 
normal... 

C23: I don’t think the 
difference is bad because 
that means you have a 
more diverse culture and 
more values and morals 
talk. 

S: What aspects of New 
Zealand culture do you 
think are different from 
other cultures? 

C15: Our morals, 
manners, food, drinks, 
clothes and music. 

 

C15: New Zealand culture 
is different from other 
cultures because we are 
culturally more diverse. 

 S: Do you think learning 
languages is important 
for you? Why? 

C16: Yes, it stimulates 
your brain. 

 

C16: Yes, it adds more 
diversity to the world. It 
would be boring if you 
just spoke one language. 

Towards 
open-
mindedness 

S: Do you think learning 
languages is important 
for you? Why? 

 

C15: I think it is because 
the world is developing 
and other people I 
might want to 
communicate with. 

 

C15: I think learning 
languages is important 
for me because I am 
aware of other cultures’ 
customs, morals and 
social behaviour. It also 
makes me more 
intelligent about their 
lifestyles. 

 S: Do you think learning 
languages is important 
for you? Why? 

 

C22: Yes, because many 
of my relatives speak 
Chinese and 
Cambodian. 

 

C22: I think it’s important 
for people who love 
travel to gain insight 
into people’s ideas from 
different cultures. 

By the end of the project, three students demonstrated an increased appreciation of 

cultural diversity. For instance, when C23 was asked about how she felt about cultural 

differences in the initial interview, she perceived them as normal. In the final interview, 

however, she stated, “I don’t think the difference is bad because that means you have a more 

diverse culture, more values, and more morals talk.” Besides, two students demonstrated 

increased openness towards cultural differences. For example, at the beginning, C22 

expressed that learning Chinese helped her to communicate with her Chinese relatives, 
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whereas, at the end of the project, she perceived that learning languages benefitted her in 

“gaining insight on the ideas of people with different cultures.” 

Knowledge. Students’ ICC development in the knowledge dimension involved the 

changes in their understanding of culture, understanding of their own culture, and 

understanding of Chinese culture. Regarding the understanding of culture, as at the beginning 

of the project, students understood culture as social behaviour, tradition and customs, values 

and beliefs, environment, and a particular social group. The most mentioned component in 

the final survey was social behaviour. For instance, C24 stated, “culture is the things people 

do and how they act in their countries and what values they have.” However, it can be seen 

from Figure 7.2 that more students associated culture with values, beliefs and identity in the 

final survey at the end of the project. 

Figure 7.2 

The Number of Students Demonstrating the Components of Knowledge at the Beginning and 

the End of Case 3 

 

Regarding students’ changes in the understanding of their own culture, as Figure 7.3 

indicates, more Kiwi students mentioned the individualism and cultural diversity in New 

Zealand. For example, C15 pointed out the uniqueness of New Zealand culture, “New 

Zealand culture is different from other cultures because we are culturally more diverse.” 
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However, there was no change in the number of Asian students who demonstrated their 

understanding of culture. Moreover, in the initial interview, one student (C15) claimed a 

limited understanding of her own culture. She did not mention her lack of knowledge of her 

own culture at the end of the project. At last, the number of students who reported themselves 

as from multicultural backgrounds did not change.   

Figure 7.3 

The Numbers of Students Demonstrating an Understanding of Own Culture at the Beginning 

and the End of the Project in Case 3 

 

By the end of the project, students exhibited development in their understanding of 

culture, understanding of own culture and understanding of Chinese culture (see Table 7.9).   
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Table 7.9 

Students’ ICC Development in the Knowledge Dimension in Case 3 

Themes Student Students’ answers 
At the beginning At the end 

A different or 
deeper 
understanding 
of culture 

C15 Culture is a part of our 
identity; culture is also the 
environment we are brought 
up in.  

Culture is the ideas, customs, and 
behaviour of specific people or 
societies.  

C20 Customs, family, traditions 
and your environment. 

Culture is the environment that 
grows around you. Traditions, 
family and friends make an impact 
on your culture. 

A different or 
deeper 
understanding 
of own culture 

C26 I am Samoan and Kiwi. Some 
aspects of my culture are that 
we were taught to respect 
those older than us, and 
Christianity plays a significant 
role in our lives. 

Samoans are very humble and 
outspoken people that love to 
embrace our roots and history. We 
also have an interest in food and 
how we present ourselves.  

 C20 [My culture] is influenced by 
my parents, who are baptised 
Anglican [Peter Catholic 
beliefs] and surrounded by 
American and Japanese 
culture.  

I’m a New Zealand European. I 
have traditional British culture with 
New Zealand culture. You are not 
going to the beach in winter in the 
UK. But it’s a thing in the southern 
hemisphere country. I’m just like a 
Kiwi who uses the slang 
occasionally.  

 C22 Cambodian, we like to preserve 
ancient resources, especially 
those that are homemade. 

Laidback, DIY, shore meals, caring 
a lot for the environment.  
 

More 
knowledge of 
Chinese culture 

C25 Food, New Year, relationships, 
money, shopping, bargaining, 
regions of China. 

We have learned the ways they eat 
(their foods) and clothing at school 
and how the Chinese characters 
evolved. 

 C24 Food, drink, celebrations, 
manners. 

Table manners, what food they eat 
at school, north and south regions, 
types of clothes they wear. 

 C22 Chinese New Year, traditions, 
authentic Chinese foods, and 
calligraphy. 

Schooling, festivals, greetings, food 
differences between north and south. 

 C15 About their food, drinks, 
culture, and history of Chinese 
characters. 

I learned about Chinese New Year, 
Chinese food, e.g., jiaozi, schooling 
and character history. 

As Table 7.9 indicates, both C15 and C20 demonstrated a more detailed 

understanding of culture, while C20 also expressed, “traditions, family and friends make an 

impact on your culture.” Four students demonstrated a deeper understanding of their own 

culture, characterised by their different perceptions of their own cultural identity. For 
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instance, C22 identified herself as only Cambodian at the start, whereas she listed the features 

of Kiwi culture in the final survey. This indicates that although she did not identify herself as 

both Cambodian and Kiwi, she perceived herself as being influenced by both cultures. C20 

demonstrated an increased understanding of her culture by presenting more information about 

her own culture in the final survey. Similarly, C26 exhibited a shift in her understanding of 

her own cultural identity. In the initial survey, she identified herself as both Samoan and 

Kiwi, while she only identified herself as Samoan in the final survey. In the initial survey, 

C26 demonstrated an understanding of culture associated with the exploration of her cultural 

identity. She expressed, “culture is a part of our identity ... we are a very humble and 

outspoken people that love to embrace our roots and history.” When the researcher met her in 

the first interview, she shared her experience of going back to Samoa:  

Interviewer: What was that experience like in Samoa? 

C26: It’s very different from New Zealand. It’s very humid and very welcoming.  

Interviewer: What were the most memorable moments there? 

C26: Feeling kind of being at home.  

Interviewer: But you told me it was your first time back in Samoa. 

C26: Probably because my family were surrounding me. I’m in the homeland where 

my parents grew up. I feel more at home, and everything is relatable to me.  

After one school term, she completed another survey with the same questions as the 

initial one. In contrast to the previous identification of her own cultural identity, she wrote, “I 

am Samoan and Kiwi ... some aspects from my culture are that we were taught to respect 

those older than us, and Christianity plays a significant role in our life.” As she wrote in the 

initial survey, C26 commented on having a mixed cultural background in the last interview 

with the researcher: “I mean, I’m like in two worlds, and each one is different. But, I guess 

it’s pretty cool to be in both.” 
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In addition, the comparison between the data collected from students’ initial and final 

survey further supports the examination of students’ ICC changes due to the implementation 

of videos. In this regard, videos broadened students’ knowledge of Chinese culture. As Table 

7.9 shows, students mentioned the content of the videos (the underlined parts in Table 7.9) 

implemented in the classroom.   

Skills. Regarding the changes in students’ demonstration of skills of interpreting and 

relating, as Figure 7.4 indicates, more students identified cultural differences between New 

Zealand and Chinese in education, everyday life, diversity of culture and values at the end of 

the project. However, it can also be seen that some cultural differences in celebration, history 

and ways of doing things were not mentioned or barely mentioned at the end of the project. 

Moreover, there was no obvious change in the number of students who identified the cultural 

similarities since only one or two students identified cultural similarities throughout the 

project. 

Figure 7.4 

The Number of Students Who Demonstrated the Components of Skills at the Beginning and 

the End of Case 3 
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As for skills of interaction, three out of five students pointed out three different 

strategies of intercultural communication in the final interview. For instance, C23 noted, 

“understand what the morals and values are because you don’t know what’s disrespectful ... 

be yourself and also be open to what they believe in because you don’t want to offend them 

too much.” Besides, C20 expressed, “I just think it’d be nice if we can learn each other’s 

language ... because of technology, it can be good in some cases, and sometimes it just 

doesn’t work at all.” In addition, C20 stressed the importance of respect when it comes to 

communicating with people from other cultures: “with respect to different cultures, just 

respecting them and everyone from their culture.” However, there was no obvious change in 

the number of students who demonstrated skills of interaction.  

When comparing students’ answers to the same interview questions, they 

demonstrated an increased understanding of cultural differences (see Table 7.10). 

Table 7.10 

Students’ ICC Developments in Skills Dimension in Case 3 

Theme Interview/ 
survey 

question 

Students’ answers 
At the beginning At the end 

Noticed 
more 
cultural 
differences  

I: Can you 
mention 
some of the 
differences 
between 
Chinese 
culture and 
New 
Zealand 
culture? 

C15: I think their [Chinese] 
culture is more family-
oriented ... their values are 
more clear-cut and 
organised than New 
Zealand culture. But 
what’s good about New 
Zealand culture is that we 
are more culturally 
diverse and more open. 

C15: I feel like we’re more diverse 
because we have different cultures 
in New Zealand and China. You 
guys [Chinese] work more as a 
community, and we’re more 
individualised. Chinese people 
work for their families and 
communities. I guess we are more 
self-centred [compared with 
Chinese culture]. 

C20: For European families, 
we don’t celebrate the 
Chinese New Year. We 
celebrate Christmas. 

C20: Chinese tend to be very formal, 
and we’re a lot more relaxed. We 
can be formal when we need to be. 
I’m very relaxed, but there’s respect 
for the elders. 

 S: What 
aspects of 
New 
Zealand 
culture do 
you think 

C16: Blank C16: New Zealand is more diverse 
than other cultures. 

 C15: Our morals, manners, 
food, drinks, clothes and 
music. 

C15: New Zealand culture is different 
from other cultures because we are 
culturally more diverse. 
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are different 
from other 
cultures 

 

 

In the initial interview, C15 perceived the cultural differences between New Zealand 

and China as the differences in discipline, openness and ethnic composition. In the final 

interview, she added the differences between individualism and collectivism. In the final 

interview, C20 mentioned the differences in formality and relaxation between the two 

cultures instead of the difference in celebrations. In addition, different from the initial survey, 

both C15 and C16 stressed the unique feature of New Zealand culture compared with other 

cultures, which is cultural diversity. The quotes taken from students’ responses in Table 7.10 

provide concrete examples of how their skills of interpreting and relating were developed. 

Critical Cultural Awareness. Students from Case 3 demonstrated critical thinking, 

reasoning, and critical self-awareness in critical cultural awareness at the end of the project. 

For reasoning, three interviewed students identified the reasons behind cultural differences, 

such as different upbringings, values and environment. In terms of cultural similarity, one 

student believed that it arose from human nature, and the other girl perceived that increasing 

migration contributes to more cultural similarity. In addition, students demonstrated critical 

thinking about different beliefs and actions in different cultures. For instance, C20 mentioned 

in the final interview, “I don’t really listen to stereotypes, and I guess you can’t really judge 

because not everyone from that culture is the same.” Besides, C20 critically commented on 

the difference between things shown in the media and real life: “so what you watch and what 

you hear from media, the news and the TV is much different from what you actually 

experience in that country, like physically being there.”   

For critical self-awareness, two students expressed their understanding of their own 

culture at the end of the project. C15, for example, stated that she relates to Samoan culture 

despite the fact that she has never been there, “I am descended from Samoa. However, I have 
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not been able to travel there, but I can identify different aspects of my culture.” Different 

from C15, C21 seemed to relate to both sides of her culture. As she claimed, “I study more 

than they [Kiwis] do. But since I was born here, I kind of adjust to what they [Kiwis] do, but 

if I’m at home, I follow Chinese culture.”  

As Figure 7.5 indicates, there was an increase in the number of students who 

demonstrated their critical thinking, relativisation, and reasoning. In contrast, it can be seen 

from the figure that the number of students who exhibited cultural differences did not change. 

Additionally, fewer students demonstrated their critical self-awareness in the final interview. 

Figure 7.5 

The Number of Students Who Demonstrated the Components of Critical Cultural Awareness 

at the Beginning and the End of Case 3 
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“just like heritage could be a big thing to culture, the ways that people are brought up are 

different with different customs or traditions. For instance, some people probably have 

heritage from Jewish, but they don’t actually do any of the Jewish practices like my family.” 

C20 considered that there are no absolute and invariable conventions for everyone related to 

the same cultural background. As for C23, in the initial interview, she went silent after she 

was asked about her feelings about cultural differences. In the final interview, when 

answering the same question, she expressed her own opinion on the diversity and differences 

in culture: “I don’t think the difference is bad because that means you have a more diverse 

culture, and you can have values and morals talk.” 

7.4.2 Students’ Perceptions of Their ICC Development Due to the Intervention  

The analysis of the interviews revealed that videos enabled students to gain more 

knowledge of Chinese culture. In the final interview, four out of five interviewed students 

perceived that there were some intercultural shifts resulting from the teacher’s 

implementation of videos in the classroom. For instance, C20 claimed, “learning more [about 

Chinese culture] kind of helps you to understand more about it.” Similarly, C20 expressed, 

“there are reasons and stories behind each language and culture. I learned so much about 

China by learning the language.” Particularly, C17 explicitly explained how her 

understanding of Chinese culture had changed: 

My understanding of Chinese culture has changed. I’m not too sure about New 

Zealand culture, but I can see more similarities and differences by watching the 

videos. I mean, we don’t have a canteen, but some schools in New Zealand do have 

canteens. However, they probably serve different foods from the canteens in China. 

They serve hot food while we don’t have hot food.  

Also, C17’s understanding of the Chinese education system developed as a result of 

three lessons of videos:  
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What I learned from the videos is about the school system in China, which is 

definitely interesting. Every country is different in its education system. I looked at 

the uniforms of some of the students, and they were very formal. They don’t wear a 

skirt. For instance, we got short skirts. 

Students also acknowledged that they appreciated more of their own culture in the 

final interview. For instance, C15 expressed, “I think I appreciate my lunch more now. It 

makes me feel more grateful for our clean and private place for having lunch.” Besides, C17 

commented on the education system in China and how much she appreciated her own culture 

after watching the similar aged Chinese students’ stress and competition at school: 

That’s really nerve-wracking for trying to get into a good university at a really young 

age, like at my age. I don’t think I would be able to do it because I just don’t do well 

with the test. So I feel these Chinese kids are accustomed to it, which makes me feel 

lucky to be in a relaxed education system. It’s not compulsory, and I feel like it’s 

more fun in New Zealand schools. 

Moreover, C21 demonstrated a raised curiosity about Chinese culture: “Maybe I am 

interested in living in China now.” However, one student, C23, claimed that there was no 

change given her Chinese background: “No, not really, because I am Chinese. So, I’ve 

already understood how things are running there.” 

7.4.3 Students’ Perceptions of Videos With Reflective Tasks  

As for students’ perception of the reflective tasks, most students commented 

positively on the videos with reflective tasks implemented in their CFL classrooms (see Table 

7.11).   
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Table 7.11 

Pros and Cons of Videos and Reflective Tasks in ICC Development 

ICC pedagogical tools Pros Frequency of statements (n=5) 
Videos Learned Chinese culture  4 
 Interesting 2 
Reflective tasks Good as a revision 2 
 Makes you think  2 
 Cons  
Reflective tasks Repetitive 1 

Two students, in particular, believed that the tasks supported them to revise what they 

had learned in class. For instance, C21 commented, “after watching the video and then 

writing about it is good.” When asked the reasons for this, C21 replied, “while watching the 

videos, you don’t really think about it unless you decide to think about it. These questions 

kind of make you and push you to think about it.” Besides, C17 pointed out both the pros and 

cons of the reflective tasks. She stated, “they’re definitely useful, and they are definitely good 

questions. My only issue is that they’re very repetitive. It’s like almost the same question for 

every lesson.” 

In addition, C15 found these three lessons useful in exhibiting real life in the Chinese 

culture: “It’s really useful because we get to watch what it is really like in China, and I must 

say how expensive it is to get into school.” Similarly, C23 expressed, “we get to see things 

that we don’t see in New Zealand, and we get to see how it works and what students do in 

schools [in China] and how different they are.” Two of them perceived the lessons as 

interesting. For example, C20 recalled, “I remember those special chips in the actual board, 

which is interesting. It’s quite modern in school. It is definitely interesting.” 

7.5 Chapter Summary 

This chapter has presented the findings of how CFL learners’ ICC developed after the 

implementation of the videos combined with reflective tasks in Case 3. To serve as an 

appropriate tool for developing students’ ICC, the implementation of videos and reflective 
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tasks developed students’ ICC in four dimensions: attitudes, skills, knowledge and critical 

cultural awareness (see Table 7.12).  

Table 7.12 

Students’ ICC Development Due to the Implementation of Videos and Reflective Tasks 

ICC 
components 

The changes in the number of 
students who demonstrated 
the same ICC component 

(n=10) 

The changes in 
students’ answers 

to the same 
interview/survey 

questions 

ICC developed by 
reflective tasks 

Students’ 
perception of their 
ICC development 
as a result of the 

intervention 
Attitudes • Respect 2®4 

• Curiosity 4®4 
• Openness to cultural 

differences 5®5 
• Appreciation of own 

culture 1®1 
• Nonjudgmentalism 1®1 
• Nonethnocentrism 4®5 
• Value for cultural diversity 

2®4 

• Increased value 
for cultural 
diversity 

• Towards open-
mindedness 

• Openness to 
cultural differences  

• Curiosity 
• The appreciation of 

own culture 
• Value for cultural 

diversity 
• Nonethnocentrism 

• Raised curiosity 
about Chinese 
culture 

• More appreciation 
of own culture 

Knowledge Understanding of culture 
• Ways of living 3®5 
• Values and beliefs 2®3 
• Identity 2®4 
• Traditions and customs 

5®4 
• Social behaviour 5®5 
• A particular social group 

6®1 
• Environment 6®2 
Understanding of own culture 
• A mix of cultures 4®4 

• Deeper 
understanding 
of culture 

• Deeper 
understanding 
of own culture 

• More 
knowledge of 
Chinese culture 

• Knowledge of 
Chinese culture 

• Deeper knowledge 
of Chinese culture 

Skills • Skills of interpreting and 
relating 7®7 

• Skills of interaction 3®3 

• Noticed more 
cultural 
differences and 
similarities 

• Identify cultural 
differences 

• Identify cultural 
similarities 

• N/A 

Critical 
cultural 
awareness 

• Relativisation 0®2 
• Critical thinking 2®4 
• Reasoning 5®6 
• Critical self-awareness 

5®2 

• Deeper 
understanding 
of the reasons 
for cultural 
differences 

Critical thinking 
(n=5)  
Relativisation (n=2)  
 

• N/A 

Note. ® refers to the change in the number of students who demonstrated the same ICC components. 

As Table 7.12 indicates, more students demonstrated respect for other cultures, 

nonethnocentrism, and value for cultural diversity in the attitudes dimension. The same group 

of students revealed increased value for cultural diversity and greater open-mindedness. After 

the intervention lessons, they demonstrated their openness to cultural differences, curiosity, 
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appreciation of their own culture, value for cultural diversity, and nonethnocentrism in their 

reflective writings. In the final interviews, students claimed that videos helped raise their 

curiosity about Chinese culture and made them more appreciative of their own culture. In the 

knowledge dimension, students demonstrated a deeper understanding of culture, their own 

culture, and Chinese culture by the end of the project. As a result, students commented on the 

advantages of videos in broadening their understanding of Chinese culture. Students noticed 

more cultural differences and similarities in the skills dimension, and they could identify 

cultural differences and similarities in their reflective tasks. Concerning critical cultural 

awareness, there was evidence that students developed relativisation, critical thinking, and 

reasoning.  

From students’ perspectives, they believed that videos enabled them to learn more 

about Chinese culture. The content of the videos was interesting and relatable. Students 

commented that the reflective tasks helped them revise what they had learned from the 

videos. Also, the reflective tasks provided them with a channel to express themselves. This 

finding is in keeping with Vygotsky’s SCT that tools can serve as the medium to mediate 

development (Vygotsky, 1978). 
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Chapter 8 Discussion 

8.1 Overview 

This multiple case study investigated CFL learners’ ICC development with the 

implementation of multiple ICC pedagogical tools, i.e., role-plays, cultural artefacts, and 

videos, combined with reflective tasks. The previous three chapters have reported the 

findings of the three cases based on the data collected from students’ surveys, interviews, and 

reflective tasks. The data were analysed thematically to answer the research questions:  

Main question: 

How does ICC develop when learners engage with pedagogical tools (role-plays, 

videos, cultural artefacts) and reflective tasks in their CFL classes? 

Subsidiary questions: 

1. How do different components of ICC develop over a course of learning CFL?  

2. What role do different pedagogical tools play in the development of CFL learners’ 

ICC?  

This chapter aims to move the data analysis further by formulating deeper insights into 

CFL learners’ ICC development with the use of pedagogical tools by connecting these insights 

with those of previous studies and the theoretical frameworks of this study, which are 

Vygotsky’s (1978) SCT and Byram’s (1997) ICC framework. Also, the findings will be 

examined across the three cases. This chapter encompasses two main sections to discuss the 

findings in relation to the two subsidiary questions. Each section starts by synthesising the key 

findings in response to each research question and then presents the interpretation of these 

findings in light of prior research. Specifically, Section 8.2 discusses the CFL learners’ overall 

ICC development in the four dimensions of ICC, based on Byram’s ICC framework. In Section 

8.3, the findings regarding CFL learners’ ICC development due to the intervention, which was 
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the implementation of the three pedagogical tools combined with reflective tasks, will be 

critically examined, drawing on Vygotsky’s notion of mediation.  

8.2 The Development of the Components of ICC Across the Three Cases. 

This section discusses the findings with respect to the first subresearch question, how 

do different components of ICC develop over the course of learning CFL? The findings 

suggest that:  

1. The CFL learners’ ICC developmental process was multidimensional and nonlinear 

as the development of ICC was different in four ICC dimensions, i.e., attitudes, skills, 

knowledge, and critical cultural awareness, and the ICC development of some student 

participants in terms of certain components of ICC was not in one direction. 

2. There was a holistic development of CFL learners’ ICC in the four ICC 

dimensions, i.e., attitudes, knowledge, skills, and critical cultural awareness; however, 

such development varied across the three cases. 

The following sections will uncover the complex development of the components of 

ICC, drawing upon Byram’s ICC framework. In particular, Section 8.2.1 and Section 8.2.2 

will uncover the multidimensional and nonlinear process of CFL learners’ ICC development. 

Section 8.2.3 and Section 8.2.4 will discuss the outcomes of CFL learners’ ICC development 

across the three cases. The discussion of the findings regarding the first research question will 

be based on Table 8.1, which provides an overview of how CFL learners’ ICC developed 

across the three cases. 
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Table 8.1 

Overall ICC Development at the End of the Project Across the Three Cases 

Main Components of ICC Subcomponents of ICC Total numbers of students Themes 

C1 (n=18) C2 (n=9) C3 (n=9) C1 C2 C3 
Attitudes Openness to cultural differences 7®7 5®5 5®5 • Towards open-

mindedness 
• Towards respect 
for different 
cultural practices 
and points of view 
• Deeper 
understanding of 
culture 
• Deeper 
understanding of 
own culture 
• Demonstrated 
more approaches 
to intercultural 
communication 
• Raised 
relativisation 
• Developed 
critical thinking 
• Increased 
critical self-
awareness 

• Towards open-
mindedness 
• Towards respect for 
different cultural 
practices and points 
of view 
• Noticed more 
cultural differences 
and similarities 
• Raised 
relativisation 
• Developed critical 
thinking 
• Deeper 
understanding of 
culture 
• Deeper 
understanding of own 
culture 
• More knowledge of 
Chinese culture 
 

• Towards open-
mindedness 
• Towards respect for 
different cultural 
practices and points of 
view 
• Increased 
appreciation of 
cultural diversity 
• Deeper 
understanding of 
culture 
• Deeper 
understanding of own 
culture 
• More knowledge of 
Chinese culture 
• Deeper 
understanding of the 
reasons for cultural 
differences 
• Deeper 
understanding of 
cultural differences 

Respect 1®9 5®6 2®4 
Nonjudgmentalism 0®5 0®3 4®5 
Curiosity 4®7 5®4 4®4 
Nonethnocentrism 5®5 5®4 2®4 
Value cultural diversity 5®5 3®3 3®3 
Appreciate own culture 3®5 1®1 0®1 

Skills Skills of interpreting and relating 10®10 5®5 7®7 
 Skills of interaction  9®9 5®5 3®3 
Critical cultural awareness Questioning N/A 0®2 N/A 
 Relativisation 4®5 0®3 0®2 
 Reasoning 9®9 5®6 5®6 
 Critical thinking 0®5 0®5 2®4 
 Critical self-awareness 4®6 2®2 5®2 
Knowledge Understanding of culture:    

    Ways of living 6®5 4®4 N/A 
    Values and beliefs 4®7 8®7 2®3 
    A sense of identity 6®9 1®2 2®4 
    Traditions and customs 5®6 4®6 5®4 
    Social behaviour 5®5 5®6 5®5 
Understanding of own culture    
    Limited knowledge of own culture 2®2 N/A 1®0 
    A mix of cultures 5®8 2®1 4®4 
Knowledge of Chinese culture    

     Ways of living 12®13 0®7 0®1 
     Cultural artefacts 4®4 0®2 1®2 
     Social norms 6®5 3®4 5®4 
Note. C1, C2, and C3 refer to Case 1 (role-plays), Case 2 (cultural artefacts), and Case 3 (videos). The highlighted numbers indicate the increase in the number of students who demonstrated the 
same subcomponents of ICC across the three cases. The highlighted components are the expansion of Byram’s ICC framework.
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8.2.1 Multidimensional ICC Development 

CFL learners’ developmental process of ICC in the current study is multidimensional. 

Multidimensional ICC development in this study means that students’ development of certain 

components of ICC was different compared with the others (as indicated in Table 8.1). Given 

that several scholars conceptualise ICC (e.g., Arasaratnam & Doerfel, 2005; Byram, 1997; 

Deardorff, 2006) as multidimensional, it is possible that the process of ICC development is 

also multidimensional. However, few qualitative studies have proved this multidimensional 

nature of ICC development. In this study, the components that developed remarkably across 

the three cases were respect, nonjudgmentalism, the understanding of culture related to a 

sense of identity, understanding of Chinese culture in terms of people’s ways of living, 

relativisation, and critical thinking. The following sections will critically discuss the 

developments of these components across the three cases. 

Respect. The findings suggest that some CFL learners demonstrated more respect for 

other cultures at the end of the study. In particular, students in this study showed more 

respect for others’ beliefs and perspectives despite them being different to their own. 

Therefore, the findings suggest that respect might entail respect for cultural otherness, the 

different ways of doing things, and different perspectives (Barrett et al., 2014; Byram, 2006). 

Several studies similarly found that the participants revealed more respect towards other 

cultures by the end of the study (e.g., Fantini, 2006; Tong, 2018; Y. Wang & Kulich, 2015). 

For instance, Tong (2018) found that the CFL learners in her study developed a sense of 

respect for others, especially respecting the elders, after they learned Chinese. She indicated 

that this finding might be because the teacher in her study stressed the respect for older 

people in Chinese culture. As this study was also situated in CFL classrooms and the students 

also expressed that they learned respect through learning Chinese, this indicates that learning 

Chinese might give students access to understand locals and help them gain respect for 
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others. A possible reason is that respecting the elders is an important tradition in Asian 

cultures, which was also mentioned by the student participants who were from an Asian 

cultural background. 

Nonjudgmentalism. This study revealed that CFL learners across the three cases 

demonstrated the development of nonjudgmentalism (Barrett et al., 2014; Byram, 1997, 

2021; Byram et al., 2002). Notably, there was a significant increase in the number of CFL 

learners from Case 1 and Case 3 who expressed the importance of suspending judgment of 

other cultures (see Table 8.1). As mentioned in the Methodology chapter, the CFL learners 

from Case 1 participated in role-playing intercultural situations which were embedded with 

stereotypes. It might indicate that students’ mediation with the stereotypical statements in the 

role-plays contributed to the development of nonjudgmentalism. Section 8.3.1 further 

discusses the influence of the role-plays on students’ development of nonjudgmentalism. 

Similarly, in Case 3, three out of five CFL learners revealed their experience of encountering 

stereotypes in the reflective tasks. They all demonstrated their nonjudgmentalism by 

suggesting avoiding making assumptions about other cultures in the final interview. As all 

the three cases used reflective tasks to elicit students’ ICC, the similarity between the three 

cases might be because of the reflective tasks, which indicates the role of reflective tasks in 

mediating students’ development of nonjudgmentalism.  

Understanding of Culture. Regarding students’ conceptualisation of culture, 

students from the three cases proposed over 80 definitions of culture in the initial and the 

final survey. Data analysis generated seven themes of their understanding of culture: a 

particular social group, values and beliefs, traditions and customs, social behaviour, identity, 

ways of living, and environment. The findings of the present investigation suggest that 

culture was conceived by students not only as a static entity but as “a social construct, a 

product of self and other perceptions” (Kramsch, 1993, p. 205). It means that the participants 
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of this study demonstrated a relatively dynamic view of culture (see Figure 8.1). This finding 

is contrary to that of Drewelow and Mitchell’s (2015) study situated in the USA, in which 

they found their participants only regarded culture as a static entity. Specifically, 179 students 

in Drewelow and Mitchell’s study conceptualised culture as “a set of products, behaviours, 

historical events, and customs tied to a country” (p. 243). This indicates that students’ 

understanding of culture varies across different contexts. Also, the variation in the 

understanding of culture between the two studies might be due to the sample size and 

different contexts. As Byram (1997) stated, the different understanding of culture also 

demonstrates the contextualised nature of culture.  

To illustrate the changes in students’ understanding of culture during three terms of 

learning Chinese, the researcher adopts the word cloud17 of the Tableau software18. The size 

of each component of culture is determined by the frequency mentioned by students from the 

three cases. 

Figure 8.1 

Comparison Between Students’ Understanding of Culture at the Beginning and at the End of 

the Project  

 
Note. The left word cloud represents students’ understanding of culture at the beginning of the project; the right 

word cloud depicts students’ understanding of culture at the end of the project.  

 
17 The word cloud is a visual representation of word frequency; The more commonly the term appears within the 
text being analysed, the larger the word appears in the image generated. Word clouds are increasingly being 
employed as a simple tool to identify the focus of written material. 
18 Tableau is a data visualisation software.  
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As Figure 8.1 indicates, the most evident change in students’ understanding of culture 

was that more students related culture to a sense of identity. Initially, nine students mentioned 

identity in the survey. In contrast, the students who defined culture from the perspective of 

identity doubled in the final survey. Among the three cases, more students from Case 1 

associated culture with identity at the end of the study. This might be because more students 

in Case 1 identified themselves as multicultural compared with the other two cases. It 

indicates that students with multicultural backgrounds might tend to relate culture to identity. 

Also, it is not surprising that students’ definition of culture relates to identity because 

language, culture, and identity are often intertwined (Byram, 1997). 

Understanding of Chinese Culture. Regarding the changes in the understanding of 

Chinese culture, students from the three cases reported that they had learned about Chinese 

festivals, Chinese food, and the history of Chinese characters at the start of the project. Yet, 

with the implementation of three ICC pedagogical tools, students from Case 2 (cultural 

artefacts) and Case 3 (videos) had a different understanding of Chinese culture at the end of 

the project. For instance, they learned about mobile payment in China, technology in the 

school canteen, and Beijing’s courtyard houses through the videos and the images of cultural 

artefacts. In other words, they gained more knowledge of the Chinese people’s way of life. 

This finding aligns with Kennedy’s (2020) study, in which two New Zealand secondary CFL 

learners referred to Chinese culture as comprising festivals, food, tradition, and history. 

However, the findings are different from those studies (e.g., East et al., 2018, 2022; Oranje, 

2016; Ramírez, 2018) that found most CFL beginner learners in the New Zealand context 

started to predominantly learn Chinese culture through factual knowledge, such as food, 

festivals, or cultural artefacts. The possible reason is that the intervention in the current study 

contributed to students’ deeper understanding of Chinese culture. Most importantly, the 

intervention in the current study seemed to have gone beyond just developing students’ 
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knowledge of cultural facts by increasing students’ critical cultural awareness, which will be 

further discussed in Section 8.3.  

Relativisation. More CFL learners demonstrated relativisation in the final interview 

of each case. The findings suggest that students believed that dealing with cultural issues 

needed different perspectives, and there was more than one view of reality. Accordingly, 

student participants considered there were no absolute and invariable conventions for 

everyone related to the same cultural background, indicating the existence of multiple 

“truths” or multiple interpretations of reality (Vygotsky, 1978). This finding aligns with those 

found in Tarasheva and Davcheva’s (2001) study, where participants acknowledged their 

perception and interpretation was not universally valid. 

Critical Thinking. The findings indicate that CFL learners across the three cases 

demonstrated more critical thinking through critically analysing the beliefs and behaviours of 

different cultures by the end of the project, particularly noting their own perspectives on 

cultural matters. For instance, as the findings show, compared with the initial meeting, one 

girl from Case 2 demonstrated more critical thinking through evaluating the existence of 

Santa Claus in her own culture and commented in the final interview that people should have 

the right to choose their beliefs. The possible reason might be that this study provided 

students with an experience with which they could critically engage. In this study, the 

pedagogical tools seemed to serve the role of mediating students’ development of critical 

thinking by providing the experience of critical intercultural engagement. Previous studies 

also stressed the importance of critical intercultural engagement (e.g., Allen, 2004; Kohler, 

2020; Kramsch, 2014; McNamara, 2019). For instance, Allen (2004) conducted a culture 

portfolio project with 30 French language learners in a university. Similar to this study, Allen 

combined pedagogical tools, such as movies, books, newspapers, and slides, with a reflective 

stance, which also facilitated language learners’ engagement with critical thinking. 
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Specifically, students in this project reflected upon what they had learned about the French 

culture. In other words, the reflective practice seemed to have a significant impact on 

language learners’ development of critical thinking. Therefore, this study argues that a 

reflective stance needs to be integrated into students’ learning experiences to their critical 

thinking.  

8.2.2 Nonlinear ICC Development 

CFL learners’ ICC development is nonlinear. Nonlinear ICC development means that 

students’ ICC does not always develop from denial to integration, as indicated by Hammer et 

al. (2003) developmental model of intercultural sensitivity. To be specific, the CFL learners’ 

nonlinear development of ICC in this study contradicts Hammer et al.’s (2003) model, which 

conceptualises the development of intercultural sensitivity as seven stages: denial, defence, 

reversal, minimisation, acceptance, adaption and integration. In contrast, as seen in the 

findings, most students from the three cases already demonstrated an openness to cultural 

differences at the start of the study. In particular, the findings suggest that almost half of the 

students from each case demonstrated an openness to cultural differences in the initial survey 

and interview. Given that the student participants in the current study did not show denial, 

defence, reversal, or minimisation, this study argues that the model of intercultural sensitivity 

might not fit into the development of ICC in the New Zealand context.  

In other words, the contradiction between the findings of this study and Hammer et 

al.’s (2003) model might suggest that the sociocultural context plays a significant role in 

conceptualising ICC. The findings reveal no obvious development in students’ reasoning 

skills across the three cases. This might be due to the previous learning about different 

cultures in the language classroom and their high frequency of interacting with classmates 

from other cultures. As a result, students might have reflected on the reasons for cultural 

differences and similarities inside and outside the classrooms. As mentioned in the 
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Introduction, New Zealand is highly culturally diverse. Additionally, the student population 

in each case was rather culturally diverse. As a result, students in this study perceived cultural 

differences as normative and found the cultural differences were rather interesting because 

they frequently interacted with classmates from different cultures. Similarly, Bateman’s 

(2002) study found that interacting with cultural otherness could develop students’ empathy 

and understanding of people from Hispanic cultures. Both the current study and Bateman’s 

study indicate the positive influence of interacting with cultural otherness in developing 

students’ openness toward other cultures. Therefore, this study argues that cultural diversity 

might contribute to students’ openness toward different cultures. Also, the exploration of ICC 

development might need to take the sociocultural context into account, which is in line with 

Byram’s (1997) argument that ICC itself is socially constructed.  

8.2.3 Holistic ICC Development Within the Four Dimensions of ICC 

CFL learners’ ICC development in the current study appears to be holistic. The 

holistic ICC development means that students’ ICC can be developed within all four main 

components of ICC: attitudes, skills, knowledge, and critical cultural awareness, across the 

three cases (as shown in Table 8.1). This holistic development of ICC might be explained 

from two perspectives. Firstly, this study could not develop all the four dimensions of ICC 

without an explicit theoretical framework: Byram’s ICC framework, which was used 

consistently across the whole project, such as in the design of instruments and data analysis. 

In other words, students’ demonstration of ICC holistically indicates the importance of how 

ICC is conceptualised. For instance, contrary to most studies on the skills dimension of ICC 

that merely focused on the cultural differences (e.g., Svarstad, 2016; Tanabe, 2019; Zheng & 

Gao, 2019), the present study investigated the skill of identifying both cultural differences 

and similarities. The findings reveal that three students found identifying cultural similarities 

also interesting because they felt that the similarities between their cultures and the target 
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culture made the target culture relatable to them. For instance, one student from Case 3 stated 

that the way Chinese people treated older people was the same as the tradition of Samoan 

culture, particularly in terms of table manners. Therefore, these findings suggest that 

identifying the similarities between cultures is also essential in the skills dimension, which 

seems to be overlooked in the current literature. 

However, a holistic development of the subcomponents of ICC turned out to be 

challenging. In line with Byram’s (1997) suggestion that language learners need to have “a 

willingness to question the values and presuppositions … in one’s own environment” (p. 

106), the findings of this study suggest that only two students in this study demonstrated the 

questioning skill. For example, one student questioned the reliability of media in her 

reflective writing. This student’s development of the questioning stance is similar to Howard 

et al.’s (2019) study, which found that one of their student participants became more aware of 

the influence of media on his perceptions of Chinese culture. Therefore, helping students to 

be more critical of the role of media in shaping and mediating their thoughts appears to be 

important, especially in an information-explosion era. But, fostering students’ questioning 

stance seems to be complicated and challenging because learners can only challenge the 

media [media representations] if they are aware of and can critically analyse different 

cultures (Byram, 2021).  

Furthermore, despite the fact that the main components of ICC were developed 

holistically in the current study, CFL learners’ ICC development varied across cases. The 

differences in students’ demonstration of ICC in each case might be explained by the 

influence of the intervention conducted. For instance, students from Case 1 (role-plays) 

exhibited a significant change in demonstrating respect in comparison to the other cases. A 

possible reason might be that role-plays focus on intercultural situations where cultural 

conflicts or misunderstandings occur. Consequently, students became more aware of the 
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significance of respect in intercultural communication. This indicates that the intervention in 

this study directly influenced students’ ICC, which means that role-plays might be employed 

to develop students’ respect towards other cultures. 

8.2.4 Expanding Byram’s ICC Model 

The findings suggest that CFL learners’ demonstration of certain components of ICC 

might be considered to be an expansion of Byram’s ICC components. In particular, CFL 

learners demonstrated some components of ICC that were not included in Byram’s ICC 

model, which were value for cultural diversity, appreciation of own culture, and 

understanding of cultures. Particularly, more students related New Zealand culture to cultural 

diversity at the end of the project. This mirrors the findings of Schwarzenthal et al.’s (2019) 

study, which found that classroom cultural diversity contributes to openness toward other 

cultures. Therefore, it seems that there is a connection between cultural diversity and 

openness to cultural differences. Besides, compared with Kennedy’s (2016) study on CFL 

learners’ ICC development in the New Zealand secondary school context, this study provided 

more evidence of students’ appreciation of cultural diversity. In this regard, this study argues 

that the awareness of both linguistic and cultural diversity needs to be emphasised in the 

language classroom, which was also stressed by Liddicoat and Scarino (2013). 

In this study, another finding based on the intervention is that some students reported 

being more aware of their identity or their multicultural identities. As a result of the 

intervention, several student participants seemed to become prouder of who they were, as 

indicated in the findings. Many scholars have stressed the importance of students’ critical 

awareness of their own culture and identity (e.g., Byram et al., 2002; East, 2012; Houghton et 

al., 2013; Kramsch, 1998). However, students’ cultural identity is still underresearched. To 

illustrate, as students engaged with the reflective practice in this study, they seemed to 

rethink their own identities. It also appears that the intervention might catalyse student 
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participants’ affirmation of their identity. In this regard, this study argues that more 

intercultural practice with a reflective stance needs to be implemented in the classroom to 

stimulate students’ reflection on their identity. 

Besides, the findings suggest that when students compare and contrast other cultures 

with their own, they might understand more about themselves (Ministry of Education, 2007). 

For instance, in Case 3, the teacher compared the lunch differences between China and New 

Zealand schools. However, it is interesting that some students mentioned they appreciated 

their culture more after learning about these lunch differences between China and New 

Zealand schools. Previous studies, such as Fantini (2006) and Kennedy (2020), also helped 

participants recognise differences between cultures. Nevertheless, the comparison between 

cultures might lead to judgmental attitudes. For instance, in Conway and Richards’s (2016) 

study, students compared how New Zealand students and French high school students eat 

lunch. Some students in their study demonstrated judgmental attitudes towards the target 

culture. In contrast to Conway and Richards, this study revealed a positive outcome in that 

students exhibited openness and nonjudgmental attitudes after comparing different cultures.  

In summary, the findings discussed in this section suggest that CFL learners’ ICC 

development is complex because it is multidimensional, nonlinear, holistic, and can expand 

Byram’s ICC framework. It indicates that, in order to develop language learners’ ICC, the 

complex nature of ICC needs to be taken into account. In addition, by unveiling the 

components of ICC that could be developed in the language classroom, this study suggests 

the feasibility of employing explicit goals in intercultural language learning.  

8.3 The Mediational Roles of Pedagogical Tools in ICC Development 

In answering the second subquestion, what role do different pedagogical tools play in 

the development of CFL learners’ ICC? the findings suggest that the implementation of the 
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three ICC pedagogical tools, role-plays, cultural artefacts, and videos, complemented by 

reflective tasks, develops and mediates distinctive yet similar components of ICC.  

As shown in Table 8.2, the findings reveal that all three pedagogical tools developed 

students’ openness to cultural differences, critical thinking, and relativisation. The similarities 

of the tools in eliciting the same components of ICC could be because the design of the three 

ICC pedagogical tools and the analysis of students’ ICC across the three cases are based on 

the same theoretical frameworks, Byram’s (1997) ICC framework and Vygotsky’s (1978) 

SCT. In particular, based on Vygotsky’s (1978) mediated action triangle model, the 

pedagogical tools might mediate and facilitate CFL learners’ ICC development. Another 

possible reason for students’ demonstration of the same components of ICC across the three 

cases might be the implementation of reflective tasks across the three cases. In particular, 

some students in this study appreciated the opportunities to express themselves in the 

reflective tasks. This again confirms the mediational role played by the reflective tasks in 

students’ ICC development. Accordingly, the reflective tasks seemed to engage students in 

reflective exploration through listening to their own voices. However, several students 

reported that the reflective tasks were difficult to answer because they made them think.  

The difference in the components of ICC developed by the implementation of the 

three pedagogical tools indicates that these tools could support teachers in developing 

students’ ICC with different intercultural focuses. For instance, as Table 8.2 indicates, role-

plays have advantages in developing students’ nonjudgmentalism, awareness of cultural 

conflicts, and strategies for intercultural communication. Although previous research 

suggested that it was evident that different tools might elicit different components of ICC 

(e.g., Duffy & Mayes, 2001; Holmes & O’Neill, 2012; Izmaylova, 2017; Kohler, 2020; 

Tarasheva & Davcheva, 2001; Topuzova, 2001; Wagner et al., 2017; D. Wang, 2017), the 
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contribution of this study lies in identifying the explicit learning outcomes that could be 

developed. 

Table 8.2 

The Components of ICC Developed by Different ICC Pedagogical Tools Within Four ICC 

Dimensions 

ICC 
pedagogical 

tools 

Attitudes Knowledge Skills Critical cultural 
awareness 

Case 1: 
Role-plays 

Openness to cultural 
differences 

Nonjudgmentalism 
Respect 

Understanding of 
intercultural 
communication 

Awareness of cultural 
conflicts 

Understanding of 
culture 

Skills of interaction 
Strategies of 

intercultural 
communication  

Critical thinking 
Relativisation 
Questioning 
Reasoning  

Case 2:  
Cultural 
artefacts  

Curiosity 
Openness to cultural 

differences 
Nonethnocentrism 
More interest in 

learning Chinese 
culture 

Knowledge of 
Chinese culture: 

  Mobile payment 
  Palace Museum 
  Beijing courtyard 
    houses  
A deeper 

understanding of 
Chinese culture 

Skills of interpreting 
and relating: 

Identified cultural 
differences 

Identified cultural 
similarities 

Critical thinking 
Relativisation 
Questioning 
Reasoning 

Case 3:  
Videos  

Openness to cultural 
differences 

Curiosity 
Appreciation of 

own culture 
Value for cultural 

diversity 
Nonethnocentrism 
Appreciate more of 

own culture 

Knowledge of 
Chinese culture: 

  School canteen 
  Students’ manners 
  Students’ stress 
    and commitment 
  Gaokao  
Understanding of 

Chinese culture 

Skills of interpreting 
and relating: 

Identified cultural 
differences 

Identified cultural 
similarities 

Critical thinking 
Relativisation 

 

Note. The underlined components are the ICC learning objectives based on Byram’s ICC framework; Bold 

components are the distinctive components of each ICC pedagogical tool. 

The following subsections will provide a detailed examination of the information in 

Table 8.2. In particular, the distinctive roles of the three ICC pedagogical tools implemented 

across the three cases in eliciting ICC (Liddicoat & Scarino, 2013) and mediating 

intercultural language learning (Byram, 1997; Kohler, 2020; Kramsch, 1993) will be 

critically discussed. Lastly, to finish this section, the complementary role of reflective tasks 

in developing and mediating will be elaborated.  
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8.3.1 Role-Plays 

The findings of this study indicate that in comparison to cultural artefacts and videos, 

the implementation of role-plays on cultural misunderstandings in Case 1 showed advantages 

in developing: 

Nonjudgmentalism (attitudes dimension). 

Awareness of cultural misunderstanding (knowledge dimension). 

Strategies for intercultural communication (skills of interaction dimension). 

Multiple interpretations of the intercultural situations (critical cultural awareness 

dimension). 

Nonjudgmentalism. The findings reveal that the implementation of role-plays could 

develop CFL learners’ nonjudgmentalism. In particular, six out of 18 students in Case 1 

demonstrated their nonjudgmentalism by commenting on the stereotypes embedded in the 

role-plays in the reflective tasks. This finding aligns with Duffy and Mayes’s (2001) and J. 

Wang’s (2017) studies, which reported that students showed nonjudgmentalism after role-

playing the intercultural encounters. The findings of this study are similar to Duffy and 

Mayes’s (2001) and J. Wang’s (2017) studies not only because of the similar components of 

ICC developed but also because those studies encouraged language learners to mediate and 

explain differing expectations in cultures and find a way to resolve the cultural 

misunderstanding. However, unlike this study, Duffy and Mayes’s (2001) study encouraged 

students to develop intercultural situations in the target language (French). Given the CFL 

learners’ low language proficiency, developing intercultural situations seemed unrealistic. As 

both studies were situated in the secondary school context, this indicates students’ language 

proficiency needs to be taken into account when conducting role-plays. Besides, students 

from Case 1 expressed that they enjoyed learning both the Chinese language and culture after 

they role-played the intercultural encounters. One possible explanation is that the design of 
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role-plays that emphasised collaborative dialogue and peer interactions in Chinese (Swain, 

2000) might have contributed to students’ Chinese language learning.  

Awareness of Cultural Misunderstanding. This study argues that role-plays that 

were embedded with stereotypes could contribute to raising students’ awareness of cultural 

misunderstanding. Specifically, some student participants in Case 1 expressed that they 

became more aware of the cultural misunderstanding in intercultural communication after 

three lessons of role-plays. One possible reason for this finding might be that the encounter 

exercises made students more alert to intercultural problem situations in which they needed to 

think more thoroughly and carefully rather than responding naturally and automatically 

(Snow, 2015). The findings of this study confirm Byram and Zarate’s (1994) argument that 

language teachers need to guide students to recognise and reflect upon cultural 

misunderstandings that arise from intercultural encounters.   

Strategies for Intercultural Communication. The findings suggest that the 

implementation of role-plays has a distinctive advantage in developing CFL learners’ skills 

of interaction through mediating cultural misunderstandings. Specifically, over half of the 

students from Case 1 demonstrated their skills of interaction by revealing their solutions to 

cultural misunderstandings. For instance, one of the strategies proposed by students was 

being mindful in communicating with cultural otherness, which indicates a sense of cultural 

sensitivity. This finding aligns with Ghadiri et al.’s (2015) research, which found students 

developed skills of interaction, particularly skills of avoiding cultural misunderstanding and 

cultural sensitivity. In particular, they employed simulations to prevent possible intercultural 

conflicts among Iranian learners. Both this study and Ghadiri et al.’s (2015) study indicate 

that, although role-plays are generally not authentic replicas of actual intercultural encounters 

(Snow, 2015), they could allow students to “experience” the world by exploring texts that 

might happen in real-life situations (Kearney, 2016). The findings of both studies also align 
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with Vygotsky’s (1978) statement that development occurs through active interactions and 

meaningful experiences. Therefore, this study argues that role-plays appear to have an 

advantage in creating meaningful intercultural interactions, which mediate students’ ICC 

development.   

The findings suggest that role-plays contribute to facilitating students’ critical cultural 

awareness. Interestingly, several students chose not to compromise with cultural otherness to 

achieve a harmonious outcome in intercultural communication. For instance, one student in 

Case 1 mentioned that if she encountered people from other cultures who made judgmental 

statements regarding her own culture, she would correct them immediately. This finding is in 

line with Byram’s (2021) new way of conceptualising critical cultural awareness. He stated 

that the development of critical cultural awareness aimed to improve the effectiveness of 

intercultural interaction and clarify one’s own ideological perspective, even though this may 

lead to conflict in perspective instead of harmonious communication (Byram, 2021). 

Arguably, the findings further confirm Byram’s (2021) statement that achieving harmonious 

intercultural communication is not the sole goal in intercultural language teaching and 

learning. Nevertheless, this finding has not been described in previous studies, as most 

studies demonstrated students’ understanding and openness to cultural differences (e.g., 

Bateman, 2002; Ben Maad, 2016; Kohler, 2020; Liddicoat & Scarino, 2010). However, it is 

necessary to mention that the researcher of this study was aware that the findings are not 

generalisable.  

Multiple Interpretations of the Intercultural Situations. The findings reveal that 

the implementation of role-plays raised and mediated some students’ development of critical 

cultural awareness, particularly their multiple interpretations of the intercultural situations. It 

seemed that role-plays on cultural misunderstandings stimulated and motivated some students 

to consider the assumptions towards other cultures and the reasons behind such assumptions. 
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Cultivating students’ multiple interpretations is in accordance with the teaching objectives set 

by previous studies (e.g., Deardorff, 2006; Holmes & O’Neill, 2012; Snow, 2015). However, 

evidence of students’ demonstration of multiple interpretations was scarce in the previous 

studies. Despite the challenges of eliciting students’ multiple interpretations, the findings 

indicate that implementing role-plays on cultural misunderstandings with a reflective stance 

appears to have allowed some students in this study to mediate between two sets of cultural 

conventions and explain differing expectations (Corbett, 2021). Such mediation seems to 

contribute to some students’ development of critical cultural awareness.  

8.3.2 Cultural Artefacts and Videos 

Compared with role-plays, the findings suggest that cultural artefacts and videos, 

respectively implemented in Cases 2 and 3 have similar advantages in developing students’ 

curiosity towards the target culture, skills of cultural comparison, and critical evaluation of 

cultural differences. Such similarities might be due to both of them being visual tools, which 

could stimulate students’ interest in learning about other cultures and develop their skills of 

comparison with cultural richness. The following sections will further discuss the benefits of 

implementing cultural artefacts and videos in developing students’ ICC.  

Curiosity Towards the Target Culture. The development of CFL learners’ curiosity 

towards other cultures in Case 2 benefitted from the relatable content of cultural artefacts. 

Students in Case 2 claimed that they became more interested in Chinese culture after the 

three lessons on cultural artefacts. This finding is similar to J Wang’s (2017) and Ganassin’s 

(2019) study, which found that students generated more interest in Chinese culture after they 

learned about it in situations they could relate to. This study is different from previous studies 

(East, 2012; Moloney, 2013; Siregar, 2016; Wilson & Scrimgenour, 2009), which found that 

Chinese teachers tended to present culture as the knowledge of cultural artefacts and objectify 

Chinese culture through cultural practices and symbols. Both the current study and J Wang’s 
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(2017) study endeavoured to present China’s fast-changing social and cultural environment 

with the use of relatable cultural content to school-aged language learners, such as the 

Chinese rap song in J Wang’s (2017) study and the mobile payment in this study. This 

indicates the importance of relatable and interesting cultural content in raising students’ 

interest in other cultures.  

In a similar way, the findings suggest that the implementation of videos developed 

some students’ curiosity about Chinese culture. It seems that interesting content enables 

students to develop more curiosity about other cultures. Similarly, videos or images of the 

target culture have been found useful in raising students’ interests in the target culture in 

several studies in the New Zealand context (Howard et al., 2019; Oranje, 2016; Ramírez, 

2018; Tolosa et al., 2018).  

Cultural Comparison. The findings also suggest that cultural artefacts have an 

advantage in developing students’ skills of cultural comparison by providing students with 

rich information to compare and contrast different cultures. Notably, seven out of eight 

students articulated the cultural differences between Chinese culture and their own culture 

based on what they had learned from the cultural artefacts. One of the reasons might be that 

cultural artefacts are loaded with meanings that need to be decoded and interpreted 

(Topuzova, 2001), which indicates a mediational process. It might also be because students 

from Case 2 were encouraged to reflect on and explore the values associated with a range of 

cultural artefacts and make comparisons with their own culture. Arguably, students need to 

be provided more opportunities to reflect upon the meanings transmitted by cultural artefacts.  

Similar to cultural artefacts, videos seem to have advantages in advancing students’ 

skills of cultural comparison. This finding aligns with prior studies in the New Zealand 

secondary school context (East et al., 2018, 2022; Howard et al., 2019; Kennedy, 2020), 

which have noted students’ clear noticing of differences while watching videos of the target 
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cultures. Nevertheless, it is also important to guide students to question stereotypes or 

preconceived ideas, steering them away from their own taken-for-granted practices and 

beliefs, which will be further discussed in the next section.  

Moving Beyond Superficial Comparison. More importantly, the findings suggest 

that the implementation of cultural artefacts and videos, combined with reflective tasks, 

mediate students’ critical cultural awareness through engaging them with the interpretation 

and analysis of cultural differences, which moves beyond superficial comparison. The 

findings reveal students’ insights into the cultural differences that they observed in class. 

Specifically, they objectively commented on the differences and evaluated the reasons behind 

them. Most significantly, they expressed their own opinion on the education system of New 

Zealand and China. Compared with previous studies which focused on developing students’ 

skills of cultural comparison (e.g., Brown & Habegger-Conti, 2017; Kramsch & Thorne, 

2002; Zorba & Çakir, 2019), this study seems to provide more evidence of students’ critical 

evaluation of the cultural differences. This difference also indicates the need to embrace the 

critical lens of cultural comparison in the language classroom with support from mediational 

tools.  

However, in comparison with the other two ICC pedagogical tools, role-plays and 

cultural artefacts, the findings suggest that the implementation of videos increases some 

students’ appreciation of their own cultures. It indicates that comparing own culture and other 

cultures could raise students’ awareness of what they take for granted in daily life. The 

findings of this study concur with Fantini’s (2006) study, which found that the participants 

learned a lot from their host culture and more about their own. One possible reason for the 

development of the appreciation of own culture as a result of the implementation of videos 

might be attributed to the cultural content embedded in the video. In particular, the 

competition and the harsh learning environment in the Chinese education system made the 
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students from Case 3 appreciate the New Zealand system more. Therefore, it can be argued 

that learning foreign languages not only contributes to the understanding of the target culture 

but the understanding of own culture.  

8.3.3 Reflective Tasks 

The previous sections discussed the findings of the extent to which three ICC 

pedagogical tools, i.e., role-plays, cultural artefacts, and videos, developed students’ ICC. 

This section focuses on the role of reflective tasks in mediating students’ ICC development 

through (1) evidencing students’ demonstration of ICC, (2) unpacking students’ experience 

of stereotypes, and (3) developing critical cultural awareness. Unlike the three different ICC 

pedagogical tools respectively implemented in each case, the reflective tasks were used 

across the three cases.  

Evidencing Students’ Demonstration of ICC. The inclusion of opportunities for 

students to analyse and reflect is an ongoing method and is critical to eliciting their ICC 

(Sercu, 2010). The findings of this suggest that, without opportunities for explicit 

intercultural reflection during class, students are unlikely to develop the skills, attitudes, and 

critical cultural awareness, which is similar to the argument proposed by Kennedy (2020). 

Regarding the reflective tasks employed in all three cases, most students acknowledged that 

the questions of the reflective tasks made them think about what they had learned from the 

class. Similarly, in Svarstad’s (2016) study, students revealed that the media used in the class 

were mostly for language learning instead of cultural learning, and they expressed the need 

for opportunities to reflect on the films and texts used in class. Also, the findings indicate that 

students’ reflective writing can be an indicator of their ICC in class, which could help 

teachers who have concerns about how to elicit and mediate students’ interculturality in class 

(Díaz, 2013; Tolosa et al., 2018). However, in the New Zealand context, Ramírez’s (2018) 

classroom observations indicated that teachers positioned themselves as the transmitters of 
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knowledge instead of providing students opportunities to reflect upon their intercultural 

experiences. Similarly, only one teacher participant in Oranje’s (2016) study recognised the 

importance of reflection, but her teaching showed the absence of reflection and critical 

cultural awareness. This means that, from students’ perspectives, their reflection on cultural 

issues was overlooked. However, this study provided opportunities for all the student 

participants to reflect and express themselves.  

The findings indicate the potential of reflective tasks to open up space for students to 

go beyond the cultural “facts” they claim to know, indicating a mediational role played by the 

reflective tasks. The findings also inform teachers or researchers about how students think, 

the knowledge they could develop, and whether their personal learning needs are met. Thus, 

teachers and researchers are more likely to understand and anticipate students’ ICC. The data 

that the reflective questions yielded can support teachers or researchers in identifying the 

issues students face with cultural aspects, gaps in their ICC development and factors that 

hinder their ICC development. In comparison with face-to-face collection tools, such as 

interviews, completing reflective tasks also avoided the confrontation between the researcher 

and the participants in terms of different opinions about different cultures, creating a third 

place (Kramsch, 1993) where students could freely express themselves and mediate between 

cultures.  

The findings of this study suggest that reflective questions might contribute to 

mediating students’ ICC development through listening to students’ voices. In particular, 

many students in this study appreciated the opportunities provided by reflective tasks to 

express themselves. This indicates the significance of engaging students in reflective 

exploration through listening to their voices. However, several students reported that the 

reflective tasks were challenging for them, which was also stated by Biebricher et al.’s (2019) 

study. In contrast to this study, previous studies (Brislin et al., 1986; Hofstede & Pedersen, 



 

 231 

1999; Thiagarajan & Steinwachs, 1990; Williams, 2001) employed multiple-choice questions 

to elicit students’ skills of interaction in intercultural situations. For example, Williams 

(2001) published a “culture-general” assimilator that includes 100 critical incidents. Each 

episode is followed by three to four multiple-choice questions. Students were asked to select 

the best explanation for that particular cross-cultural situation. However, in a way, the 

multiple questions restricted students’ expression and perceptions of certain cultural issues. 

As a result, students only demonstrated their understanding of the specific cultural situation 

without moving towards critical cultural awareness. In contrast, the findings of this study 

indicate that students might appreciate the form of reflection more in providing them with the 

opportunities to express themselves.  

Unpacking Students’ Experience of Stereotypes. One interesting finding of this 

study is that the reflection task is beneficial in mediating students’ experiences of 

encountering stereotypes and overseas experiences. For instance, most student participants 

from the three cases commented in the reflective tasks on stereotypes they had encountered 

themselves regarding their cultures. Similarly, Byram et al.’s (1991) study on 10- to 12-year-

old students’ overseas experiences found that students were aware of the stereotypes that 

might arise without the ability to interpret intercultural encounters. It indicates that students’ 

understanding of stereotypes should be an important part of intercultural language teaching. 

However, one of the teacher participants in Biebricher et al.’s (2019) study expressed that she 

was concerned about stereotypes while teaching culture, and she also felt she did not have the 

appropriate tools to support her teaching. Therefore, this study argues that reflective tasks can 

be used to unpack students’ understanding of stereotypes, and teachers need to guide students 

in dealing with stereotypes in intercultural language teaching and learning. 

Developing Critical Cultural Awareness With a Reflective Stance. Reflective 

tasks might serve as a catalyst in developing students’ critical cultural awareness. In 
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particular, the findings suggest that some students demonstrated their critical thinking by 

expressing their opinions on cultural misunderstandings, cultural differences, or even their 

own cultures in their reflective tasks. Situated in the New Zealand context, Conway and 

Richards’s (2016) study documented how two language teachers explicitly provided 

opportunities to encourage students to reflect upon their own cultures and other cultures. 

Similar to this study, the teachers in Conway and Richards’s study guided their learners to 

reflect upon the topics which they found relevant and interesting, such as food, lunchtimes, 

and toilets. It may indicate that the selection of cultural topics when designing pedagogical 

tools also influences the intercultural dimension, which reflective tasks could develop. Given 

the roles of each pedagogical tool in developing ICC, discussed in the previous sections, it 

can be argued that reflective tasks could be complementary to the other three ICC 

pedagogical tools in developing students’ critical cultural awareness, giving them voices on 

intercultural issues (Ayalew, 2012).  

There are some possible explanations for the indispensable role of reflective tasks in 

developing critical cultural awareness. Firstly, reflective tasks might allow students to 

mediate their ICC development through engaging critically with the ICC pedagogical tools. 

This argument aligns with Vygotsky’s (1978) philosophy that tools mediate people’s 

development. Notably, the process of reflecting contributes to mediating students’ critical 

cultural awareness by giving students space to critically evaluate the “facts” that people take 

for granted and the reality, which is multiple and relative (Hudson & Ozanne, 1988). 

Secondly, teachers may often be unaware of students’ ICC development until they reflect 

upon what they learn in class. Therefore, there is a need for explicit promotion of reflection 

in education policy, curriculum, and training programmes (Castro et al., 2016; Scarino, 

2014).  
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In summary, this section indicates that the implementation of the three ICC 

pedagogical tools, i.e., role-plays, cultural artefacts, and videos, in combination with 

reflective tasks, can achieve different learning objectives of ICC through mediating ICC 

development. Regarding the distinctive feature of the three ICC pedagogical tools, role-plays 

were the only tool that developed students’ nonjudgmentalism and respect for other cultures. 

The reason might be that role-plays provide students with the opportunity to mediate between 

conflicting intercultural situations (Byram, 1997). The findings indicate that a “new” 

intercultural resource in class can lead to positive learning outcomes, such as respect and 

nonjudgmentalism. On the other hand, the implementation of both cultural artefacts and 

videos developed students’ curiosity about other cultures and developed students’ knowledge 

of other cultures, Chinese culture in this case, while role-plays raised students’ awareness of 

intercultural communication.  

In Vygotsky’s (1978) view, the development of human consciousness is closely 

linked to the use of tools. Accordingly, human interaction with the world is mediated by 

tools, both physically and mentally. In terms of the mediated role of the pedagogical tools in 

students’ ICC development, the findings suggest that the combination of the direct tools 

(role-plays, cultural artefacts, and videos) and the indirect tool, reflective tasks, built a link 

between CFL learners and their ICC development. However, these tools were implemented in 

the CFL classrooms on the premise that they were contextualised. As stated by Vygotsky, the 

mediation internalised by humans is culturally, historically, and institutionally situated. 

Therefore, this study argues that the design and implementation of the tools in this study need 

to consider students’ previous intercultural and Chinese language learning. Also, intercultural 

language learning should serve as a platform for students to express themselves.   
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8.4 Summary 

This chapter has discussed the significant findings on students’ ICC development with 

the implementation of different ICC pedagogical tools, drawing on Byram’s ICC framework 

and Vygotsky’s notion of mediation. 

Regarding students’ overall ICC development, this study finds that student 

participants’ ICC development was multidimensional, nonlinear, and holistic. In particular, 

this study offers evidence that students’ ICC can be developed holistically based on Byram’s 

(1997) ICC framework, and such development is multidimensional as the components of ICC 

are developed differently. However, students’ ICC was not completely consistent with the 

learning objectives set by Byram (1997). This might be due to the gap between theoretical 

frameworks and empirical findings, which will be further explained in the next chapter. Also, 

the development of ICC, in this case, is not a linear process, and it might not be achieved in 

one single experience. Although previous research suggested that ICC development is a 

complex process, this study argues that developing ICC holistically based on Byram’s ICC 

framework might be feasible.  

Given that previous New Zealand-based studies indicated that teachers were not 

supported sufficiently in their intercultural language teaching (Byram, 2021; Oranje & Smith, 

2017; Ramírez, 2018), and there are various challenges in developing students’ ICC in the 

foreign language classrooms (Biebricher et al., 2019; Conway & Richards, 2016; Conway et 

al., 2010; East, 2012; Tolosa et al., 2018), the findings indicate that the present study might 

provide teachers with appropriate interculturally oriented tools to mediate and develop 

students’ ICC. Appropriateness in this study means that the content of the tools must be 

authentic, relatable, and consider students’ backgrounds and individual needs (Byram, 1997; 

Byram & Morgan, 1994). Also, the distinctive features of each tool in developing students’ 

ICC could give insights into teachers’ practice in their classrooms. Byram (1997, 2021) 
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proposed that knowledge, attitudes, and skills can be acquired through experience and 

reflection in the absence of teachers’ intervention. From the sociocultural perspective, one’s 

knowledge cannot be constructed without mediated tools (Vygotsky, 1978). Therefore, it 

seems that without explicitly incorporating interculturally oriented pedagogical tools, 

holistically developing students’ ICC seems impossible (Jackson, 2017; Kennedy, 2020; 

Zhang & Zhou, 2019). Furthermore, the chapter has also discussed the complementary role of 

reflective tasks in evidencing students’ ICC and giving students voices.  

The next chapter turns to the conclusion of this study, including a final conclusion, 

contributions to the field, implications for intercultural language teaching and learning, 

limitations, future research, and a concluding statement.  
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Chapter 9 Conclusion 

9.1 Overview 

This study set out to investigate CFL learners’ ICC development with the 

implementation of different ICC pedagogical tools, i.e., role-plays, cultural artefacts, and 

videos, in the New Zealand secondary school context. Adopting Vygotsky’s (1978) SCT and 

Byram’s (1997) ICC framework enabled this study to have a solid theoretical base. In 

particular, Vygotsky’s concept of mediation was adopted to examine the roles of ICC 

pedagogical tools in students’ ICC development. Specifically, based on Vygotsky’s (1978) 

mediated action triangle model, the findings suggested that the pedagogical tools 

implemented in this study had different roles in mediating and facilitating CFL learners’ ICC 

development. Besides, this study adopted Byram’s (1997) ICC framework in designing 

instruments and analysing qualitative data. His explicit illustration of what the four 

dimensions of ICC entail, attitudes, knowledge, skills, and critical cultural awareness, guided 

the design of the instruments of this study. The interpretation of the collected data was also 

based on his ICC framework.  

A multiple case study design was employed to achieve the research aim. The three 

cases of this study were situated in three secondary schools in New Zealand. Three CFL 

teachers from these cases respectively adopted and implemented one ICC pedagogical tool, 

combined with reflective tasks to develop their students’ ICC. The design of each 

pedagogical tool used in the intervention lesson was in accordance with Byram’s (1997) ICC 

framework. Before the intervention, students completed an initial survey and participated in 

an initial interview. During the intervention, their development of ICC due to the 

implementation of pedagogical tools was evidenced by reflective tasks. After the 

intervention, the researcher distributed the same survey and conducted a second interview 
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with the same group of students. The data collected from students’ surveys, interviews, and 

reflective writing were triangulated to ensure the trustworthiness of the findings. 

The Findings and Discussion chapters have reported and discussed CFL learners’ ICC 

development with the implementation of different ICC pedagogical tools in the three cases. 

The Conclusion focuses on what can be learned from this study in a broader context of 

developing school-aged language learners’ ICC and how it can be related to other contexts. 

This chapter begins with a summary of the main findings relating to each research question, 

which also link back to the theoretical underpinnings of the current study. Following the 

summary of the main findings, the original contributions of this study to knowledge are 

highlighted. Then, the implications for intercultural language learning will be discussed. The 

limitations of this study and the suggestions for further research will then be presented. This 

chapter ends with a concluding statement about this study. 

9.2 Conclusions   

Based on the discussions of the findings of this study, conclusions have been drawn 

from the following statements, which will be unpacked in the following sections: 

1. ICC could be developed holistically across the four dimensions of ICC, i.e., 

attitudes, skills, knowledge, and critical cultural awareness. Such development was 

multidimensional and nonlinear. 

2. The use of ICC pedagogical tools seemed to support CFL learners in achieving 

goals explicitly stated in literature on ICC development.  

3. Appropriate ICC pedagogical tools combined with reflective tasks appeared to 

serve as mediators for CFL learners’ ICC development. 

9.2.1 The Feasibility of Developing ICC Holistically  

This study argues that it is feasible and possible to develop ICC holistically. The 

findings suggest that students from the three cases demonstrated development in all the main 
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components of ICC. In particular, students from all the three cases demonstrated a deeper 

understanding of culture, their own culture, and Chinese culture (knowledge dimension); 

more openness and respect for other cultures (attitudes dimension); advanced skills of 

comparing and relating (skills dimension), and raised relativism (critical cultural awareness 

dimension). As previous studies mostly focused on developing the attitudes, knowledge, and 

skills dimension of ICC (e.g., Bateman, 2002; Ben Maad, 2016; Kennedy, 2016), critical 

cultural awareness was the least researched dimension due to its complex nature (Houghton 

et al., 2013). Based on the findings of students’ ICC development, this study argues that it is 

possible to develop certain components of critical cultural awareness with the support of 

pedagogical tools. Particularly, the reflective tasks seemed to create a third place where 

students developed their critical thinking.  

Also, this study shows that the process of students’ ICC development is 

multidimensional and nonlinear. Specifically, there was evidence in this study that some 

subcomponents of ICC developed significantly, such as students’ nonjudgmentalism in Case 

1. In contrast, there was no evident development of relativisation and questioning in the 

critical cultural awareness dimension across the three cases. This again proves the dynamic 

and complex nature of ICC (Deardorff, 2006; Fantini, 2006, 2020; Hoff, 2020; Spitzberg & 

Changnon, 2009). In addition, the current study suggested that students’ ICC development 

was nonlinear because most student participants demonstrated acceptance of cultural 

differences at the start of the project. This statement seems to contradict Hammer et al.’s 

(2003) developmental model of intercultural sensitivity, which shows the process of ICC 

growth from denial, defence, minimisation, acceptance, and adaptation, to integration.  

One unexpected finding regarding students’ overall ICC development was that 

students demonstrated a deeper understanding of their own cultures at the end of the project. 

In particular, they became more appreciative of their own culture and prouder of their cultural 
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identity. In this study, students’ understanding of their own cultures also indicates their 

understanding of their own cultural identities. This is because most students started by 

explaining where they came from or what their ethnicities were instead of describing their 

cultures in the survey. This result confirms the statement that language, culture, and identity 

are closely related (Dervin, 2012). Therefore, this study argues that the understanding of 

other cultures is closely related to the understanding of own culture.  

In summary, this study suggests that ICC could be developed holistically within 

attitudes, skills, knowledge, and critical cultural awareness dimensions. However, such 

development is multidimensional and nonlinear. Besides, there was evidence in this study 

regarding the differences in students’ demonstration of the subcomponents of ICC in the 

three cases. This might be due to the fact that each case implemented different ICC 

pedagogical tools, which will be discussed in the next section.  

9.2.2 Achieving Different Intercultural Goals With Different ICC Pedagogical Tools  

This study suggests that the three ICC pedagogical tools have distinctive but similar 

roles in students’ ICC development. Regarding the reflective tasks implemented in the three 

cases, this study reveals that the reflective tasks were crucial in evidencing students’ learning 

outcomes of ICC generated by the intervention classes, unpacking students’ intercultural 

experience, and developing their critical cultural awareness. This study suggests the 

indispensable role of reflective tasks in eliciting learning outcomes, giving voice to students, 

and mediating students’ ICC across the three cases. 

Regarding the distinctive role of the ICC pedagogical tools in students’ ICC 

development, the implementation of role-plays demonstrates its advantage in developing 

students’ nonjudgmentalism, understanding of cultural misunderstanding, strategies for 

intercultural communication, and multiple interpretations of intercultural situations in 

comparison with the other two tools. In regard to cultural artefacts and videos, both have 



 

 240 

advantages in raising students’ interests in the target culture, developing their knowledge of 

the target culture, and advancing their skills of cultural comparison. The differences in 

students’ ICC elicited by the three tools indicate that these tools could be used with different 

intercultural focuses. Additionally, this study shows that all the three ICC pedagogical tools 

are similar in enhancing students’ openness to cultural differences, critical thinking, and 

relativism. The reason is that each tool was designed based on the same frameworks, i.e., 

Vygotsky’s (1978) SCT and Byram’s (1997) ICC framework. Therefore, this study suggests 

the significance of these two frameworks in underpinning and mediating students’ ICC 

development with the pedagogical tools.  

To sum up, the findings of this study indicate that the ICC pedagogical tools 

combined with reflective tasks, which were built upon Vygotsky’s SCT and Byram’s ICC 

framework, have a significant impact on students’ ICC development in the CFL classroom. In 

particular, this study argues that the three ICC pedagogical tools in this study could be used 

to achieve different intercultural goals and develop students’ ICC holistically.  

9.2.3 Using ICC Pedagogical Tools With a Reflective Stance to Mediate Students’ ICC 

Development 

This study reveals that most students demonstrated an overall positive perception of 

the ICC pedagogical tools implemented in the CFL classroom. For instance, the students 

expressed that role-plays were useful for understanding intercultural encounters and learning 

Chinese characters from the conversations. Additionally, they found both cultural artefacts 

and videos helpful in learning Chinese culture. Also, the cultural content of these two tools 

was relatable and interesting to them. Thus, the various roles of pedagogical tools in students’ 

ICC development acknowledged by the student participants further confirms the main finding 

of the second research question, which is that different pedagogical tools have their own 

advantages in developing ICC.  
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More importantly, this study acknowledges the indispensable role of reflection in 

students’ development of ICC based on students’ perceptions. It suggests that the majority of 

students perceived the reflective tasks positively. Specifically, students from all three cases 

claimed that the reflective tasks made them think and provided them with the opportunity to 

express themselves. This indicates that the reflective tasks enabled the student participants to 

meditate and reflect upon their learning from the CFL classes and their intercultural 

experiences. As Howard et al. (2019) stated, learning a foreign language needs to generate a 

third place where students can mediate between different cultures; this study argues that 

reflective tasks have such potential in creating a third place for students to mediate their ICC 

development.  

In summary, this study suggests that implementing ICC pedagogical tools with a 

reflective stance could develop students’ ICC for different intercultural focuses. It indicates 

the influence of combining ICC pedagogical tools with reflective tasks on students’ ICC 

development.   

9.3 Contributions 

This study contributes to intercultural language teaching and learning by 

implementing appropriate ICC tools to support students’ ICC development at the secondary 

school level. The following sections will illustrate the theoretical and pedagogical 

contributions of this study.  

9.3.1 Theoretical Contributions 

This study provides new insight into the conceptualisation of ICC based on the 

empirical data collected from school-aged language learners. On the one hand, drawing on 

Byram’s (1997) ICC framework, the findings of students’ demonstration of ICC justify the 

practicability of this framework for researching language learners’ ICC. In particular, this 

study offers evidence of students’ demonstration of the components of ICC, which originated 
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from Byram’s (1997) ICC model. Furthermore, the empirical data shed new light on the 

possible learning outcomes of ICC, which can be developed in the language classroom. To 

integrate ICC theory with the empirical data, the researcher proposes an expansion of 

Byram’s (1997) ICC model (as illustrated in Figure 9.1).  

Figure 9.1 

ICC Model for School-Aged Language Learners 

 
 
Note. The bolded components are from Byram’s (1997) original ICC model; the components that are not 

highlighted were identified based on the findings of this study.  

Building on the previous literature on the conceptualisation of ICC (Barrett et al., 

2014; Byram, 1997, 2010, 2021; Byram et al., 2001; Byram & Zarate, 2008; Deardorff, 2006, 

2016; Fantini, 2006, 2020; Hoff, 2014) and the findings of this study, there are three features 

of this model.  

Firstly, as with Byram’s (1997) ICC model, this model is a pedagogical model which 

is outcome oriented instead of process oriented. This is because, as mentioned in Section 
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9.2.1, the findings of this study show that students’ ICC development was a multidimensional 

and nonlinear process.  

Secondly, this model was generated from the qualitative data collected from school-

aged language learners in the New Zealand context. In this respect, this study acknowledges 

the contextualised nature of ICC (Byram, 1997).  

Thirdly, this model expands Byram’s original ICC model with the components 

mentioned in his seminal work but not included in his ICC model. The decision to include 

these components (respect, nonjudgmentalism, value for cultural diversity, questioning, 

reasoning, critical thinking, and critical self-awareness) was illustrated and justified in the 

Theoretical Framework chapter. Besides, this model consists of two components of ICC that 

Byram has not included in his ICC model: the understanding of culture and the understanding 

of own culture. The understanding of culture needs to be included in the ICC model because 

it is the foundation of intercultural communication. Also, this study suggests that school-aged 

students can also have a deep understanding of culture. Besides, as culture, language, and 

identity are closely linked, the demonstration of the understanding of culture can also reveal 

other aspects of students’ ICC. In addition, this study indicates that students appreciated their 

own cultures more after learning about other cultures. Although the component of the 

appreciation of own culture has not been included in the conceptualisation of ICC to the 

researcher’s best knowledge, it should be one of the objectives for developing ICC because 

students might not appreciate the diverse cultures in the world if they do not even appreciate 

their own culture.  

Despite the contextualised nature of this model, it can be used in a broader context in 

developing students’ ICC. Notably, curriculum designers, language teachers, educators, and 

researchers in the field of foreign language education and learning could draw on these 

components of ICC in this model as the learning objectives of ICC in the language class. 
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Thus, the value of this model lies in highlighting the components of ICC that could be 

developed from students’ perspectives in foreign-language education. However, given the 

contextualised nature of ICC, the teachers and the researchers in other contexts might need to 

adjust these learning objectives to fit their teaching and researching context.  

9.3.2 Pedagogical Contributions 

This study contributes to intercultural language learning and teaching in the New 

Zealand context as well as other contexts. In particular, this study provides examples of 

implementing different ICC pedagogical tools to develop students’ ICC. Significantly, as 

previous New Zealand-based studies indicated that teachers were not supported sufficiently 

(Oranje, 2016; Ramírez, 2018) and faced various challenges (East et al., 2018, 2022) in 

delivering intercultural language teaching, this study can be regarded as one of the few 

empirical studies situated in the New Zealand secondary school context to provide examples 

of teaching and learning a foreign language with an intercultural focus. Specifically, this 

study shows the evidence of students’ demonstration of ICC with the implementation of 

different ICC pedagogical tools. The findings suggest that the use of different pedagogical 

tools can elicit different components of ICC. Overall, this study could contribute to language 

learners’ ICC development with the examples of implementing different pedagogical tools 

and the explicit component of ICC that can be developed through learning a foreign 

language.  

One of the significant pedagogical contributions of the current study is in 

demonstrating the value of reflective tasks in developing students’ ICC and mediating new 

understandings. The reflective tasks enabled the researcher to evidence students’ ICC 

development in classes across the three cases. Most importantly, this study contributes to 

giving voice to school-aged language learners through reflective tasks. In particular, 

reflective tasks provided the researcher with students’ own perspectives, further mediating 
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their ICC development due to the implementation of ICC pedagogical tools. Therefore, this 

study again suggests the need for more classroom-based research to develop students’ ICC 

with a reflective stance (Byram, 2021; Dervin & Gross, 2016; Hoff, 2019). In other words, 

the implementation of ICC pedagogical tools cannot successfully elicit students’ ICC without 

the role of the reflective tasks in mediating students’ ICC development.  

In summary, the study contributes to ICC research theoretically and pedagogically. 

This study is expected to be of interest to language teachers, curriculum designers, and ICC 

researchers who seek examples and guidance to develop students’ ICC in the language 

classroom. Given that there has been limited explicit investigation of the development within 

an intercultural language-learning orientation from students’ perspectives (Kohler, 2020), this 

study might offer some valuable insights and considerations into intercultural language 

learning in other contexts. 

9.4 Implications for Intercultural Language Learning 

The goal of language teaching and learning has become to cultivate intercultural 

speakers (Byram, 1997, 2021) through intercultural language learning. Generally speaking, 

this study has implications for intercultural language learning both in the New Zealand 

context and the international community. This section outlines the overall implications that 

have arisen from the findings of this multiple case study and will make recommendations 

where relevant. In what follows, this section will discuss the importance of explicit learning 

objectives for ICC and the mediated tools in students’ intercultural language learning, where 

their ICC development happens.   

9.4.1 The Objectives for Intercultural Language Learning 

This study suggests the practicability of using Byram’s (1997) ICC model as the 

objective in intercultural language teaching and learning. Pedagogically, this study argues 

that developing students’ ICC needs explicit learning objectives from the outset. Therefore, 
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this study recommends Byram’s (1997) ICC model not only because it has been widely 

adopted in intercultural language teaching and learning but also because it explicitly 

addresses what to teach and what to learn regarding ICC. However, the findings of this study 

reveal that this model might not cover all the components of ICC that could be developed in 

the language classroom due to the dynamic, complex, and contextualised nature of ICC.  

Based on the findings regarding the components of ICC developed by the 

implementation of ICC pedagogical tools in this study, both teachers and students in other 

contexts could have a better idea of what learning outcomes of ICC can be expected in their 

teaching and learning. The implication is that teachers and students in other contexts can refer 

to the students’ demonstration of the ICC development in this study to plan their intercultural 

teaching and learning. Regarding the specific components of ICC, critical cultural awareness 

has been acknowledged as the most complex component of ICC, but it is also the ultimate 

goal of developing ICC (Byram, 1997, 2021). Despite the complex nature of critical cultural 

awareness, this study indicates that it could be developed with the appropriate pedagogical 

tools combined with reflections on intercultural learnings. In this regard, this study calls for 

more attention to researching and teaching critical cultural awareness.  

This study argues that students’ understanding of their own cultural identity and 

cultural diversity needs to be taken into account in their intercultural language learning. 

Regarding cultural diversity, the findings suggested that students demonstrated high 

acceptance and appreciation for cultural diversity, and they perceived cultural diversity as a 

normal part of their life. This stance is not surprising. As mentioned in the Introduction, 

linguistic and cultural diversity is a fact of life in the New Zealand context. This indicates 

that cultural diversity might influence students’ perceptions of cultural otherness and 

interaction with people from other cultures. Also, most of the student participants are the 

second or third generation of immigrants, implying that their family history of immigration 
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might also contribute to their empathy towards cultural otherness. In the school context, 

students in this study seemed to have more opportunities to learn about different cultures by 

interacting with classmates from different cultural backgrounds. Therefore, this study 

recommends that students should be prompted to explore cultural diversity in the language 

classroom, which might promote their critical thinking and help them to have a better 

understanding of different cultures (Byram et al., 2001). In other words, students’ 

engagement with cultural diversity in the New Zealand context indicates that New Zealand 

could provide students with the natural arena to interact with diverse cultures, which could 

mediate their ICC development. However, students need to be guided to embrace such 

diverse cultures. Furthermore, multiculturalism is also a fact of life in other contexts, such as 

Australia, the USA, the UK, and Europe. As a result, classrooms around the world will be 

increasingly multicultural. Therefore, it is necessary for teachers and educators to explore 

how to guide students to study in a multicultural environment. In other words, based on 

Vygotsky’s (1978) SCT, the teaching and learning of ICC need more emphasis on the social 

context in the process of students’ ICC development. 

Also, intercultural language teaching and learning in the New Zealand context needs 

to consider students’ cultural identities. This study reveals that students demonstrated a 

deeper understanding of their own culture after the project. For instance, some student 

participants became prouder of their cultural backgrounds and more appreciative of their 

cultures. It indicates that learning about other cultures also prompts students’ reflection on 

their own cultural identities. However, this study suggests that student participants’ cultural 

identities were dynamic and complex. For instance, some students understood their 

multicultural backgrounds in a balanced way, with the coexistence of different cultural 

identities, while some students stuck to one cultural identity even though they claimed that 

many cultures had influenced them. Also, there is evidence in this study that students 
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changed their cultural identities during the project. For example, while some students 

identified themselves as having a multicultural background at the start of the project, they 

only identified themselves as having a singular cultural background at the end of the project. 

Given the complexity of students’ identities, it is necessary to know more about their 

backgrounds (Kohler, 2020). For Vygotsky (1978), the environment in which children grow 

up will influence how they think and what they think about, and it is impossible to set a 

boundary between learning and its social context. Therefore, this study recommends that 

teachers and researchers pay more attention to students’ cultural backgrounds and previous 

intercultural experiences for ICC development to occur. For instance, teachers might 

encourage students to reflect upon their experience of interacting with cultural otherness to 

facilitate their ICC development.   

To sum up, this section has discussed the implications of this study for intercultural 

language learning regarding the importance of the explicit objectives for developing ICC. 

This study argues that it is imperative that teachers can be provided with convincing 

research-based evidence of students’ intercultural learning outcomes and practical 

pedagogical strategies to shift their practice. This study, therefore, calls for more attention to 

students’ cultural identity and their engagement with cultural diversity in the language 

classroom in the New Zealand context.   

9.4.2 The Mediated Tools for Intercultural Language Learning 

This study suggests the mediational role of the ICC pedagogical tools and reflective 

tasks in students’ ICC development. As mentioned in the Theoretical Framework chapter, 

mediation is one of the critical concepts of Vygotsky’s SCT. Also, pedagogical tools mediate 

students’ ICC development based on Vygotsky’s (1978) mediated action triangle model (see 

Theoretical Frameworks chapter). SCT perceives children’s development as a socially 

mediated process. Through this process, they acquire cultural beliefs, values, and problem-
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solving skills through collaborative dialogues with a more skilled tutor (Lantolf, 2000; 

Lantolf & Thorne, 2006; Lantolf et al., 2015). In the language classrooms of this study, this 

means that the development of ICC needs to be perceived as a mediated process in which 

teachers and students collaboratively construct intercultural language teaching and learning 

with the support of pedagogical tools.  

The findings of this study suggest that the mediational ICC pedagogical tools played a 

central role in CFL learners’ process of making meaning. According to Vygotsky (1978), 

there are two levels of meaning-making. The first level is achieved through interaction with 

others. Regarding the findings of this study, students’ interaction with classmates through 

role-playing the intercultural encounters in Case 1 can be viewed as the first level of 

meaning-making. Also, the findings of this study strongly indicate that the cultural content of 

the ICC pedagogical tools played an essential part in raising students’ intercultural 

awareness. For example, the relatable cultural content in Cases 2 and 3 also raised students’ 

interest in learning the target culture.  

Students’ reflection process in all three cases became the second level of meaning-

making, which was integrated into their process of ICC development. In order to contribute 

to learning, the interaction must first become available in some way for students to reflect on 

and interpret it (Allen, 2004). Results from the three cases suggest that reflection was 

essential in evidencing students’ learning outcomes of ICC generated from the 

implementation of ICC pedagogical tools in class. The reflective tasks were designed to 

allow students to express themselves instead of making them think they were taking a test or 

assessment. Each reflective task was designed in accordance with the cultural content of each 

pedagogical tool. Students were given the opportunity to express their opinions about the 

cultural content in the classroom through reflective tasks. Most importantly, this study 

suggests that reflective tasks mediated students’ ICC development.  
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Consequently, it is crucial for both researchers and teachers to understand the 

mediated role of both the ICC pedagogical tools and reflective tasks in the process of 

students’ ICC development. Therefore, this study suggests that the design and 

implementation of the ICC pedagogical tools need to: 

1. Incorporate both objectives for language learning and intercultural learning. 

2. Include various positions, understandings, or perspectives that need to be mediated 

(Scarino, 2020) through exploring, comparison and reflection. 

3. Draw upon the appropriate cultural content that students could find interesting and 

relatable.  

4. Implement the pedagogical tools with a reflective stance to mediate students’ ICC 

development.  

The main implication of this study for intercultural language learning in the New 

Zealand school context is that the support for developing students’ ICC should not be limited 

to curriculum documents or language policies but should include examples of how teachers 

could explore their ways of embracing theories and policies. Teachers and students should be 

encouraged to explore different cultures and languages in diverse ways. As intercultural 

language teaching and learning in the New Zealand context is still preliminary and immature 

(Oranje, 2016; Ramírez, 2018), this study recommends more efforts to support students’ 

intercultural language learning with appropriate tools. More creative pedagogical tools need 

to be designed and implemented to mediate students’ ICC development. Also, learning 

languages should be prioritised, especially in a culturally diverse society like New Zealand. 

Students in New Zealand might want to learn more about diverse cultures and be guided to 

understand their own cultures and other cultures through learning languages.  
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9.5 Limitations  

There are some limitations of this study that need to be acknowledged. First, this 

multiple case study only used three secondary schools as the research setting. Also, given that 

this study was conducted in the most culturally diverse city of New Zealand, Auckland, the 

findings cannot represent the scenario of the whole country. Regarding the student 

participants, students with a higher level of Chinese language proficiency or higher cognitive 

level might demonstrate different ICC development. Also, this study only studied one 

language (Chinese), which was taught by native speakers. Furthermore, although the 

researcher had meetings with each teacher to discuss the use of the pedagogical tools, this 

study was only conducted from students’ perspectives instead of teachers’ perspectives 

because this study endeavoured to present students’ voices.  

Second, regarding the data-collection process, the researcher’s presence in the 

interviews might have influenced students’ responses. However, the self-reported data 

collected from the survey and reflective tasks might reduce the influence of the researcher’s 

presence. It is also necessary to mention that of the 22 students from Case 1 who participated 

in this study, 18 students completed the reflective tasks, and only 10 students participated. 

However, only 10 students participated in the entire process of data collection, initial survey, 

initial interviews, reflective tasks in the three intervention lessons, final survey, and final 

interviews. Furthermore, the researcher’s interpretation of students’ demonstration of ICC 

might not be absolute. Nevertheless, the peer review of the coding process of this study and a 

strong theoretical base could minimise the researcher’s assumptions or biases due to her 

previous life experience and cultural background.    

It is acknowledged that, pedagogically, this study did not present the teachers’ 

perspectives on students’ ICC development. As previous research has shown that teachers’ 
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beliefs and practices on intercultural language teaching have an impact on students’ ICC 

development, it is necessary for future research to add teachers’ voices in developing ICC.  

9.6 Future Research 

With regard to developing ICC in foreign-language classrooms, there are many areas 

for future research. For New Zealand researchers, it is worth considering including students 

who study other languages, such as te reo Māori, Spanish, or other Asian languages. 

Research of other additional languages in addition to Chinese can have several directions, 

such as comparing different languages in developing students’ ICC or analysing the 

differences between different intercultural teaching approaches with different languages.  

In terms of the research focus, the current study has raised important questions about 

the complexity of developing ICC holistically. Future research studies might be conducted 

focusing on the specific components of critical cultural awareness proposed by this study. As 

argued in this study, critical cultural awareness deserves more attention to foster intercultural 

speakers through learning languages. However, how to do this in a specific context requires 

more empirical research on the nature of critical cultural awareness and how it can be realised 

in language classrooms. Also, the relationship between each component of ICC could be 

further investigated (Drewelow & Mitchell, 2015).  

Given the sample size of this study, it would be worth implementing the tools with a 

broader range of students. Also, it would be valuable to conduct a longitudinal study with a 

more extended period to explore the developmental process of ICC. This study did not 

conduct a quantitative study to evaluate students’ ICC. Therefore, it would be worth 

providing further quantitative data to examine students’ ICC development. Further 

quantitative studies could draw on the qualitative findings of this study to investigate a 

broader range of students’ ICC.  
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Regarding the development of students’ ICC with appropriate tools, future studies 

could include both teachers and students to develop a complete picture of intercultural 

development in the CFL classroom. Also, more ICC pedagogical tools could be developed to 

support students’ intercultural learning, such as using literature, oral presentations, or more 

student-centred classroom activities, such as group discussion. Classroom observation could 

be conducted to further inform the investigation of the teaching practice to develop students’ 

ICC. Students’ discussions in class might also be a valuable source to explore their ICC 

development.  

9.7 Concluding Statement 

What we may learn by studying other cultures and languages is not merely 

learning the possibilities of different ways of doing things. More importantly, 

we may learn different possibilities for making sense of human life. (Winch, 

1964, cited in Byram, 1997, p. 229.) 

Byram (1997) cited this quote at the end of his book Teaching and Assessing 

Intercultural Competence, which has become the “bible” of this study. Echoing Winch’s 

(1964) statement, this study argues that learning language and culture is one of the ways of 

making sense of human life. As the ultimate goal for learning language and culture in the new 

era, ICC needs to be positioned as the key ability for students to mediate in the increasing 

culturally diversified world. Particularly, students are not only observers of other cultures 

when they learn an additional language but also intercultural mediators between different 

cultures.  

By investigating students’ ICC development with the implementation of different ICC 

pedagogical tools in the three cases, this study suggests that more empirical studies 

conducted from students’ perspectives are needed to further explore the complexity of ICC. 

This is because the findings in the present study suggest that students’ demonstration of ICC 
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might be far more complex in other contexts. Regarding the pedagogical tools used in the 

classroom, the findings of this study indicate that each tool has its own advantage in students’ 

ICC development. Therefore, teachers could refer to the features of each tool of this study in 

planning their intercultural language teaching. Also, it is necessary to highlight the 

complementary role played by reflective tasks in students’ ICC development.  

Significantly, this study indicates that students’ voices need to be accounted for 

because their perspectives can contribute to teachers’ decisions regarding their intercultural 

language teaching or educators’ design and development of language curricula. Most student 

participants appreciated the opportunity of expressing themselves, and their insights 

contributed to the current study. In contrast, school-aged language learners’ insights 

regarding cultural issues seem to be overlooked in the current literature. I want to end this 

thesis by returning to some insights demonstrated by one student participant in her reflective 

writing: 

We are all proud of our nationalities and being New Zealanders. New Zealand is a 

diverse country, meaning we have people from different countries all around the 

world. It also means that there are a lot of cultures we can experience in New 

Zealand. I am proud to be both Chinese and New Zealander. (A01) 

Overall, the findings of this study have relevance for CFL learning and foreign-

language education in general. It is the researcher’s hope that this study will inspire more 

future research into investigating students’ ICC development based on their voices and 

exploring more pedagogical tools to engage students with intercultural language learning. In 

short, students need more channels to express their understanding of culture, their own 

cultures, and other cultures. Their voices need to be viewed as precious assets in the 

education system. 
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Appendices 

Appendix 1 Intercultural Communication Questionnaire 

• This questionnaire aims to collect information about communication with people from 

different cultures who speak different languages.  

• This is not a test, so there are no right or wrong answers. 

• I am interested in your personal opinion and experience. Please do not rush and be as 

accurate and honest as possible in your answers.  

 

First name: ___________      Surname: ____________ 

Gender: ____________          Age: __________ 

Country of birth: _____________  

Country of parents’ birth: _____________ 

Have you lived in places other than your place of birth? Yes____ No____ Which one(s)? 

________ for how long? ________       

What is your first language? _____________ 

The number of years you have been learning Chinese: ____________ 

Other languages you speak are _________________________________ 

Other language(s) you have studied are _____________________ 

 

In your own words, please define culture. 

 

 

 

 

 

Please describe your own cultures. (If you have multicultural backgrounds, please feel free to 

write about all or one); Please describe aspects of your cultures that you value and which are 

important for you.  
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What aspects of Chinese culture have you learned through learning Chinese? 

 

 

 

 

 

What aspects of New Zealand culture do you think are different from other cultures? 

 

 

 

 

 

Do you think learning languages is important for you? Why? 

 

 

 

 

 

 

Participating in interview    

 

 

 

 

 

 

 

                Yes, I want to participate. 

 

 

Thank you!   谢谢 

Please tick the box below if you would like to participate in a 15 minute interview about 
communicating with people from other cultures. As a gesture of gratitude for your 
participation, you will enter a draw to win two cinema tickets. 
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Appendix 2 Questions for Semistructured Interview (Preintervention) 

School: ________ Grade: ________ Class: ________ Place: ________ Time: ________  

Interviewer: ________ Interviewee: ________ Date: _____/_____/_____  

 

I would like to start by talking about your learning of Chinese in school.  

1. Can you briefly talk to me about some of the topics that you have studied so far.  

2. Are there any cultural topics that you remember that you can share with me.  

3. When you study cultural topics, you have probably noticed differences between China and New Zealand. 

Can you mention some of those differences? [If the student identifies himself/herself from another culture 

(not NZ), then you may want to add]: And what about differences with your own culture? 

4. [Using one of the examples given in the previous question] What do you think about [xx difference]? 

Why do you think there is such a difference? [Make sure the student considers not only how Chinese 

are different but also how NZers (or her/his culture) are different] 

5. You may have also noticed similarities between the two cultures. Can you mention any of those 

similarities? [Make sure the student considers not only how Chinese are similar but also how NZers (or 

her/his culture) are similar] 

6. [Using one of the examples given in the previous question] What do you think about [xx similarity]? Why 

do you think there is such similarity?  

I would like to turn now to talk about your experience talking to Chinese people.  

1. Do you have any friends or classmates who are Chinese? [If the answer is no, move to 2] 

a. Have you noticed similarities or differences in the way you and your Chinese friends do things? 

Can you give me any examples?  

b. How do you feel about those similarities or differences? What do you think causes those 

similarities or differences? 

c. Have you noticed any difference in the way you communicate with your Chinese friends and the 

way you communicate with other New Zealand students? Why do you think that is so? 

2. Have you had the chance to travel to China? [If the answer is no, move to 3] 

a. [If yes]: What was that experience like?  

b. What were the most memorable moments there?  

c. Did you notice any similarities or differences in the way people act in China compared to NZ?  

3. Do you think that learning languages (like Chinese) help you to better communicate with people from 

other cultures?  

In this last section of the interview, I’d like to hear about your ideas about meeting people of other cultures. 

1. Do you have friends from other cultures? What are some of those cultures? 

2. How do you feel around people you don’t know from other cultures? 

3. Do you find it easy or hard to communicate with people from other cultures? Why do you think 

this is so? 

4. What tips would you give to someone who wants to communicate with people from other 

cultures? 
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Appendix 3 ICC Pedagogical Tool: Role-plays of Critical Incidents 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Role-playing Critical Incidents (Lesson 1) 

 

Task 1: Pair work- role-playing the following conversations 

  

A: 你喜欢什么颜色？(What is your favorite colour?)    

B: 我喜欢红色，红色是很吉利的颜色。  (I like red, red is the lucky colour.) 

A: 我不喜欢红色，红色在一些文化中象征暴力。(I don’t like red, red is a colour of blood.) 

B: 好吧，你竟然不喜欢红色。 (Well, I am surprised you don’t like red.) 

A: 我为什么一定要喜欢红色呢？ (Why should I like red?) 

B: 你喜欢什么颜色？(What colour do you like?) 

A: 我喜欢蓝色。 (I like blue.) 

B: 我知道比利时人不喜欢蓝色。 ( I know Belgian don’t like blue.) 

A: 为什么？(Why?) 

B: 因为不吉利。(Because it is unlucky.) 

 

A: nǐ xǐ huān shén me yán sè ？ 

B: wǒ xǐ huān hóng sè ，hóng sè shì hěn jí lì de yán sè。   

A: wǒ bú xǐ huān hóng sè ，hóng sè zài yī xiē wén huà zhōng xiàng zhēng bào lì。   

B: hǎo ba ，dàn wǒ hái shì xǐ huān hóng sè。 

B: nǐ xǐ huān shí me yán sè ？ 

A: wǒ xǐ huān lán sè 。 

B: wǒ zhī dào bǐ lì shí rén bú xǐ huān lán sè 。 

A: wéi shí me ？ 

B: yīn wéi bú jí lì。 

 

Now, find a partner and try role play! (10 minutes) 

 

Task 2: Let’s reflect on today’s role play! 

Name: 

1) Could you please describe what is going on here? 

2) What caused this conflict? 

3) How would you respond if you were B? And why? 

4) Could you write down your own experience of interacting with people from different cultures?  
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Role play critical incidents (Lesson 2) 

 

Task 1: Pair work- role-playing the following conversations 

 

A: 中国的学生都穿校服吗？ (Do all the Chinese students wear uniforms?) 

B: 大部分都穿。 (Most of them do.) 

A: 你觉得中国的校服好看吗，我觉得不好看。 (Do you like your uniform? I don’t.) 

B: 为什么呢？(Why?) 

A: 我见过一次，蓝色的，不好看。(I saw it once, it’s blue, it’s ugly) 

B: 每个学校校服都是不同的呀，有的学校的校服的颜色好看呀。 (Not all the student’s uniforms are 

blue, some of the uniforms look good) 

A: 好吧。 (Alright) 

 

A: zhōng guó de xué shēng dōu chuān xiào fú ma？  

B: dà bù fèn dōu chuān。  

A: nǐ jiào dé zhōng guó de xiào fú hǎo kàn ma ，wǒ jiào dé bú hǎo kàn 。 

B: wéi shí me ne ？ 

A: wǒ jiàn guò yī cì ，lán sè de ，bú hǎo kàn 。 

B: měi gè xué xiào xiào fú dōu shì bú tóng de ya ，yǒu de xué xiào de xiào fú de yán sè hǎo kàn ya。  

A: hǎo ba。 

 

Now, find a partner and try role play! (10 minutes) 

 

 

Task 2: Let’s reflect on today’s role play! 

Name: 

1) Could you please describe what is going on here? 

 

2) What caused this conflict? 

 

3) How would you respond if you were B? And why? 

 

4) Could you write down your own experience of interacting with people from different cultures?  
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Role play critical incidents (Lesson 3) 

 

Task 1: Pairwork- role-playing the following conversations 

 

A: 舞会你穿什么呢？(What will you wear at the party?) 

B: 长裙吧。 (Long dress, maybe) 

A: 你为什么不穿旗袍？(Why don’t you wear Qipao?) 

B: 我不喜欢穿旗袍，裙子更舒服。 (I don’t like wearing Qipao, it’s not comfortable) 

A: 可是我看的一个中国电影，里面的中国女性都穿旗袍。 (But I watched a Chinese movie, all the 

women in the movie wore Qipao.) 

 

A: wǔ huì nǐ chuān shí me ne ？ 

B: zhǎng qún ba。  

A: nǐ wéi shí me bú chuān qí páo ？ 

B: wǒ bú xǐ huān chuān qí páo, qún zǐ gèng shū fú。  

A: kě shì wǒ kàn de yī gè zhōng guó diàn yǐng, lǐ miàn de zhōng guó nǚ xìng dōu chuān qí pá。 

 

Now, find a partner and try role play! (10 minutes) 

 

 

 

Task 2: Let’s reflect on today’s role play! 

Name: 

1) Could you please describe what is going on here? 

 

2) What caused this conflict? 

 

3) How would you respond if you were B? And why? 

 

4) Could you write down your own experience of interacting with people from different cultures?  
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Appendix 1 ICC Pedagogical Tool: Cultural Artefacts 

  

Cultural artefacts: The Palace Museum (Lesson 1)  
 
Task 1: Learning the Palace Museum with teachers  
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Cultural Artefacts: Lesson 2 Beijing's Courtyard House 北京四合院 běi jīng sì hé yuàn 
 
 

 
 
 
 
 
 
 
 
 
 
 

Developing Intercultural Communicative 
Competence through cultural artefacts

Lesson 2: Beijing's Courtyard House �����
běi jīng sì hé yuàn

Adeline Hsiao

The Courtyard, a traditional (��	 chuán tǒng d

e) unique folk house in the hutongs, has a long his

tory in Chinese architecture. It is called ‘Siheyuan’ 

in Chinese, ‘Si‘ means ’Four‘ (� sì) , which here r

efers to the four sides: east (� dōng), west (�xī), 

north (
nán) and south (�běi) , with four famili

es (��jiā tíng). each side. ’He’ refers to the surr

ounding, meaning the four sides circle (� yuan) i

nto a square (��fāng xíng) . Due to its special la

yout, it is compared to a box with a garden (�
huā yuan) in the center (��zhōng xīn) . There is 

only one gate leading to a hutong. Therefore famil

y members can fully enjoy tranquility and share th

e happiness of a peaceful family union.

•

Beijing ‘s hutongs

(�� hú tóng),

lanes or alleys 

formed by lines of 

siheyuan where 

old beijing

residents (�� jū

mín), live, witness 

the vicissitude of 

the city.

������!��(����!	���
�����!��*�(������
�	������ �,&��!�
)
��$�������#'+���%�!
�������
"�!���-�

As a bond of kinship and testimony to the 

continuity of the family, the courtyard is a 

combination of Chinese people’s dreams and 

living reality. The enclosed courtyard is our 

spiritual home where we can cherish family life 

and family affections (Jing Li, 2016)

.

Now

Today, some Siheyuans have been reserved, however, some are being 
demolished (��chāi qiān) at the same time.

A Siheyuan was redecorated as a motel

Now let’s do some reflective writing tasks!

1) Could you please describe what you have observed?

2) How do you feel about what you have observed? 

3) Can you relate what you have observed to your own culture, e.g., any similarities or
differences?

4) Could you write down some of your own experience which is about interacting with 
people from different cultures?

References
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d73060157b690812a272b
Beijing qinglv. (2016). Beijing Motel. Retrieved from 
https://bluehero.pixnet.net/blog/post/31631705-%5B��%5D-��-
������	
Xinlang. (2012). Hutong in Beijing is banned from demolition. Retrieved from 
http://news.sina.com.cn/c/2012-03-24/021924165747.shtml
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Cultural Artefacts: Lesson 3 Mobile payment in China(移动支付 yí dòng zhī fù) 
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Appendix 5 ICC Pedagogical Tool: Videos 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Videos (Lesson 1) 

The aim of videos is to involve the conscious observation of the given intercultural event, behavior, or 

situations. This tool is designed to help students to observe and discover how foreign cultures are manifested 

in the video.  

. 

Video: Typical Canteen food of a Chinese public school 

https://www.youtube.com/watch?v=orO1vCRapjE 

 

Task 1: Please write down what you have discussed after watching this video in class 

  

 

 

Task 2: Let’s reflect on today’s video! 

Name: 

1) Could you please describe what you have observed in this video? 

 

 

 

 

2) What are some similarities and differences between your culture and the Chinese culture in this video ? 

 

 

 

 

 

3) How do you feel about these differences and similarities? 

 

 

 

 

 

4) Could you write down your own experience of interacting with people from different cultures? 
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Videos (Lesson 2) 

The aim of videos is to involve the conscious observation of the given intercultural event, behavior, or 

situations. This tool is designed to help students to observe and discover how foreign cultures are manifested 

in the video. 

 

Video: Chinese education system https://www.youtube.com/watch?v=475eHdI0js0 

 

Task 1: Please write down what you have discussed after watching this video in class 

 

 

 

Task 2: Let’s reflect on today’s video! 

Name: 

1) Could you please describe what you have observed in this video? 

 

 

 

 

2) What are some similarities and differences between the NZ education system and Chinese education 

system in this video ? 

 

 

 

 

 

3) How do you feel about these differences and similarities? 

 

 

 

 

 

4) Could you write down your own experience of interacting with people from different cultures? 
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Videos (Lesson 3) 

The aim of videos is to involve the conscious observation of the given intercultural event, behavior, or 

situations. This tool is designed to help students to observe and discover how foreign cultures are manifested 

in the video. 

 

Video: High technology comes to school dining hall https://www.youtube.com/watch?v=42K_fa9zU3M 

 

Task 1: Please write down what you have discussed after watching this video in class 

 

 

 

Task 2: Let’s reflect on today’s video! 

Name: 

1) Could you please describe what you have observed in this video? 

 

 

 

 

2) What are some similarities and differences between your culture and the Chinese culture in this video ? 

 

 

 

 

 

3) How do you feel about these differences and similarities? 

 

 

 

 

 

4) Could you write down your experience of interacting with people from different 
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Appendix 6 Questions for Semistructured Interview (Postintervention) 

School: ________ Grade: ________ Class: ________ Place: ________ Time: ________  

Interviewer: ________ Interviewee: ________ Date: _____/_____/_____  

Interviewer shows the ICC pedagogical tools that have already used in classrooms to students who are 

interviewed.  

I know you have learned some aspects of Chinese culture and done some tasks about culture. 

 

I would like to start by talking about the implementation of ICC pedagogical tools in three lessons you have 

learned.  

1. What have you learned from these three lessons? 

2. How did you feel about these tasks? 

3. In your opinion, were those tasks useful to learn about Chinese culture?  

4. In your opinion, are those tasks useful to evaluate how much you have learned about Chinese culture? 

5. Have these three lessons changed how you see Chinese culture? 

Same as the last interview, I would ask you something about the similarities and differences between the two 

cultures.   

1. Can you mention some of the differences between Chinese culture and New Zealand culture? [If the student 

identifies himself/herself from another culture (not NZ), then you may want to add]: And what about differences 

with your own culture? 

2. [Using one of the examples given in the previous question] What do you think about [xx difference]? Why do 

you think there is such a difference? [Make sure the student considers not only how Chinese are different but 

also how NZers (or her/his culture) are different] 

3. You may have also noticed similarities between the two cultures. Can you mention any of those similarities? 

[Make sure the student considers not only how Chinese are similar but also how NZers (or her/his culture) are 

similar] 

4. [Using one of the examples given in the previous question] What do you think about [xx similarity]? Why do 

you think there is such similarity?  

I would like to turn now to talk about your experience talking to Chinese people.  

1. Do you have any friends or classmates who are Chinese? [If the answer is no, move to 2] 

Have you noticed similarities or differences in the way you and your Chinese friends do things? Can you give me 

any examples?  

2. How do you feel about those similarities or differences? What do you think causes those similarities or 

differences? 

3. Have you noticed any difference in the way you communicate with your Chinese friends and the way you 

communicate with other New Zealand students? Why do you think that is so? 

4. Have you had the chance to travel to China? [If the answer is no, move to 3] 

a. [If yes]: What was that experience like?  

b. What were the most memorable moments there?  

c. Did you notice any similarities or differences in the way people act in China compared to NZ?  
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5. Do you think that learning languages (like Chinese) help you to better communicate with people from other 

cultures?  

 

In this last section of the interview, I’d like to hear about your ideas about meeting people of other cultures. 

1. Do you have friends from other cultures? What are some of those cultures? 

2. How do you feel around people you don’t know from other cultures? 

3. Do you find it easy or hard to communicate with people from other cultures? Why do you think this is so? 

4. What tips would you give to someone who wants to communicate with people from other cultures? 
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Appendix 7 Codebook 

• The following codes were generated from the thematic analysis of participants’ data combing both 
inductive and deductive approaches based on Byram’s ICC framework. 

• Total number of codes, including both pattern codes and descriptive codes, is 47. 
• POS: Post-intervention, PRI: Preintervention, A: Case 1: B: Case 2: C: Case 3: I: Interview RT: 

Reflective writing: S: Survey. 
 

Codes Definition/Description Sample Quotes 
1. Attitudes   
1.1 Openness Actively seek other people’s perspectives 

and evaluate taken-for-granted 
phenomena in the intercultural speaker’s 
culture, and takes up other people’s 
perspectives to contrast and compare 
with the dominant perspectives in their 
own culture (Byram, 1997). 

It’s very cool to see how other countries can 
be different (POSI-B01).  

1.2 Curiosity Be interested in different cultures, other 
people’s perspectives, and not only the 
dominant culture within a society 
(Byram, 1997). 

I feel really interested in these differences 
(RT-A05). 
 

1.3 Value for 
cultural diversity 

Value cultural diversity and multiple 
views and practices (Barrett et al., 2014). 

New Zealand gets so diverse that you just 
learn about everything at the same time, 
which is pretty cool (PRE-C01). 

1.4 Respect Respect the meanings, beliefs, values and 
behaviours in other cultures (Byram, 
2021).  

I respect both cultures because I’m a bit 
Chinese also Kiwi (PRE-A08). 

1.5 Non-
ethnocentrism 

Willingness to seek out or take up 
opportunities to engage with otherness in 
a relationship of equality (Byram, 1997). 

I feel no matter what culture you’re from. 
We’re all human beings (PREI-C20). 

1.6 Non-
judgmentalism 

Not assume the familiar cultural 
practices or products common to 
themselves and the other are understood 
in the same way (Byram, 1997). 

You can’t judge because everyone is 
different (POSI-A05). 

1.7 Appreciation 
of own culture 

Demonstrate appreciation of own culture I am really proud to be both Chinese and 
New Zealander (POSI-A01). 

2. Knowledge   
2.1 
Understanding of 
intercultural 
communication 
2.1.1 
Understanding of 
culture (Newton 
et al., 2010). 

  

2.1.1.1 Beliefs 
and values 

Culture is a particular social group’s 
shared framework of ideas, values, 
traditions, and customs, manifesting in 
behaviour and artefacts (Byram, 1997).  
 

Culture is what you believe in (PRES-B06). 

2.1.1.2 A 
particular social 
group 

Culture can also be a group of people that 
you belong to (PRES-B03). 

2.1.1.3 Social 
behaviour 

The way you do things (PRES-A14). 

2.1.1.4 Traditions 
and customs 

Special traditions that countries go through 
(POSS-A01). 

2.1.1.5 Ways of 
living 

The ways different groups of people live.  Culture is how people live and the way they 
do things (PRES-A10). 
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2.1.1.6 Identity Cultural identity is the identity of a group 
or culture, or of an individual as far as 
one is influenced by one’s belonging to a 
group or culture (Wikipedia). 

Culture is what you identify yourself with, 
e.g., your religion, values and what country 
you are from (POSS-A15). 
 

2.1.1.7 
Environment 

 Culture is also the environment in which we 
are brought up (PRES-C15). 

2.1.2  
Understanding 
conflicts and 
misunderstanding
s in intercultural 
communication 

Knowledge of the causes and processes 
of misunderstanding between 
interlocutors of different cultural origins 
(Byram, 1997, 2021). 

Cultural differences are the cause for the 
misunderstanding: one person thought their 
culture was right and didn’t understand how 
different cultures have different symbols 
(RT: A09).  

2.2 
Understanding of 
own culture  

  

2.2.1 Own history The general knowledge of one’s own 
history (Byram, 1997). 

My culture has a lot of history (PRES-
A11). 

2.2.2 Native 
social norms 

Understanding of the native social norms  
(Byram, 1997), which are the informal 
rules that govern behaviour in groups 
and societies (Wikipedia).  

Our culture has a district difference 
between the old and the young. We have 
different formal languages to address 
different people (POSS-A04).  

2.2.3 Native sense 
of value 

Understanding of the native sense of 
value  (Byram, 1997). 

I believe New Zealand culture is quite free, 
and I am not obliged to change my 
behaviour depending on my culture (PRES-
B10). 

2.2.4 Native 
cultural artefacts 

Understanding of the representative 
cultural products of own culture (Byram, 
1997). 

We have a lot of celebrations, and people 
are influenced by both Chinese and 
Japanese (PRES-C24). 

2.2.5 Own 
cultural identity 

Understanding of own particular social 
groups, e.g., nationality, ethnicity or 
particular cultural groups (Byram, 1997). 

As a part of my Chinese culture, we would 
celebrate all the Chinese festivals, the mid-
Autumn festival, the Chinese New Year and 
many more. As part of my Kiwi culture, we 
celebrate Christmas, New Year, and other 
public holidays (PRES-A07). 

2.3 
Understanding of 
other cultures 

 
 

 

2.3.1 History of 
other cultures 

Understanding the history of other 
cultures (Byram, 1997). 

Every Chinese character has a story behind 
it, which I find pretty awesome. (PREI-
A11). 

2.3.2 Social 
norms of other 
cultures 

Understanding the foreign social norms 
(Byram, 1997). 

I learned the formal language techniques 
used for elders (POSS-A04). 

2.3.3 Sense of 
value of other 
cultures 

Understanding the foreign sense of value 
(Byram, 1997). 

I’ve learned respect and appreciation with 
learning Chinese (POSS-A18). 

2.3.4 Artefacts of 
other cultures 

Understanding representative cultural 
products of other cultures (Byram, 1997). 

Lots of festivals like the moon festival, 
Chinese New Year (POSS-A06).  

3 Skills   

3.1 Skills of 
interaction  

Strategies of interacting with cultural 
otherness  

 

3.1.1 Be open-
minded 

Be open to cultural differences. Open-minded, I guess just be open-minded, 
do not expect other people to be the same as 
your (POSI-A04). 

3.1.2 Be mindful Be careful of the cultural taboos. . Now, culture is a sensitive topic for many 
people, especially in a different country. 
We need to be mindful (RT-A08). 



 

 271 

3.1.3 Be 
respectful 

Respect people from different cultures 
and the way they do things. 

I think maybe showing respect, and it 
doesn’t need to be a massive thing like you 
are from a different culture (POSI-A10). 

3.1.4 Learn 
target culture 

Learn the target culture to better 
understand people from that culture. 

I guess try to research about the country and 
learn the cultural stuff so that you can 
communicate more clearly (PREI-C02). 

3.1.5 Learn 
target language 

Learn target language to have a better 
understanding of the target culture. 

It’s always good to speak their language 
because you can show respect to people and 
their tradition (PREI-A11).  
 

3.2 Skills of 
interpreting and 
relating 

Ability to interpret and relate different 
cultures, including making comparisons 
or explaining the similarities between 
cultures (Byram, 1997)  

 

3.2.1 Identify 
cultural 
differences  

 In my culture and religion, we don’t really 
sacrifice cakes or any sweet foods to any 
objects or spirits (RT-A05). 

3.2.2 Identify 
cultural 
similarities 

 Here in New Zealand, we also have 
important exams to get into university, but 
we can have several tests for it, but for 
China, you only have one test to decide 
your future (RT-A03). 

4 Critical cultural 
awareness 

  

4.1 Reasoning 
(cause and effect) 

Can use a range of analytical approaches 
to place a document or event in context 
and to demonstrate the ideology involved 
(Byram, 1997). 
Make an evaluative analysis of the 
documents and events based on 
systematic and conscious reasoning 
(Byram, 2021). 

Also, each culture is different and unique, 
so New Zealand is on an island and in the 
middle of the ocean, which has a huge 
different culture compared to others (PRES-
B04). 

4.2 Relativisation “Can relativise one’s own meanings, 
beliefs and behaviours through 
comparison with others’ than to attempt 
to decentre and distance oneself from 
what the processes of socialisation have 
suggested are natural and unchangeable” 
(Byram, 1997, p. 35) 

I’m not sure how, but I feel like wherever 
there is a difference, there is a similarity 
(POSI-A11). 

4.3 Questioning Willingness to question own culture or 
choose the other’s interpretations and 
evaluations of phenomena (Byram, 
1997). 

Not everything in the movie could be right 
(RT-A03). 

4.4 Critical self-
awareness 

Be aware of their own ideological 
perspectives and values and can explain 
them (Byram, 1997). 

I think it’s because at my primary school 
we didn’t really have many Chinese friends. 
But then, as I started growing up and going 
to new schools. I became friends with 
people that also are Chinese but born in 
New Zealand. So I was like, I am fine with 
being Chinese (PREI-A01). 

4.5 Critical 
thinking 

Can use a range of analytical approaches 
to place a document or event in context 
and to demonstrate the ideology involved 
(Byram, 1997). 

I think we should just treat them as people. 
And if you stumble across something that’s 
culturally different, just ask questions about 
it and be very kind about it. Don’t assume 
and try your best to not judge them (POSI-
A12). 

Note. The highlighted codes are the inductive codes generated from students’ data.  
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Appendix 8 Coding Samples 

• Highlighted parts of the students’ comments in the left column are the data coded in Nvivo12, which 

were generated automatically by the software.  

• Comments on the right column are vivo coding and descriptive codes. 

• Pattern codes are explained under the figures 

 

Coding B07’s Initial Survey 

 
 

The codes were then grouped into different categories: 

Beliefs, Attitudes, Behaviour, Value//Understanding of culture//Knowledge//Students’ ICC in the beginning 
of the project//Students’ overall ICC development 
Value education, Social distancing, Family-oriented, Manners// Understanding of own 
culture//Knowledge////Students’ ICC in the beginning of the project//Students’ overall ICC development 
Values, Celebrations, Superstition//Understanding of Chinese culture//Understanding of other 
cultures//Knowledge////Students’ ICC in the beginning of the project//Students’ overall ICC development 
Manners//Identify cultural differences//Skills of interpreting and relating//Skills//Students’ ICC in the 
beginning of the project //Students’ overall ICC development 
To communicate//Learning languages//Understanding of language//Knowledge//Students’ ICC in the 
beginning of the project//Students’ overall ICC development 
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Coding B07’s Reflective writing 

 
Notes. L1, L2, L3 refer to Lesson 1, Lesson 2 and Lesson 3.  

 

The codes were then grouped into different categories: 

Identify cultural similarities//Skills of interpreting and relating//Skills//Students’ ICC developed by the 
implementation of cultural artefacts 
Hard and nice//Students’ interaction with cultural otherness// 
Value education, Social distancing, Family-oriented, manners// Understanding of own culture//Knowledge// 
Intercultural learning outcomes due to the intervention 
Values, Celebrations, Superstition//Understanding of Chinese culture//Understanding of other 
cultures//Knowledge// Intercultural learning outcomes due to the intervention 
Manners//Identify cultural differences//Skills of interpreting and relating//Skills//Intercultural learning 
outcomes due to the intervention 
To communicate//Learning languages//Factors influencing students’ ICC 

  

 



 

 274 

Coding B07’s Post-Interview  
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The above codes were then categorised into different themes: 

The learning outcomes of cultural artefacts//The impact of ICC pedagogical tools on students’ ICC 
Pros and cons of cultural artefacts//Students’ perceptions of ICC pedagogical tools//The impact of ICC 
pedagogical tools on students’ ICC 
Relativism//Critical cultural awareness//Students’ ICC developed in post-intervention//Students’ overall 
ICC development 
Questioning//Critical cultural awareness//Students’ ICC developed in post-intervention// Students’ overall 
ICC development 
Pros and cons of reflective tasks//Students’ perceptions of ICC pedagogical tools//The impact of ICC 
pedagogical tools on students’ ICC 
The change in understanding Chinese culture//Students’ perceptions of ICC pedagogical tools//The impact 
of ICC pedagogical tools on students’ ICC 
Identify cultural differences//Skills of interpreting and relating//Skills//Students’ ICC developed in post-
intervention//Students’ overall ICC development 
Reasons for cultural differences//Reasoning// Critical cultural awareness//Students’ ICC developed in post-
intervention// Students’ overall ICC development 
Identify cultural similarities// Skills of interpreting and relating//Skills//Students’ ICC developed in post-
intervention//Students’ overall ICC development 
Perception of cultural similarities Skills of interpreting and relating//Skills//Students’ ICC developed in 
post-intervention//Students’ overall ICC development 
Openness to differences//Attitudes//Students’ ICC developed in post-intervention// Students’ overall ICC 
development 
Different topics with different cultural groups//Students’ experience of cultural diversity at school//Cultural 
diversity in New Zealand//Contextual factors influencing ICC 
Noticed cultural differences while travelling//Overseas experience//Contextual factors influencing ICC 
Understanding other cultures//The way learning languages influence students’ ICC//Factors influencing 
students’ ICC 
Be mindful//Skills of interaction//Skills//Students’ ICC developed in post-intervention//Students’ overall 
ICC development 
Reflective thinking//Critical cultural awareness//Students’ ICC developed in post-intervention//Students’ 
overall ICC development 
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Appendix 9 Emails for Invitation 

 
 

 
 
 
 
 

Email to be sent to the teachers by the Chinese National Advisor 
 
Dear Sir/Madam, 
 
My name is Xi Yun, and I am currently working on my doctoral thesis in the Faculty of 
Education at the University of Auckland.  
 
My study investigates the development of Intercultural Competence in Chinese classrooms. 
The aim of the study is to identify ICC pedagogical tools that may best support teachers in 
developing students’ intercultural competence as a result of their teaching of Chinese. 
 
I am kindly asking for your help in participating in my study. Your participation will involve 
an initial meeting where you and I will select classroom pedagogical tools that will best suit 
your teaching of Chinese. After that, I’m hoping that you can incorporate the selected 
classroom pedagogical tools into your normal teaching of Chinese for the rest of the year. In 
order to evaluate the effectiveness of the selected tools, I will survey and interview your 
students before and after the study. I am attaching more detailed information, and I’m happy 
to answer any questions that you may have about the study.  
 
Your consideration of participating in this research will be appreciated.  
 
Kind regards, 
 
Xi Yun 
xyun375@aucklanduni.ac.nz 
 
 
 
 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS 
ETHICS COMMITTEE ON 02/04/2019 FOR 3 YEARS, REFERENCE NUMBER 022607 
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Appendix 10 Teachers’ Information Sheet 

 

 
 
 
 
 

PARTICIPANT INFORMATION SHEET 
Teacher 

 
Project title: Investigating the development of learners’ intercultural communicative 
competence: A study of Chinese as foreign language learners 
Student researcher: Xi Yun 
Supervisors: Dr Constanza Tolosa, Dr Christine Biebricher 
 
I am Xi Yun, a PhD candidate in the Faculty of Education and Social Work at the University 
of Auckland. I am supervised by Dr. Constanza Tolosa and Dr. Christine Biebricher. 
 
I am conducting research on the development of intercultural competence in Chinese 
language classrooms in secondary schools in New Zealand. The study aims to identify 
classroom pedagogical tools that can be used to develop language learners’ development of 
intercultural competence. I would like to invite you to participate in this study. 
 
Participation in this study will involve an initial meeting and interview that has the purpose of 
selecting the classroom pedagogical tools that will best suit your teaching of Chinese. This 
meeting will take about 30 minutes and can take place on a day and time suitable to you. The 
study will also involve the implementation of the selected classroom pedagogical tools in 
your normal teaching of Chinese and my observation of lessons once per term during three 
school terms when you will be implementing the pedagogical tools. At the end of the school 
year, I will interview you for about 30 minutes to get your perspective on the effectiveness of 
the pedagogical tools. With your permission, the interviews will be audio-recorded and later 
transcribed by me. You can decline to answer any questions and may also ask to have the 
recorder turned off at any stage. 
 
In order to investigate the development of the learners’ intercultural competence, your 
students will be asked to complete a questionnaire before and after the duration of the study. 
The completion of the questionnaire will take no more than 15 minutes. Before and after the 
study, volunteer students will be invited to participate in an interview about their experience 
learning Chinese. These interviews will last about 15 minutes and will be audio-recorded 
with the students’ and parents’ permission. The students can decline to answer any questions 
and may also ask to have the recorder turned off at any stage. 
 
Your and your students’ participation in this project is voluntary, and you are free to decline 
the invitation without giving a reason. If there are any students who decline participation, 
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they will not complete the questionnaire or be invited to an interview. If you agree to 
participate, you may withdraw any information without giving any reasons up to the start of 
term 3 of the school year (23 July). If you withdraw from the study, all data provided by the 
students will also be withdrawn.  
 
I will ask your Principal to ensure that your participation or non-participation in this project 
will not in any way affect your employment status. I also ask you to ensure that the 
participation or non-participation of students will not in any way affect their standing, 
learning or assessment within your class. 
 
Information collected in my study will be reported in my doctoral thesis and may be used for 
presentations and publications. This will be done in such a way that does not identify you, the 
students or the school as its source. The audio files that form part of this project will be kept 
on a password-protected computer. They will be transcribed by me. You are welcome to 
request a transcript of the interview transcript for comment, and I will ask you to return any 
amendments within two weeks. Both you and the school will also be offered a copy of a 
report on this research. At the end of six years, all the audio files and hard-copy data will be 
destroyed.  
 
The anticipated benefits for you, your school and the students participating in this project 
include the opportunity to have a better understanding of the development of intercultural 
competence, a key outcome of language learning. I do not anticipate any adverse 
consequences for you or your students arising from participating in the study.  
 
If you agree to participate in this study, please fill out the attached Consent Form. If you have 
any queries or wish to know more about this project, please feel free to contact me or my 
supervisors / Head of School. 
 
Xi Yun 
PhD student 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48406 
Email: xyun375@aucklanduni.ac.nz 

Dr. Constanza Tolosa 
Supervisor 
School of Curriculum and Pedagogy 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48692 
Email: c.tolosa@auckland.ac.nz 

 
Dr. Christine Biebricher 
Supervisor 
School of Curriculum and Pedagogy 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48229 
Email: c.biebricher@auckland.ac.nz 

Professor Helen Hedges 
Head of School 
School of Curriculum and Pedagogy 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48606 
Email: h.hedges@auckland.ac.nz 

For any queries regarding ethical concerns you may contact the Chair, The University of 
Auckland Human Participants Ethics Committee, The University of Auckland, Research 
Office, Private Bag 92019, Auckland 1142. Telephone 09 373 7599 ext. 83711. Email: ro-
ethics@auckland.ac.nz 
 
APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS 
ETHICS COMMITTEE ON 02/04/2019 FOR 3 YEARS, REFERENCE NUMBER 022607  
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Appendix 11 Principal/BOT Information Sheet  

 
 
 
 
 

 
 

                          PARTICIPANT INFORMATION SHEET 
                       Principal / Board of Trustees  

 
Project title: Investigating the development of learners’ 
intercultural communicative competence: A study of Chinese as foreign language learners 
Student researcher: Xi Yun 
Supervisors: Dr Constanza Tolosa, Dr Christine Biebricher 
 
Dear Principal / Board of Trustees, 
 
I am Xi Yun, a PhD candidate in the Faculty of Education and Social Work at the University 
of Auckland. I am supervised by Dr. Constanza Tolosa and Dr. Christine Biebricher. 
 
I am conducting research on the development of intercultural competence in Chinese 
language classrooms in secondary schools in New Zealand. I would like to ask you to give 
permission for me to conduct this project with [name of teacher], your staff member, and 
his/her students in your school. 
 
[Name of teacher] volunteered to participate in this study that aims to identify classroom 
pedagogical tools that can be used to elicit language learners’ development of intercultural 
competence.  
 
Participation in this study will require [name of teacher] to select classroom pedagogical tools 
that can be used in his/her normal teaching of Chinese and agree to be observed once per 
term during three school terms when he/she will be implementing the pedagogical tools. At 
the end of the school year, I will interview [name of teacher] for about 30 minutes to get 
his/her perspective on the effectiveness of the pedagogical tools. With [name of teacher]’ 
permission, this interview will be audio-recorded and later transcribed.  
 
In order to investigate the development of the learners’ intercultural competence, students in 
[name of teacher]’ class will be asked to complete a questionnaire before and after the 
duration of the study. The completion of the questionnaire will take no more than 15 minutes. 
I will also invite volunteer students to be interviewed about their learning of Chinese culture 
before and after the duration of the study. These interviews will last about 15 minutes and 
will be audio-recorded with the students’ permission.  
 
[Name of teacher]’s and his/her students’ participation in this project is voluntary, and they 
are free to decline the invitation without giving a reason. If they agree to participate, they 
may withdraw any information that they have provided without giving any reasons up to the 
start of term 3 (23 July). If [name of teacher] withdraws from the study, all data provided by 
the students will also be withdrawn. And your school will not be named.  
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I ask you to ensure that the participation or non-participation of [name of teacher] in this 
project will not in any way affect his/her employment status. I also ask you to ensure that the 
participation or non-participation of students will not in any way affect their standing, 
learning or assessment within the school. 
 
Information collected in my study will be reported in my doctoral thesis and may be used for 
presentations and publications. This will be done in such a way that does not identify [name 
of teacher], the students or the school as its source.  
 
The audio files that form part of this project will be kept on computer and password 
protected. They will be transcribed by me. [Name of teacher] is welcome to request a 
transcript of the interview transcript for comment. Both [name of teacher] and the school will 
also be offered a copy of a report of this research. At the end of six years, all the audio files 
and hard-copy data will be destroyed.  
 
The anticipated benefits for your school, [name of teacher] and students participating in this 
project include the opportunity to have better understanding of the development of 
intercultural competence, a key outcome of language learning.  
 
If you are happy to agree to this study taking place in your school, please fill out the attached 
Consent form. If you have any queries or wish to know more about this project, please feel 
free to contact me or my supervisors / Head of School. 
 
 
Xi Yun 
PhD student 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48406 
Email: xyun375@aucklanduni.ac.nz 

Dr Constanza Tolosa 
Supervisor 
School of Curriculum and Pedagogy 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48692 
Email: c.tolosa@auckland.ac.nz 

 
Dr Christine Biebricher 
Supervisor 
School of Curriculum and Pedagogy 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48229 
Email: c.biebricher@auckland.ac.nz 

Professor Helen Hedges 
Head of School 
School of Curriculum and Pedagogy 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48606 
Email: h.hedges@auckland.ac.nz 

 

For any queries regarding ethical concerns, you may contact the Chair, The University of 
Auckland Human Participants Ethics Committee, The University of Auckland, Research 
Office, Private Bag 92019, Auckland 1142. Telephone 09 373 7599 ext. 83711. Email: ro-
ethics@auckland.ac.nz 
 
APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS 
ETHICS COMMITTEE ON 02/04/2019 FOR 3 YEARS, REFERENCE NUMBER 022607  
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Appendix 12 Students’ Information Sheet 

 

 

 
 
 

 
PARTICIPANT INFORMATION SHEET 

Students 
 
Project title: Investigating the development of learners’ intercultural communicative 
competence: A study of Chinese as foreign language learners 
 
I am Xi Yun, a student at the University of Auckland. I am studying the teaching of culture in 
Chinese classrooms. Your teacher of Chinese has volunteered to participate in this study, and 
the school Principal has given permission for the study. I would like to invite you to 
participate. 
 
The study will involve the use of some cultural tasks as part of the normal Chinese teaching 
during the rest of this school year. I would like to know what you think of those tools as well 
as your ideas about learning Chinese. If you agree to participate, I will ask you to answer 
short questionnaires before and after the study. At the end of the questionnaire, there is an 
invitation to volunteer to participate in a 15-minute interview. As a gesture of gratitude for 
your participation, interviewed students will enter a draw to win two cinema tickets. These 
interviews will be audio-recorded with your permission. You can decide not to answer some 
questions and may also ask to have the recorder stopped at any stage. 
 
You do not have to agree to this, and if you do agree, you can still change your mind and tell 
your teacher before the start of term 3. Whether you agree or not will not affect your 
relationship with your teacher or your Principal and will not affect your learning or progress 
at school.  
 
If you agree to participate, we will be able to see how much you learn, and that will help us 
know how teachers can best teach you Chinese. If you do agree to participate and we write or 
talk about this study, no one will be able to know your name or the name of your school or 
teacher. The audio files of the recordings will be kept on a computer that no one else will be 
able to access. 
 
If you are happy to participate in this study, please fill out the Assent form and return it to 
your teacher. If you would like to know any more, you can ask your teacher or me or my 
teachers.  
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Xi Yun 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48406 
Email: xyun375@aucklanduni.ac.nz 

Dr Constanza Tolosa 
School of Curriculum and Pedagogy 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48692 
Email: c.tolosa@auckland.ac.nz 

 
Dr Christine Biebricher 
Supervisor 
School of Curriculum and Pedagogy 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48229 
Email: c.biebricher@auckland.ac.nz 

Professor Helen Hedges 
Head of School 
School of Curriculum and Pedagogy 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48606 
Email: h.hedges@auckland.ac.nz 

 
For any queries regarding ethical concerns, you may contact the Chair, The University of 
Auckland Human Participants Ethics Committee, The University of Auckland, Research 
Office, Private Bag 92019, Auckland 1142. Telephone 09 373 7599 ext. 83711. Email: ro-
ethics@auckland.ac.nz 
 
APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS 
ETHICS COMMITTEE ON 02/04/2019 FOR 3 YEARS, REFERENCE NUMBER 022607 
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Appendix 13 Parents’ Information Sheet 

 

 

 
 
 
 

PARTICIPANT INFORMATION SHEET 
Parents / Caregivers 

 
Project title: Investigating the development of learners’ intercultural communicative 
competence: A study of Chinese as foreign language learners 
Student researcher: Xi Yun 
Supervisors: Dr Constanza Tolosa, Dr Christine Biebricher 
 
I am Xi Yun, a PhD candidate in the Faculty of Education and Social Work at the University 
of Auckland. I am supervised by Dr. Constanza Tolosa and Dr. Christine Biebricher. 
 
I am conducting research on the development of intercultural competence in Chinese 
language classrooms in secondary schools in New Zealand, and my study aims to identify 
classroom pedagogical tools to investigate how language learners develop intercultural 
competence.  
 
Your child’s teacher of Chinese has volunteered to participate in this study, and the school 
Principal has given permission for the study to take place. I am inviting all learners in the 
Chinese class to participate.  
 
The study will involve the use of some tasks to evidence the development of intercultural 
competence as part of the normal Chinese teaching during the remainder of this school year. 
In order to evaluate the effectiveness of these tools, all learners in the Chinese class will be 
invited to answer a questionnaire before and after the study. Completing the questionnaire 
will take about 15 minutes. At the end of the questionnaire, students will be invited to 
volunteer to participate in a 15-minute interview. As a gesture of gratitude for their 
participation, interviewed students will enter a draw to win two cinema tickets. These 
interviews will be audio-recorded with the students’ and your permission. The students can 
decline to answer any questions and may also ask to have the recorder turned off at any stage. 
 
Allowing your child to be part of this study is, of course, entirely voluntary, and you are free 
to say no without giving any reason. If you do agree that they can participate, you are free to 
change your mind at any time and withdraw any information without giving any reasons up 
to the start of term 3 of the school year (23 July). We would ask you to please discuss this 
research with your child as we are also asking them to give signed assent to be part of this 
project. If there are any students who decline participation, they will not complete the 
questionnaire or be invited to an interview.  
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I have asked both your child’s teacher and the Principal to ensure that the participation or 
non-participation of your child in this project will not in any way affect their relationship 
with you or the child and to also ensure that it will not in any way affect their learning or 
assessment in the school.  
 
Information collected in my study will be reported in my doctoral thesis and may be used for 
presentations and publications. This will be done in such a way that does not identify your 
child, the teacher or the school as its source.  
 
The audio files that form part of this project will be kept on a password-protected computer. 
They will be transcribed by me. At the end of six years, all the audio files and hard-copy data 
will be destroyed.  
 
Participation in the study may enhance your child’s intercultural competence, a key outcome 
of language learning. I do not anticipate any adverse consequences arising from participating 
in the study. 
 
If you agree for your child to participate in this study, please fill out the attached Consent form 
and return it to your child’s teacher of Chinese. If you have any queries or wish to know more 
about this project, please feel free to contact me or my supervisors / Head of School. 
 
Xi Yun 
PhD student 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48406 
Email: xyun375@aucklanduni.ac.nz 

Dr Constanza Tolosa 
Supervisor 
School of Curriculum and Pedagogy 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48692 
Email: c.tolosa@auckland.ac.nz 

 
Dr Christine Biebricher 
Supervisor 
School of Curriculum and Pedagogy 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48229 
Email: c.biebricher@auckland.ac.nz 

Professor Helen Hedges 
Head of School 
School of Curriculum and Pedagogy 
Faculty of Education and Social Work 
The University of Auckland 
Phone: 6238899 extension 48606 
Email: h.hedges@auckland.ac.nz 

 
For any queries regarding ethical concerns, you may contact the Chair, The University of 
Auckland Human Participants Ethics Committee, The University of Auckland, Research 
Office, Private Bag 92019, Auckland 1142. Telephone 09 373 7599 ext. 83711. Email: ro-
ethics@auckland.ac.nz 
 
APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS 
ETHICS COMMITTEE ON 02/04/2019 FOR 3 YEARS, REFERENCE NUMBER 022607 
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Appendix 14 Principal/BOT Consent Form 

 
 

 
 
 
 
CONSENT FORM 

Principal / Board of Trustees 
 

THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 
 
Project title: Investigating the development of learners’ intercultural communicative 
competence: A study of Chinese as foreign language learners 
Student researcher: Xi Yun 
 
I have read and understood the Participant Information Sheet. I understand the nature of the 
research and have had the opportunity to ask questions and have them answered to my 
satisfaction. 
 
I understand that: 
• participation in this study is voluntary 
• teachers and students are free to withdraw participation at any time without giving a reason 
and to withdraw any data traceable to them up to the start of term 3 (23 July). 
• teachers and students will be audio-recorded during short interviews. 
• data will be kept securely for 6 years, after which they will be destroyed. 
• teachers participating in the research will be offered a copy of the transcriptions of 
interviews for editing and a copy of the report of the research findings. 
 
I give an assurance that: 
• the participation or non-participation of teachers in this project will not in any way affect 
my relationship with them or their professional standing.  
• the participation or non-participation of students in this project will not in any way affect 
my relationship with them, their parents/guardians, or their learning 
• your school will not be named 
 
I grant site access for this research to take place in this school. 
 
I would like a copy of the report of the project to be sent to my email: ______________ 
________________ 
Name: ___________________________________ 
 
Signature: ____________________________  Date: _______________ 
APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS 
ETHICS COMMITTEE ON 02/04/2019 FOR 3 YEARS, REFERENCE NUMBER 022607 
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Appendix 15 Teachers’ Consent Form 

 

 
 
 
 

 
CONSENT FORM 

Teacher 
 

THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 
 
Project title: Investigating the development of learners’ intercultural communicative 
competence: A study of Chinese as foreign language learners 
Student researcher: Xi Yun 
 
I have read and understood the Participant Information Sheet. 
 
I understand the nature of the research and have had the opportunity to ask questions and 
have them answered to my satisfaction. 
 
I agree to take part in this research.  
 
I understand that I am free to withdraw my participation without giving a reason at any time 
and to withdraw any data traceable to me up to the start of term 3 (23 July). 
 
I agree/do not agree to be audio recorded. 
 
I wish to receive a transcript of my interview for editing. 
 
I understand that data will be kept securely for 6 years, after which they will be destroyed. 
 
I know that my school will not be named. 
 
I give an assurance that the participation or non-participation of students in this project will 
not in any way affect my relationship with them, their parents/guardians, or their learning. 
 
I would like a copy of the report of the project to be sent to my email: ______________  
  
Name: ___________________________________ 
 
Signature: ____________________________  Date: _______________ 
APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS 
ETHICS COMMITTEE ON 02/04/2019 FOR 3 YEARS, REFERENCE NUMBER 022607  
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Appendix 16 Parents’ Consent Form 

 

 
 

 
CONSENT FORM 

                                             Parents / Caregivers 
 

THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 
 
Project title: Investigating the development of learners’ intercultural communicative 
competence: A study of Chinese as foreign language learners 
Student researcher: Xi Yun 
 
I have read and understood the Participant Information Sheet. 
 
I understand the nature of the research and have had the opportunity to ask questions and 
have them answered to my satisfaction. 
 
I agree with my child being part of this study. As part of the study, I understand my child will 
be asked to complete a questionnaire and be interviewed.  
 
I understand that the Principal and Teacher have given an assurance that participation or non-
participation of my child in this project will not in any way affect the relationship between 
my child and the Principal or their teacher and also that it will not in any way affect their 
learning or assessment in the school. 
 
I understand that I am free to withdraw the participation of my child without giving a reason 
at any time up to the start of term 3 (23 July). In this case, no data traceable to my child will 
be used for this study. 
 
I understand that if any information that is collected from this project is reported or published 
in any way, this will be done in such a way that does not identify my child, teacher or school 
as its source.  
 
I understand that the audio files that form part of this project will be kept on the computer 
and password protected. I understand that data will be kept for 6 years, after which they will 
be destroyed. 
 
Name: ___________________________________Parent of: 
____________________________________ 
Signature: ____________________________ Date: _______________ 
 
APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS 
ETHICS COMMITTEE ON 02/04/2019 FOR 3 YEARS, REFERENCE NUMBER 022607 
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Appendix 17 Students’ Consent Form  

 

 
 

 
 
 
 
 
 
ASSENT FORM 

Students 
 

THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 
 
Project title: Investigating the development of learners’ intercultural communicative 
competence: A study of Chinese as foreign language learners 
Student researcher: Xi Yun 
 
I have read the Participant Information Sheet, and I understand it.  
 
I have had the opportunity to ask questions. 
 
I understand that if I agree, I may change my mind any time up until term 3. 
 
I understand that whether or not I agree to participate, my relationship with my teacher or the 
Principal and my learning will not be affected.  
 
I understand that no one will be able to know my name or the name of my school or teacher. 
 
I understand that the information will be kept on a computer that no one else will be able to 
access. 
 
I understand that I will be invited to volunteer to participate in a 15-minute interview after 
completing the questionnaire. 
 
Name: ___________________________________ 
 
 
Signature: ____________________________  Date: _______________ 
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