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ABSTRACT 

NGUYEN, HA THI THANH. Intercultural Competence in English Language Education: 
Redefining the International Profile of Nonnative English Language Teachers from an 

Intercultural Competence-focused MOOC (Under the direction of Dr. Jill Grifenhagen).  

 
This mixed-method case study examined how nonnative English language teachers in 

developing countries demonstrated their own intercultural competence (IC) in an IC-focused 

MOOC. It also explored how the nonnative English language teachers from developing countries 

participating in this IC-focused MOOC perceived the roles of IC in English language learners’ 

outcomes and the explicit teaching of IC in English language education. Finally, this study 

examined how this IC-focused MOOC impacted the nonnative teacher participants’ own IC 

performance and perspectives toward IC and IC teaching. The data were collected from the 

discussion forums in a five-week IC-focused MOOC and were analyzed using topic modeling 

and qualitative analysis (Bansal et al., 2020; Isoaho, Gritsenko, & Mäkelä, 2021; Nikolenko, 

Koltcov, & Koltsova, 2017). Based on Deardorff’s (2006) Pyramid Model, the findings of this 

study revealed that most of the nonnative English language teachers from developing countries 

participating in this IC-focused MOOC were interculturally competent, had evidently positive 

perspectives of the roles of IC and the explicit teaching of IC in English language education. The 

researcher found that the MOOC had notably positive impacts on the teacher participants in their 

IC and their perspectives of IC and IC teaching to varying degrees. The teacher participants 

dedicated the impacts of the MOOC to a safe and supportive online community of practice, 

sharing opportunities with peers, practical teaching materials and activities, and instructors’ 

presence. The study's findings provided evidence to build a foreign language and intercultural 

competence teacher profile that portrays teachers who demonstrate good IC performance and 

positive perspectives toward IC and the explicit teaching of IC in English language education. 
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This study has significance in the current sociocultural and political contexts of globalization and 

the current climate of IC teaching in English language education. By understanding the IC 

performance and perceptions of nonnative English language teachers in developing countries and 

the impacts of PD MOOCs on teacher training, the study shed light on the current state of IC 

education in English language classrooms in developing countries. It has several limitations that 

were acknowledged and compensated by a variety of validity and reliability strategies. This 

study has implications for policy, practice, research, and theory in IC-focused PD for nonnative 

English language teachers in developing countries. 
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CHAPTER 1: INTRODUCTION 

Background of the Study 

Recently, intercultural competence (IC) - the ability to communicate across cultures - has 

emerged as an additional critical component in the workplace and world peace. Globalization has 

transformed social and economic facets to connect societies and nations in increasing 

communication and exchanges in business, healthcare, and transportation (Chao, 2016; Idris & 

Widyantoro, 2019; Rajic & Rajic, 2015). Additionally, as technology has brought communities 

and countries closer than ever (Kei & Yazdanifard, 2015), people should learn to live and work 

effectively and peacefully with culturally different others (Binder, 2018).  

UNESCO has added IC to the list of 21st-century skills (2006). Since then, international 

organizations such as the European Nations, the United Nations, and the OECD have urged 

institutions and countries to include IC in academic curricula (Müller, Denk, Lubaway, Sälzer, 

Kozina, Perše, & Ojsteršek, 2020; UNESCO, 2006) to empower world peace and global socio-

economic development (Idris & Widyantoro, 2019). As a result, IC acquisition has become a 

survival skill for nonnative English language professionals in developing countries in the 

globalized and internationalized world today (Braine, 2010). 

Intercultural Competence Education in English Language Teaching 

In light of the global socio-economic development, nonnative English-language speakers 

must be digitally literate and culturally competent (Chao, 2016). They need to acquire linguistic 

knowledge of English language varieties (Jung, 2010) and become aware of various cultures 

other than their own (Pennycook, 2007). They can successfully communicate and negotiate in 

intercultural settings only when they have good intercultural attitude, knowledge, and skills 

(Baker, 2009; Holliday, 2013). 
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More scholars in English language teaching and communication studies (Baker, 2012; 

Fantini, 2007; Sercu, 2006) have recommended integrating culture into English language 

classrooms or even making IC the desired objective in English language education (Cubukcu, 

2013; Dervin & Gross, 2016; Downes & Cefai, 2016; Luk, 2012; Xiaohui & Li, 2011). 

Moreover, in intercultural-integrated English language classrooms, the goal has shifted from 

helping learners become fluent speakers to becoming fluent intercultural speakers (Young & 

Sachdev, 2011).  

With the emergence of IC in English language education, nonnative English language 

teachers (i.e., teachers whose English is a second or foreign language) suddenly must acquire a 

new professional identity (Luk, 2012, Sercu, 2006). They are now responsible for improving 

learners’ English linguistic competence and building their IC alike so that learners can become 

interculturally competent speakers (Sercu, 2004). Throughout this process, English language 

teachers have involuntarily become cultural mediators (Sercu, Mendel, & Castro, 2004), cultural 

facilitators (Luk, 2012), or “foreign language and intercultural competence” (FLIC) teachers (a 

term coined by Sercu, 2006, p. 56). 

Several pedagogical and policy issues need to be addressed to meet the increasing 

demand of globalized classrooms: Teachers’ perspectives on the new identity and roles need to 

be soon identified (Chao, 2016); their IC performance and pedagogy should be soon developed 

(Chao, 2016). However, the literature on nonnative English language teachers’ IC levels and 

perspectives toward IC is still scant (Chao, 2016). Thus, further research is imperative to address 

this gap in the literature. 
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The Lack of Teacher Professional Development in Developing Countries 

Despite the urgent need of developing teachers’ IC and IC teaching (Bournot-Trites, 

Zappa-Hollman, & Spiliotopoulos, 2018), nonnative English language teachers still do not have 

access to sufficient and efficient professional development (PD) opportunities where they can 

develop English skills and IC (Coburn, 2016; Noom-Ura, 2013). For example, over 10,000 EFL 

teachers in Norway do not receive the requisite education (Coburn, 2016).  

Additionally, the effectiveness of existing PD is still debatable (Colbert, Brown, Choi & 

Thomas, 2008). For example, EFL teachers in Turkey are dissatisfied with the PD quality that 

they do periodically. They found the experiences irrelevant and distracting from meaningful 

classroom practice (Celik et al., 2013). Consequently, the lack of quality PD opportunities results 

in “unqualified and poorly-trained teachers'' (Dhanasobhon, 2006; Noom-Ura, 2013, p. 139; 

ONEC, 2003). 

IC-focused PD for nonnative English language teachers is even more scarce and 

disorganized due to the recent introduction of this competence. There have been different efforts 

in developing IC and IC teaching, such as curriculum intervention (Jokikokko, 2005; Mushi, 

2004), teacher reflection (Moloney, Harbon, & Fielding, 2016), exchange programs (Olmedo & 

Harbon, 2010), and collaborative construction (Dervin & Gross, 2016). However, the current PD 

opportunities in IC for nonnative English language teachers are still experimental and 

fragmented.  

Consequently, teachers saw little to no success in developing their IC and IC teaching 

methods (see Kinginger, 2008; Moloney, 2013). Without appropriate training, nonnative English 

language teachers are underprepared for teaching language and cultural competence (Noom-Ura, 

2013). Therefore, it has become more crucial than ever to provide nonnative English language 
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teachers in developing countries with ongoing, quality PD that prepares them for the new FLIC 

teacher identity. 

It is worth noting that nonnative English language teachers in developing countries face 

unique challenges that may hinder access to traditional PD. Common challenges include heavy 

teaching loads, big class sizes, ill-equipped classrooms, lack of resources and funding, high 

socio-cultural expectations toward teachers, and infrequent opportunities to use the English 

language in their daily lives (Cheng & Wang, 2004; Wiriyachitra, 2002; from the author’s 

personal and professional experiences). For example, as Noom-Ura (2013) reported, most Thai 

English language teachers are required to teach more than 18 hours a week on average. The hour 

requirement is even higher if they teach English in secondary schools. Consequently, nonnative 

English language teachers cannot attend PD, access PD materials, and focus on learning (Cheng 

& Wang, 2004; Imai, 2010; Rajab, 2013). 

Given the unique obstacles that nonnative English language teachers face in improving 

their competence and pedagogies, traditional PD methods such as face-to-face and blended 

learning are often not a plausible approach. The demand for scalable, cost-efficient, and effective 

PD for educators in general and nonnative English language teachers, in particular, is apparent 

(Kleiman, Wolf, & Frye, 2014). Massive Open Online Courses (MOOCs) have emerged as an 

alternative PD for teachers in developing economies (Laurillard, 2016; Misra, 2018). 

Massive Open Online Courses as a PD Alternative 

Massive Open Online Courses (MOOCs) are complete programs designed and delivered 

online to provide educational opportunities to an unlimited number of learners worldwide 

(Mulder & Jansen, 2015; Porter, 2015). Many MOOCs are free and open to registration publicly, 

provide abundant online resources, and are delivered by the world’s leading universities, 
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institutions, and industry educators in various fields of study (Bates, 2014; Baturay, 2015; 

McAuley, Stewart, Siemens, & Cormier, 2010). 

MOOCs are remarkably more scalable, flexible, and cost-efficient compared to existing 

traditional PD approaches in face-to-face and blended learning. As a result, MOOCs have 

become a promising alternative to provide PD opportunities for teachers’ competence and 

practice at scale, particularly for teachers in low-resource areas.  

More importantly, MOOCs have proved their superiority in adapting to chaos in light of 

current unexpected events. Undeniably, MOOCs can act as a good alternative when no other 

traditional approaches to learning and PD alike can be in place. For example, in the COVID-19 

pandemic, when traditional face-to-face schools and programs had to move online, learners still 

could continue their life-long learning journey through online education and MOOCs 

(Zayapragassarazan, 2020). 

Realizing the potentials of MOOCs in delivering PD for a large number of teachers in 

low-resource areas, many governmental and non-governmental organizations have established 

MOOC programs focusing on providing training for teachers’ English language command and 

related skills, including IC. For instance, the U.S. Department of State has administered the 

American English (AE) MOOC program for nonnative English language teachers in developing 

countries (United States Department of States, 2017). 

Purpose Statement and Research Questions 

The purpose of this present study is three-fold. First, it explores the IC performance of 

nonnative English language teachers in developing countries who participated in an IC-focused 

MOOC. Second, it examines the teacher participants’ perspectives toward the roles of IC in 

English language learners’ success and the explicit teaching of IC in English language education. 
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Third, it investigates the impacts of MOOCs as a PD delivery mode. The participants are 

nonnative English language teachers enrolled in the IC-focused MOOC in the AE MOOC 

program funded by the US Department of State. The following research questions guide the 

study: 

1. How do nonnative English language teachers in developing countries demonstrate their 

own IC in an IC-focused MOOC? 

2. How do nonnative English language teachers in developing countries participating in 

an IC-focused MOOC perceive the importance of IC for their English language students and the 

importance of explicitly teaching IC in English language education? 

3. How does the IC-focused MOOC impact the IC and perspectives toward IC and IC 

teaching of nonnative English language teachers in developing countries from their perspectives? 

Limitations 

Although the researcher made efforts at all the phases of the research (i.e., mixed-method 

research design, consistent coding, validity and reliability strategies, codebook development, etc.), 

research limitations are inevitable. 

First, because the researcher did not have access to the backend information on the 

MOOC discussion forum, it was impossible to have precise demographic data of the discussion 

forum attendants. To compensate, the researcher provided the demography of the MOOC 

participants in the exit survey to give the reader a glimpse into the participant demography, being 

aware that not all those attending MOOCs likely participated in discussion forums. The 

researcher also deliberately excluded posts by native teachers in developed countries based on 

the information they were encouraged to provide in the posts. 
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Second, the dataset was collected from teacher dialogues in the MOOC discussion 

forums. Hence, the researcher could not conclude the English language teachers’ non-verbal 

communication. 

Third, as the discussion prompts did not focus on the teachers’ cultural knowledge but 

rather cultural knowledge in their classroom practice, the study could not conclude their (surface-

level and deep-level) intercultural knowledge.  

Fourth, research showed that those who participated in MOOC discussion forums were 

more likely motivated than those who did not (Mustafaraj & Bu, 2015). Hence, the findings of 

this study may represent the IC performance and the perspectives of a subset of motivated 

English language teachers. 

Finally, by using a massive dataset of English language teachers worldwide, this present 

study might take risks overgeneralizing the findings. The researcher was well aware of nuanced 

differences among cultural and ethnic groups. However, as international studies were scarce and 

it was essential to understand the nonnative teacher population, this study was among the very 

first attempts (e.g., Sercu, 2006) to build an international FLIC teacher profile.  

Significance of the Study 

This study is significant for several reasons. First, the tragedies against minority groups 

(e.g., the murders of African Americans such as George Floyd, the hatred against Asian and 

Asian Americans in 2020-present) have proven the importance of intercultural competence in 

today's globalized world (Moon, Morgan, & Sandage, 2018). Indeed, when globalization and 

technology advancements have blurred geographical borders and have brought people closer 

than ever, people also need to learn to communicate effectively and appropriately with culturally 

different people (Bennett, & Salonen, 2007; Deardorff, 2006).  
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Second, in light of the recent events around the world and the chaotic political climate in 

the U.S. (e.g., the Black Lives Matter movement), this study helps strengthen IC education and 

address social justice in generations to come.  

Due to its recent recognition as a 21st-century skill (UNESCO, 2006), only a few studies 

on IC in foreign language education have been conducted. Therefore, it is necessary to improve 

English language teachers’ IC and IC teaching to meet the era's demands. This study responds to 

the call for more research on teachers’ IC and their perceptions of IC and IC teaching to inform 

administrators and PD facilitators. 

Most studies on teacher cognition have been conducted on science and math teachers 

(e.g., Bell, Lederman, & Abd-El-Khalick, 2000). This study focused on nonnative English 

language teachers and, more specifically, on their perspectives of IC and IC teaching. While a 

few studies have been conducted on foreign language teachers’ perceptions (e.g., Borg, 1998), 

very little research has been done on English language teachers’ perspectives of IC and the 

integration of IC in English language education (Sercu, 2006). Hence, this study attempts to fill 

the gap in the literature. 

Although non-Western perspectives on IC have emerged recently in the settings of China, 

India, Taiwan, Latin America, Africa, and the Arab countries (e.g., Arasaratnam-Smith, 2017; 

Manian & Naidu, 2009; Nwosu, 2009), the existing literature in IC has been dominantly 

conducted by western researchers in the context of western countries (Bournot-Trites et al., 

2018). Inevitably, the existing literature has reflected the perspectives of the mainstream native 

speakers, predominantly North America and Europe (Binder, 2018), and reinforces modern 

imperialism in language education. Additionally, nonnative English language teachers have 

distinctive socio-cultural characteristics and PD needs. Therefore, this study responds to the call 
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for further investigation of the perspectives of nonnative English language teachers to contribute 

to the dearth of literature. 

This proposed study used Deardorff’s (2006) Pyramid Model as the theoretical 

framework. However, as Deardorff’s Pyramid Model is relatively recent (in 2006), there has not 

been sufficient empirical evidence in various research contexts with different populations. 

Furthermore, this model was established by western scholars in the global North and does not yet 

reflect the perspectives and characteristics of nonnative teachers in the global South. As a result, 

this study hoped to contribute empirical evidence of Deardorff’s model in international contexts. 

This study investigated the perspectives of thousands of nonnative English language 

teachers from all over the world. These international perspectives provided a comprehensive 

insight into international nonnative English language teachers’ IC levels and perspectives toward 

integrating language teaching and culture teaching. Moreover, it is a significant move from 

researching individual teachers’ cognition (Duff & Uchida, 1997; Ryan, 1998) or teachers from a 

few nationalities (Aleksandrowicz-Pędich, Draghicescu, Issaiass, & Sabec, 2003; Sercu, 2006) to 

a broader population of teachers across geographical borders. Hence, this approach provides 

insights into building international PD programs at scale in IC training and IC teaching in 

English language education.  

As both MOOCs and IC are emerging phenomena in higher education in the 21st century, 

there is a dearth of research on MOOCs as an alternative for teacher PD in language education 

(Baturay, 2015), especially in IC for nonnative teachers in developing countries. Moreover, 

MOOCs are the only mode of learning in crises (Zayapragassarazan, 2020). The most recent 

example was the COVID-19 pandemic, when schools and programs had to move online. In the 

context when face-to-face interaction does not seem plausible, online learning and MOOCs 
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become the only resort. However, questions about MOOC impacts need to be addressed 

(Baturay, 2015; Mcauley et al., 2010). This study is a timely research attempt on teacher PD 

MOOCs and IC, contributing to the scarce literature and providing valuable guidelines for 

designing and implementing MOOCs and IC-focused MOOCs alike for international English 

language teachers. 

The AE MOOC program is funded by the US Department of State to improve English 

language education worldwide. The MOOC programs have a vast population of participants 

(over 10,000 learners per MOOC), targeting developing and under-developed countries. 

However, despite the ambitious goals and scope, there has been little to no official and 

systematic research on the AE MOOC program (personal communication, Chan Curtis, 09 May 

2018). Hence, this study can inform the AE MOOC program administrators and implementers of 

the program, improve the instructional quality, and contribute to improved English language 

education worldwide. 

Despite the massive textual data they potentially yield from discussion forums, big 

qualitative data in MOOCs have not yet drawn attention from educational researchers. Also, big 

qualitative data in MOOCs are not often explored in education due to the limitations of manual 

coding in traditional research methods (Ezen-Can, Boyer, Kellogg, & Booth, 2015). Considering 

MOOCs' increasing popularity and influences in education and teacher PD, this study contributes 

to the growing literature utilizing big qualitative data.  

Last but not least, topic modeling has been proven to be a powerful research method to 

explore, summarize, and draw conclusions from textual corpora at scale (Blei, Carin, & Dunson, 

2010). However, there has been little research using topic models in education and teacher PD 

alike, where studies primarily focus on text corpora analysis (Blei et al., 2010). The lack of 
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literature in using this computational methodology for working with archives of texts in 

education and teacher PD necessitates further research on model evaluation to inform how topic 

models are used, evaluated, and made helpful to the field (Blei et al., 2010). Hence, this study 

contributes empirical evidence to the scant research method of topic modeling in teacher PD. 

Organization of the Dissertation  

The dissertation has a total of five chapters. Below is the description of the organization 

of this dissertation. 

Chapter 1 provides the rationale of the dissertation by introducing the socio-economic 

and academic background of the study, pointing out the need to include intercultural competence 

in English language education and the increasing demand for teacher professional development 

in this domain. The research questions were then presented to guide the dissertation, followed by 

the study's limitations and significance.  

Chapter 2 reviews the existing literature on nonnative English language teachers’ 

intercultural competence performance, their perspectives toward intercultural competence and 

intercultural competence teaching, followed by literature on the impacts of MOOCs on nonnative 

teachers’ intercultural competence performance and perspectives. It points out the gap in 

empirical research that prompts the need to conduct the present research. This chapter also 

discusses Deardorff’s (2006) Pyramid Model as the theoretical framework and existing 

assessments to inform the research design of this present study. 

Chapter 3 describes the mixed-method research design using topic modeling and 

qualitative analysis to explore the performance and perspectives toward intercultural competence 

of nonnative English language teachers in developing countries. Then, the research context (e.g., 

the AE MOOC program, the investigated MOOC, the discussion forum) and the participants are 
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described. Chapter 3 also discusses data collection, data cleaning, and data analysis. Finally, 

validity, reliability, and a position statement are provided. 

Chapter 4 presents the findings of the study, organized as responses to the guiding 

research questions. It begins with the findings on the intercultural competence performance of 

the nonnative English language teachers participating in the MOOC discussion forum. Next, it 

analyzes how these nonnative English language teachers viewed the roles of intercultural 

competence in English language learners’ outcomes and perceived the explicit teaching of 

intercultural competence in English language classrooms. Finally, it ends with the findings on 

the impacts of the MOOC on the intercultural competence performance and perspectives of the 

nonnative English language teachers. 

Chapter 5 summarizes the study's findings and discusses the findings in relation to the 

existing literature in intercultural competence in English language education. Finally, it provides 

implications of the study in teacher professional development and policies and intercultural 

competence theory and research.  
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CHAPTER 2: LITERATURE REVIEW 

This chapter presents the existing literature related to culture and culture teaching in 

English language education to set the foundation for the design and analysis of this study. In this 

chapter, the researcher first presented an overview of nonnative English language speakers’ 

status and the state of the art of culture and culture teaching in English language education. She 

then discussed research in IC and described Deardorff’s (2006) Pyramid Model as the theoretical 

framework for this study. The researcher also discussed the literature on IC performance and 

perspectives of IC and IC teaching of nonnative English language teachers. Finally, the 

researcher described empirical studies on IC-focused PD MOOCs for nonnative English 

language teachers.  

Definitions of Key Terms 

The Native English Speaker Debate 

The term nonnative English speakers (nonNESs) refers to those who speak English as a 

second or foreign language. NonNESs dramatically outnumber their counterparts, with over a 

billion speakers worldwide, compared with approximately 350 million native English-speakers 

globally (Graddol, 2008; Kiczkowiak, Baines, & Krummenacher, 2016; Moussu & Llurda, 

2008). Nevertheless, nonNESTs still suffer from discrimination in the field of English language 

teaching (ELT). Indeed, over 70 percent of ELT job postings recently on tefl.com - the webpage 

for international ELT job search - are aimed explicitly at native English language teachers 

(Kiczkowiak, 2014; Kiczkowiak et al., 2016). 

NonNESTs are treated as second-class citizens in the ELT market (Ma & Ping, 2012). In 

several English languages teaching job markets such as China and Korea, applicants can be 

refused if they are dark-skinned; they need to be White and look “native-like” (Clark & Paran, 
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2007; Corea, 2014; Park, 2012). This discrimination against nonNESTs originates from the 

“native speaker fallacy” (Phillipson, 1992, 2009) or "native speakerism" (Holliday, 2005, 2006), 

which deliver a message that nonNESTs do not have instructional and pedagogical values to be 

an ideal teacher (Braine, 2004; Chomsky, & Halle, 1965). 

Although the discrimination against nonNESTs has existed for a long time, these issues 

have not been discussed until recently with the pioneering work by Phillipson (1992), Medgyes 

(1992), and Braine (2004). However, who is considered as native and nonnative English-

language speakers is still in debate with various views. Crystal and Davy (2016) claimed that 

native English speakers (NESs) could demonstrate an intuition of linguistic cues of the English 

language (e.g., accents and dialects) and cultural events (e.g., Thanksgiving), whereas a nonNES 

is not able to demonstrate this knowledge and performance. Only native English language 

speakers can provide standard English (Chomsky & Halle, 1965). 

The issue of defining NESs goes even beyond the linguistic perspective to become a 

political act. Native speakership refers to NESs who have gained values and beliefs through 

education whose ideologies represent middle-class native English speakers who speak suitable 

English varieties such as British and American English. Several scholars proposed that English 

speakers must look like typical white Anglo-Americans (Kramsch, 1997). From these points of 

view, the NES debate potentially enables linguistic imperialism (Holliday, 2009; Sekhar, 2012).  

Medgyes (1992) questioned the setting up of English speakers into two separate 

categories. Instead, the author proposed an “interlanguage continuum” in which non-NESs can 

become as proficient as near-native speakers but can never be fluent in English like a native 

speaker of English. Davies (2013) was more optimistic, believing that a “second language 
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learner has a difficult but not an impossible task to become a native speaker of a target language 

which can contain such wide diversities” (p. 4). 

As the native speaker is a myth that "exists only as a figment of the linguist's 

imagination" (Paikeday, 1985, p.12), the distinction between native English-speaking teachers 

(NESTs) versus nonNESTs fails to reflect the real values and language competency of a given 

speaker. Hence, it can be misleading in some cases to suggest that one group of speakers is better 

than the other in communication and teaching (Kramsch, 1997). NonNESs have unique 

ideologies that they should not give up on the notion of nativism (Bode & Nieto, 2008; Nieto, 

2012, 2015; Haddix, 2015; Phillipson, 1992). It is time to displace the native speakership and 

promote an internationalist view of English-language speakers being more or less competent 

communicators than others (Paikeday, 1985). 

Hence, it is imperative to propose a shift in viewing the issue of defining native and 

nonnative English language speakers and the entailed English language teaching performance. 

Defining certain groups as NESTs or nonNESTs should serve as a starting point to empower the 

groups to become aware of their values and to improve their performance, rather than serving as 

an act of labeling that puts certain groups into a box, becoming inferior to the others (Sekhar, 

2012). For this reason, this study aims at examining nonNESTs’ profile of IC with a hope to gain 

an insight into this particular teacher population with somewhat unique challenges and 

characteristics so that the author can inform the existing literature, administrators, and facilitators 

on how to develop IC and teaching for nonnative teachers in developing countries. The teacher 

participants in this study are specifically nonNESTs who currently teach English in developing 

countries. 
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Cultural Component in English Language Education 

Despite the academic debate among applied linguistics and ELT scholars on ideal native 

speakers, English language classrooms should reflect the reality of a global world (Saraceni, 

2009). It is undeniable that although a majority (i.e., over one billion) of the world population are 

nonNESs (Kiczkowiak et al., 2016), English language learners are more likely to work, live, and 

communicate with both NESs and nonNESs at some points in their lives. Therefore, English 

language learners should be exposed to numerous English language varieties other than solely 

American or British English to become intelligible (words) and comprehensible (meaning) in 

using English for different purposes (Chao, 2016; Kachru & Smith, 2008). Also, English 

language teaching materials and instructions should reflect both NESs’ and nonNESs’ 

ideologies, values, and features in both local and global contexts so that English language 

learners can gain balanced and truthful views of how the world functions (Alptekin, 2002). 

Therefore, as the world is getting smaller with increasing global interdependence, a 

cultural component is crucial as the linguistic dimension in English language classrooms (Chao, 

2013; Kramsch, Cain, & Murphy‐Lejeune, 1996). English language learners must acquire 

English linguistic commands and be aware of different cultures other than their own (Idris & 

Widyantoro, 2019). By learning and understanding other cultures, learners are more likely to 

learn about themselves and appreciate the culture's fundamental values that become a major part 

of themselves (Bennett, 2009). Only then can learners make informed judgments and “have a 

sufficient basis for knowledge” (Cornwell, 2003, p. 5). Bennett (2009) used the metaphor of a 

global positioning system (GPS) to promote an idea that the understanding of other cultures 

deepens learners’ awareness of their cultural values, beliefs, and patterns, and then start 
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exploring the similarities yet differences between those of their cultures and the others. Thus, 

learning cultures means to position learners about others (Bennett, 2009). 

Teaching Culture in English Language Education 

Culture teaching has become the desired outcome in English language education. The 

reports by the Greater Expectations Project on Accreditation and Assessment, the Association of 

American Colleges and Universities (AACU), released that international knowledge and 

commitment and IC have become pre-requisite learning goals for all fields of concentration and 

majors (Musil, 2006). King and Baxter Magolda (2005) echoed, “In times of increased global 

interdependence, producing interculturally competent citizens who can engage in informed, 

ethical decision-making when confronted with problems that involve a diversity of perspectives 

is becoming an urgent educational priority” (p. 571). 

Exposure to other cultures is necessary, but it is perhaps not useful if culture is not taught 

explicitly (Bennett, 2009). In English language classrooms, learners should have opportunities to 

experience otherness and be encouraged to embrace themselves in those experiences frequently 

and intentionally (Bao, 2006). Only when they proactively and voluntarily seek opportunities to 

immerse themselves in otherness and deepen their knowledge and understanding of cultures can 

they use their intercultural positioning system to locate their position in terms of cultural patterns 

and ideologies about other cultures and then begin building IC (Bennett, 2009; Siddiqie, 2011). 

As such, in English language classrooms, there should be a shift from teaching a few 

target cultures to include teaching other cultures (Chao, 2016) to reflect the status of the world 

today and improve the English language learners’ IC (Sercu, 2006). The so-called ‘other 

cultures’ that learners learn in the classrooms refer to cultures of middle-class mainstream 

American or British English speakers and extend to include speakers who do not speak English 
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as their mother tongue. The three categories of cultures (i.e., target, local, and international 

cultures) should be present in English language teaching materials and instructions so that 

English language learners feel inclusive and start developing IC in international contexts 

(McKay, 2002). 

Thus, the new demands in English language classrooms enact nonNESTs to adjust their 

perspectives toward teaching culture and instructional focuses. In the process of adjustment to 

better assist their learners in developing IC, teachers employ a new professional identity to 

become FLIC teachers (Sercu, 2006).  

Culture 

It is essential to understand how the concept of culture is defined in the existing literature 

before moving forward with the concept of IC (Deardorff, 2006). The term culture originated 

from the Latin word “colere,” meaning “growing, cultivation” or “to cultivate” (Jahoda, 2012). 

There have been numerous definitions of culture in different disciplines (Binder, 2018).  

Acknowledging the diverse and complex nature of culture, the psychologist Alexander 

Thomas (2010, p. 19) provided a detailed definition of culture that extends beyond our current 

understanding of the notion and elaborates on various aspects of culture. As his definition helps 

the understanding of the concept, it was written in full: 

Culture is a universal phenomenon. All human beings live within a specific culture and 

contribute to its development. Culture creates a structured environment in which a population 

can function. It encompasses objects we create and use in our daily lives and our institutions, 

ideas, and values. Culture is always manifested in a system of orientation typical to a country, 

society, organization, or group. This orientation system consists of specific symbols such as 

language, body language, mimicry, clothing, and greeting rituals and is passed on to future 
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generations from the respective society, organization, or group. This orientation system provides 

all members with a sense of belonging and inclusion within a society or group and creates an 

environment where individuals can effectively develop a unique sense of self and function. 

Culture influences the perception, thought patterns, judgment, and action of all members of a 

given society. The culture-specific orientation system creates possibilities and motivation for 

action and determines the actions' conditions and limits.  

More recently, Jahoda (2012) reviewed definitions of culture in scholarly work and 

roughly classified the definitions into three categories based on how culture is assumed to be 

manifested:  

• Culture is seen as external (i.e., through artifacts; see Cole & Parker, 2011; 

Schwartz, 2009) 

• Culture is seen as internal (i.e., in mind) or both as external and internal (see 

Hong, 2009) 

• Culture is defined as a set of definitions (see Keith, 2011). 

Despite 70 years’ efforts to capture the essence of culture, there has not been a consensus. 

However, despite the high number of definitions that have been proposed and applied across 

disciplines, ranging from psychology, linguistics, sociology, and so forth (Binder, 2018), a few 

common characteristics lay the foundation for the understanding of culture and help move this 

study forward with the IC operationalization. 

The shared characteristics used for this dissertation are as follows: (a) culture is 

manifested in various ways with different layers of meaning, both explicit and implicit (e.g., 

from observable artifacts to underlying ideologies, values, and beliefs); (b) culture consists of 

patterns that are specific to groups and distinguish a group from others. Furthermore, culture is 
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interdependent (Butler, 2002) because (c) culture influences (but not determines) (Spencer-

Oatey, 2008, p. 3) individuals’ views of people from other cultures and influences individuals’ 

behaviors and actions toward the ‘otherness’ (Sercu, 2006), while (d) culture is socially 

constructed, being shaped and affected as individuals change their viewpoints and behaviors over 

a long period across generations, and hence, (e) culture is subject to gradual change (Binder, 

2018); (f) culture must be taught; (g) culture provides individuals a sense of belonging within a 

group and an environment for individuals to meet survival needs, function effectively, and 

pursue happiness (Matsumoto & Juang, 2012, p. 15). 

There have been attempts to simplify the definition of culture and reduce the notion to the 

level of nationality, religion, or appearance, to name a few, for ease of use (Blell & Doff, 2014, 

p. 78; Mülleret al., 2019). However, exercising stereotypical comparisons between groups may 

attribute to on-going fixed viewpoints of cultures (Dervin & Gross, 2016; Holliday, 2013) and, 

even worse, it can cause “othering” - a process in which one views or treats others as intrinsically 

different from oneself, which potentially contributes to the existing generalization and 

stereotyping of groups (Holliday, 2013; Holliday, Hyde, & Kullman, 2010). 

The consequences of such a simplistic and stereotypical approach (Young & Sercombe, 

2010) can do more harm than good (Dervin & Gross, 2016). Historically, examples are 

segregation and discrimination of one group against others solely based on some “closed 

attributable categories” (Mülleret al., 2019, p. 6). For example, applied in educational settings, 

the simplistic and stereotypical categorization of individuals based on English language status 

has resulted in discrimination against nonNESTs solely because they do not speak the standard 

English language varieties nor look similar to the middle-class white American or Anglo-Saxons. 
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Culture “can no longer be seen as a monolithic and static construct” (Blell & Doff, 2014, 

p. 78) but, relatively, a fluid and hybrid concept (Deardorff, 2006) because boundaries within a 

culture can be dismantled (Mülleret al., 2019). It should be noted that individuals do not live or 

belong to one single cultural group but, instead, participate in activities in various cultural groups 

simultaneously (Binder, 2018). These groups vary from micro-networks (e.g., family, school, 

workplace, church, etc.) to macro-networks (e.g., nationality, gender, ethnicity, religion, first 

language, etc.) (Binder, 2018). The fact that individuals cannot belong to solely one cultural 

group proves that culture is hybrid and fluid and cannot be described by using attributable 

categories. So long as culture is viewed as a closed concept, defining IC seems absurd (Blell & 

Doff, 2014, p. 78). 

Intercultural Competence 

IC is such a complex concept that, so far, there has been no universal agreement on the 

term among scholars across disciplines (Deardorff, 2006; Lustig & Koester, 2006; Spencer-

Oatey & Franklin, 2009). Its conceptualization, instead, depends on how scholars intend to use it 

for their interests and fields (Chao, 2016). However, it is crucial to have a clear understanding of 

IC before proceeding with assessment approaches because “competence can be measured […], 

but its measurement depends first on its definition” (Klemp, 1979, p. 41). Thus, how the issue is 

approached and measured is closely related to how it is defined (Fantini, 2009). 

The concept of IC has been portrayed by numerous terminologies across disciplines, 

some of which are “intercultural effectiveness” (Vulpe, Kealey, Protheroe, &MacDonald, 2001), 

“cultural intelligence” (Earley & Ang, 2003), “intercultural communication competence” 

(Collier, 1989), “intercultural communicative competence” (Byram, 1997), or IC (Deardorff, 

2005, 2006). However, despite the terminologies that the concept is called, IC is perceived to 
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share similar constituents (Bennett, 2009; Mülleret al., 2019). Therefore, it is worth including the 

discussion of major IC components in this definition narrative, As the question is about how IC 

is interpreted and what aspects of IC should be measured and why (Spitzberg & Changnon, 

2009).  

IC, at the onset, refers to “a set of abilities or skills” (Spitzberg & Changnon, 2009, p. 6). 

However, it starts becoming sensitive when the interpretation goes further to propose which 

abilities and skills that can be applied for all cultures because abilities and skills that are 

appropriate in one culture may not be appreciated, or even being considered as taboo, in other 

cultures (Binder, 2018; Spitzberg & Changnon, 2009). Therefore, existing definitions of IC tend 

to be general to reflect the fluidity and flexibility of culture (Deardorff, 2006). 

IC is perceived as “a set of cognitive, affective, and behavioral skills and characteristics 

that support effective and appropriate interaction in various cultural contexts” (Arasaratnam-

Smith, 2017; Bennett, 2009, p. 97; Deardorff, 2006). Echoing their fellow scholar, Spitzberg and 

Changnon (2009) conceptualized IC as the ability to manage behaviors in intercultural contexts 

to drive effective and appropriate outcomes (Binder, 2018). On the contrary, Bennett argued that 

IC is a decision individuals make to survive and, maybe, thrive in another culture by adapting to 

a culture other than their own. In his definition, IC is equated to abilities to “identify[ing] [our] 

own cultural patterns, acknowledge[ing] the patterns of others, and, eventually, learn[ing] to 

adapt across cultures” (Bennett, 2009, p. 122). 

Similarly, emphasizing the tangible outcomes, Meyer (1991) elaborated IC as “the ability 

of a person to behave adequately in a flexible manner when confronted with actions, attitudes, 

and expectations of representatives of foreign cultures” (Meyer, 1991, p. 137). With Meyer’s 

(1991) definition, IC is implied to rely on individuals’ attitudes and behaviors when IC is shown 
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through their self-awareness to realize the differences between their culture and cultures of 

others and react to arising intercultural issues as a result of differences (Atay, Kurt, Çamlibel, 

Ersin, & Kaslioglu, 2009). Through developing IC, individuals also build their self-identity in 

intercultural contexts and help culturally different people (Deardorff, 2006) build their own 

(Meyer, 1991). However, in Meyer’s (1991) definition, IC is shown to be a passive reaction that 

occurs only when individuals face cross-cultural problems with people from other cultures. 

Some interpretation of IC also reflects the political aspect of the issue, especially when 

the discussion surrounds the question of which culture should be the primary focus of 

intercultural education because IC is, indeed, “an ethical orientation in which certain morally 

right ways of being, thinking and acting are emphasized” (Jokikokko, 2005, p. 79). Furthermore, 

Byram (1997) affirmed the equity between all cultures because, from the scholar’s perspectives, 

IC is not only the ability to exchange information but also “the ability to decenter and take up the 

other’s perspective on their culture, anticipating and where possible, resolving dysfunctions in 

communication and behavior” (p. 42).  

Kramsch and McConnell-Ginet's (1992) focus was somewhat different when the authors 

emphasized the teaching of target cultures. Yet, they also acknowledge the importance of self-

awareness, suggesting individuals explore differences between their culture and the target culture 

and reflect on their culture’s values and beliefs (Atay et al., 2019). Finally, Bennett (2009) 

summarized the interpretation of IC as a list of “a cognitive dimension (mind-set) that includes, 

among other qualities, culture-general frameworks that can be useful in sorting through the 

differences encountered, a behavioral dimension (skill set) that includes empathy, and the 

affective dimension (heart set) that includes attitudes and motivations” (p. 71). 
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In light of the unsettling debate, Deardorff (2006) is the first scholarly attempt to reach a 

consensus among top intercultural-studies scholars on IC definition, components, and assessment 

methods. For her research, Deardorff (2006) used a combination of a questionnaire for 

administrators from selected U.S. institutions that are committed to internationalization and a 

Delphi technique to arrive at a consensus among influential intercultural experts worldwide (see 

Deardorff, 2006 for a detailed description of the methodology). The findings showed that both 

the panels suggested using definitions that are “broader in nature” (Bennett, 2009; Deardorff, 

2006, p. 253). This finding is in line with the existing literature on the definition of IC mentioned 

above. Thus, the components that account for IC are also general in nature (Deardorff, 2006). 

After the Delphi data analysis, Deardorff concluded that IC is “the ability to 

communicate effectively and appropriately in intercultural situations based on one’s intercultural 

knowledge, skills, and attitudes” (Deardorff, 2006, p. 247–248). The IC components and sub-

components include:  

• Attitudes (respect, openness, curiosity) 

• Knowledge (cultural self-awareness, Knowledge of cultural worldview 

framework, culture-specific knowledge, sociolinguistic awareness) 

• Skills (to listen, observe, and interpret)  

• Internal outcomes (empathy, ethno-relative view, flexibility, adaptability, and 

shift of the frame of reference)  

• External outcomes (behaving and communicating effectively and appropriately 

with culturally different others) 

The author noticed that although the five components are essential to forming IC and that 

one can start building IC at any point, attitude is a prerequisite from which the other components 
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are built (Byram, 1997). Deardorff’s (2006) pyramid model denotes the elements of IC with 

attitude as the foundation that contributes to the development of knowledge and skills, leading to 

desired outcomes. 

Deardorff (2006) cautioned that although consensus has been reached among top scholars 

and administrators, “just as culture is ever-changing, scholars’ opinions on IC change with time” 

(p. 258). Thus, how IC is going to be perceived 20 years from now may not be the same. As a 

result of the fluidity and flexibility of this concept, more research needs to be in place to refine 

this definition (Deardorff, 2006, p. 253).  

However, “while assessing the purported outcomes of our efforts with students is 

probably the most important assessment we do, it is seldom done, rarely done well, and when it 

is done, the results are seldom used effectively” (Terenzini & Upcraft, 1996; p. 217). Thus, it is 

essential to examine teaching and learning practices. Also, from a fieldwork perspective, the 

question is not only about how to define IC. It remains urgently debatable how IC is 

appropriately and effectively assessed. Thus, following understanding the concept of IC, we 

continue to examine the scholarship on its assessment models and methods in the following 

section. 

Teachers’ Perspectives 

The term teachers’ perspectives or teacher cognition denotes the “unobservable cognitive 

dimension of teaching – what teachers know, believe, and think” (Borg, 2003, p.81). The body of 

research on teacher cognition has shown a direct relationship between teachers’ perspectives and 

their instructional behavior (Atay et al., 2019). Indeed, teacher cognition plays a crucial role in 

shaping teacher practice that eventually improves student outcomes (Desimone, Porter, Garet, 

Yoon, & Birman, 2002; Garet, Porter, Desimone, Birman, & Yoon, 2001; Xiaohui & Li, 2011). 
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Teachers’ perspectives are also crucial to implementing reforms or innovation (Xiaohui 

& Li, 2011). In this case, the shift in viewing the objectives of English language education 

reflects the need to develop both language proficiency and IC in learners. In this innovation, 

teachers are at the crossroads to take a new professional identity (Chao, 2016).  

Teachers’ perspectives serve as filters that impact how teachers view the innovation and 

the extent to which they can implement new instructional goals in their classrooms (Sercu, 

2006). For example, an international study by Sercu (2006) showed that teachers who were not 

positive about the possibilities of integrating culture teaching into foreign language education 

were also the teachers who refused to teach IC in their classrooms.  

Existing literature in educational innovation has shown that teachers’ perspectives 

significantly decide the success of the reform (Atay et al., 2019). Hence, it necessitates more 

research into how teachers currently perceive the culture teaching reform in foreign language 

education and the underlying reasons for their perspectives and practice. 

Theoretical Framework 

Despite various attempts to assess IC, there is no agreement on IC assessment models and 

methods (Arasaratnam-Smith, 2017; Spitzberg & Changnon, 2009; Gregersen-Hermans, 2017). 

Therefore, a few extensive literature reviews have been conducted to examine the best IC 

assessment models and methods (for example, see Arasaratnam-Smith, 2017; Mülleret al., 2019; 

Spitzberg & Changnon, 2009).  

Although there have been numerous approaches and models to assess IC in various 

disciplines, the existing models fall into five distinctive categories, named: compositional models 

(e.g., Deardorff’s (2006) Pyramid Model of IC), co-orientational models, developmental models 

(e.g., Bennett, 1993), adaptational models, and causal process models (e.g., Deardorff’s (2006) 



27 
 

Process Model of IC). Within the scope of this dissertation, this section presented Deardorff’s 

(2006) Pyramid Model as the theoretical framework of this present study. 

Deardorff’s (2006) Pyramid Model is primarily compositional, describing specifically 

components of IC in terms of attitudes, knowledge, and skills aspects. As explained in the 

previous sections, Deardorff’s (2006) Delphi study is the first research-based attempt to reach a 

consensus among world-renowned intercultural scholars and U.S. institutional administrators on 

IC's universal definition and assessment approaches and methods. The study results and 

extensive literature review yielded 22 fundamental components of IC that were agreed upon by 

most of the participants (over 80%) that represent mainly components in communication and 

behavior aspects of IC. Deardorff’s (2006) Pyramid Model (see Figure 2.1) provides a 

framework to visualize and organize the agreed-upon IC elements that individuals can enter at 

any point. 

However, Deardorff (2006) noticed that there is a particular order in which IC happens. 

As in the Pyramid Model, attitudes provide a fundamental foundation upon which the other 

components of knowledge and skills are built to finally gain desired internal and external IC 

outcomes (Byram, 1997). These attitude components include respect (toward other cultures), 

openness (to cultural differences), and curiosity (about new phenomena). Having these requisite 

attitudes is seen as a point of departure (Bournot-Trites et al., 2018) as individuals progress in 

their IC development process and deepen their intercultural ability to become global citizens. It 

is because “awareness, the valuing of all cultures, and a willingness to make changes are 

underlying attitudes that support everything that can be taught or learned” (Okayama, Furuto, & 

Edmondson, 2001, p. 97). 
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Figure 2.1 

Deardorff’s (2006) Pyramid Model of Intercultural Competence 

 

Deardorff’s (2006) Pyramid Model also highlights the roles of knowledge acquisition in 

IC development (Bloom, 1965). Individuals are expected to acquire knowledge of their culture 

and general and specific knowledge of other cultures while achieving socio-linguistic 

competence (Deardorff, 2006).  

The deep understanding of these cognitive components is manifested outward through 

intercultural skills, including listening, observation, and interpretation of cultural differences, and 

analysis, evaluation, and relation to culturally different others. Similar to the knowledge 



29 
 

counterpart, these skills are used to gain both cultural self-awareness and knowledge of other 

cultures (Deardorff, 2006). The two-sided arrow between knowledge and skills signifies the 

interaction and interrelation between the components of these two IC domains in which they 

build, manifest, and supplement each other.  

It is worth noting that even though the model does not include intercultural 

communication competence as a component, it can be implicitly understood from the inclusion 

of sociolinguistic awareness and listening skill in the model that communication competence is 

necessary as individuals attempt to communicate across cultures appropriately and effectively 

(Bournot-Trites et al., 2018; Gregersen-Hermans, 2017). Thus, although Deardorff’s (2006) 

Pyramid Model is primarily a compositional model whose focus is to display essential 

hypothesized elements of IC, it implicitly displays a hierarchy of levels in which individuals’ IC 

development advances from individual levels of attitude, knowledge, and skills toward the 

interchangeable levels of desired outcomes.  

Deardorff’s Pyramid Model is different from the other models in that it highlights both 

internal and external outcomes. Desired internal outcomes are the ability to adapt to various 

cultural contexts and to flexibly use appropriate communication styles to treat culturally different 

others’ worldviews and values equally as their own with empathy. Meanwhile, desired external 

outcomes are individuals’ abilities to depart with their intercultural attitudes and use their 

intercultural knowledge and skills to communicate and behave “appropriately and effectively in 

intercultural situations” (Deardorff, 2004, p. 196). 

It is important to note that in Deardorff’s (2006) Pyramid Model, IC development can 

advance directly from individual levels (i.e., attitudes, knowledge, and skills) to an interactive 

level of external outcome. However, the extent to which individuals can communicate 



30 
 

appropriately and effectively in intercultural environments may not be as high as when they 

reach external outcomes and start the cycle again with attitudes as a starting point (Deardorff, 

2006).  

Also, Deardorff cautioned that the highest degree of IC is almost impossible to gain nor 

defined, “and as such, one may never achieve ultimate IC” (Deardorff, 2006, p. 257). Echoing 

this statement, Mülleret al. (2019) affirmed: “just as culture is ever-changing, IC can never be 

fully ‘achieved’ and is in a state of a permanent change in an individual; therefore, intercultural 

proficiencies cannot be conclusively determined.” Assessment results are temporary and 

applicable at a particular point in time of the assessment. Hence, this study contributes to the call 

for ongoing assessment and reassessment of IC definitions and assessment methods (Deardorff, 

2006) and to further the field of IC, which is continuously evolving. 

In addition, Deardorff (2006) stated that not all components (and sub-components) in the 

Pyramid Model develop at a similar pace and, hence, reach the same level of competence 

simultaneously. In other words, one may be respectful and curious about another culture and 

know deeply about that culture yet unable to listen to and relate to people from that culture. 

Indeed, examples have shown that cultural knowledge is not equivalent to IC because one may 

know a facet of Chinese culture profoundly but still fail to negotiate with people from that 

culture (Bennett, 2009). 

One particular feature of Deardorff’s (2006) Pyramid Model that is of interest in this 

study is that while this model allows general IC assessment, its components can also be used to 

design concrete indicators for specific contexts (Gregersen-Hermans, 2017). As mentioned 

earlier in the description of the Delphi study, because intercultural scholars and administrators 
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agreed to use broad and loose definitions and intercultural components to describe IC, IC 

components can be modified to assess IC in a specific setting (Deardorff, 2006).  

Additionally, as Deardorff (2006) affirmed, the intercultural components can be 

expanded to include those not in the framework. Thus, Deardorff’s (2006) Pyramid Model is the 

most suitable framework for this dissertation which assesses IC of nonNESTs from 87 countries 

participating in a MOOC discussion forum. As the sample participants include a wide diversity 

of cultural backgrounds, it is essential to use an assessment model that allows flexibility and 

adaptability to various intercultural settings. 

The VALUE rubric is based on Deardorff’s (2009) components of the Pyramid Model 

and Bennett’s (1993) Developmental Model of Intercultural. The VALUE rubric was jointly 

created and widely used by the Association of American Colleges and Universities (AACU, 

2003). In the VALUE rubric, there are four levels of competence, ranging from novice to more 

advanced levels, called Benchmarks (level 1), Milestones (levels 2 and 3), and Capstone (level 

4).  

It is worth noting that, as AACU claimed, the VALUE rubric does not fully resemble 

Deardorff’s (2006) Pyramid Model because it covers only some of the IC components proposed 

in Deardorff’s (2006) Pyramid Model. The identified key components include attitudes 

(openness and curiosity), skills (verbal and nonverbal communication skills and empathy), and 

knowledge (knowledge of worldviews and cultural self-awareness), in which attitudes are 

viewed as a starting point for the departure of skills and knowledge components. 

IC Assessment Methods 

IC is a complex concept that beholds various dimensions and is challenging to measure 

(Gregersen-Hermans, 2017). Thus far, there has been no consensus regarding effectively 
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assessing IC in general and in teacher PD. Existing IC assessment methods generally fall into 

three categories: direct (e.g., interview), indirect (e.g., surveys), and blended methods (Chao, 

2016). In light of this debate, the researcher collected the data from the teachers’ dialogues in the 

MOOC discussion forums and analyzed the data, using topic modeling and then qualitative data 

analysis. 

First, in Deardorff’s (2006) Delphi study, 95% of the participating institutional 

administrators preferred qualitative methods to assess IC (e.g., interviews, standardized 

instruments, self-report instruments, focus group interviews, and teacher dialogues). Hence, 

using teachers’ dialogues in the MOOC discussion forums proves the validity of this study. Also, 

using teachers’ dialogues contributed empirical evidence to the scant literature of IC research. 

Second, IC needs to be examined over time instead of at a particular point in time 

(Deardorff, 2006). Thus, using teachers’ responses in the five-week MOOC discussion forum 

ensures an adequate amount of time for teachers’ IC to be assessed properly.  

Third, IC is a multi-dimensional construct whose components are equally important and 

do not necessarily develop at the same pace (Deardorff, 2004, 2005). It is suggested that IC does 

not need to be measured holistically. Instead, different components in IC can be assessed 

individually (Deardorff, 2006). Discussion forum data were collected to ensure: 1. the use of a 

qualitative method (i.e., a virtual dialogue which is analyzed by topic modeling), 2. the 

assessment of IC performance over a period of time, and 3. the examination of separate IC 

components. 

Finally, it was challenging to manually code the massive dataset collected from the 

MOOC discussion forums. As a result, topic modeling provided a powerful analytics research 

method to explore prominent topics in a big qualitative MOOC dataset (Isoaho, Gritsenko, & 
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Mäkelä, 2021; Nikolenko et al., 2017). Also, to the author’s current knowledge, topic modeling 

is still a novel method in education, and little to no topic modeling research has been done on IC 

in MOOC discussion forums. Hence, this dissertation was the first study using topic modeling in 

IC research and educational research alike.  

Topic Modeling in Qualitative Research 

Topic modeling is a computational method that identifies topics of collections of 

documents by analyzing the vocabulary in the documents and finding topics that best describe 

the collection (Blei et al., 2010; Blei, Ng, & Jordan, 2003; Grimmer & Stewart, 2013). Recently, 

with the development of unsupervised machine learning and the booming use of big qualitative 

data (Wu, Zhu, Wu, & Ding, 2014e.g., in MOOCs), topic modeling was potentially a powerful 

research method to explore, summarize, and draw conclusions from big textual corpora at scale 

(Bansal et al., 2020; Blei et al., 2010; Chen, 2014; Isoaho et al., 2021; Nikolenko et al., 2017), 

including data from online forums and websites (Mountford, 2015).  

A scarce but growing body of literature in big qualitative research has examined the 

affordances and limitations of topic modeling in big qualitative research compared with human 

processing (e.g., Lauer, Brumberger, & Beveridge, 2018). Accordingly, topic modeling provided 

an advantage of automated analyses which was speed. With the ability to scrape and analyze 

massive data sets within a significantly shorter amount of time, topic modeling offered time- and 

resource-saving potentials, and hence, potentially increased the size and scope of research 

projects that human processing might fail to achieve. Also, research that used automated 

analyses potentially had higher reliability than human coding by facilitating the likelihood of 

coding and analysis consistency and future research replication (Lauer et al., 2018). However, 

with complex data, topic modeling might not be able to offer as much clarity and depth of 
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analysis as human readers. As a result, it is important to review the nature of data before 

concluding the affordances and limitations of topic modeling (Lauer et al., 2018). An increasing 

number of researchers have recommended a mixed method of automated analyses and human 

processing to be an optimal approach in dealing with big textual data (e.g., Crowston, Allen, & 

Heckman, 2012; Lauer et al., 2018; Guetterman, Chang, DeJonckheere, Basu, Scruggs, & 

Vydiswaran, 2018). 

In summary, the researcher chose Deardorff’s (2006) Pyramid Model as the theoretical 

framework for this study. The Model offered an opportunity to gain an insight into intercultural 

components. Using Deardorff’s Pyramid Model, this study addressed a call for further research 

to examine this emerging IC model and the related inventory (Deardorff, 2006). Also, the 

existing theoretical frameworks and inventories have been chiefly designed and developed in 

European and North American cultural contexts (Deardorff, 2006; Gregersen-Hermans, 2017). 

These theoretical frameworks and inventories needed to be tested and contextualized in various 

disciplines in diverse cultural backgrounds (Deardorff, 2006) to become meaningful and 

inclusive (Gregersen-Hermans, 2017). This study helped to expand the existing literature on IC 

by testing and enriching empirical evidence of Deardorff’s (2006) Pyramid Model in 

international contexts. 

Research on Teachers’ IC 

Teachers’ IC performance can indicate their IC teaching practice (Saricoban & Oz, 

2014). Despite the importance of IC levels in foreign language IC education, a review of the 

existing literature showed a dearth of research on foreign language teachers’ IC levels (e.g., 

Akpinar & Unaldi, 2014; Saricoban & Oz, 2014; Zhou, 2011).  
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The following sections presented the existing literature on nonnative English language 

teachers’ IC components. It must be noted that most of the previous studies did not examine as 

many IC components as proposed in Deardorff’s (2006) Pyramid Model. Also, IC components 

are intertwined and interdependent (Mostafaei Alaei & Nosrati, 2018). For the most part, the 

researcher attempted to discuss them in separation. 

IC Attitudes 

From the FLIC profile based upon Deardorff's theoretical framework (2006), foreign 

language teachers must be open and curious about other cultures. They should demonstrate open-

mindedness about foreign cultures and show no preferences toward particular English variations 

or cultures. For example, English language teachers should not subscribe solely to the English 

language and cultures of NESs (e.g., the USA, the UK, Australia, etc.). They should initiate and 

maintain communication with people from other cultures and withhold any judgment against 

them because of their cultural backgrounds. They should explore other cultures from multiple 

perspectives by continuously asking complex questions and seeking answers. 

Chao (2016) conducted a study on 455 EFL teachers at eight institutional settings in 

Taiwan, including kindergarten, elementary school, junior high school, senior high school, 

vocational school, regular university, technological university, and cram school contexts. The 

final dataset included 356 valid 24-item self-assessment inventories and 22 individual follow-up 

interviews.  

The findings showed that the teachers have overwhelmingly positive attitudes toward 

other cultures, being curious and open-minded. Many of them showed an interest in 

communicating with foreigners (M = 4.51) and were enthusiastic about getting to know other 

cultures (M = 4.63) as the interview responses were overwhelming “I enjoy traveling and making 
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foreign friends.” Chao's (2016) findings contradict Saricoban and Oz's (2014) study in which 

Turkish EFL pre-service teachers were found to have low attitude levels. They were not open to 

other cultures and lacked ambiguity tolerance to cultural differences (Saricoban & Oz, 2014). 

However, the foreign cultures mentioned by the teachers referred to a few specific 

English-speaking cultures. Examples they gave during the interviews were entirely such western 

cultures as the USA, Australia, New Zealand, and the UK. Their enthusiasm in learning about 

foreigners, hence, refers to people from those particular English-speaking countries.  

The trap of native speakerism was also present in the teachers’ preferences toward the 

English language spoken by native speakers. Although most teachers appreciated the idea of 

World Englishes with localized English varieties spoken around the world (e.g., Singaporean 

English, Chinese English, etc.), some of them shared that “World English is a positive idea but a 

little bit unrealistic.” They reportedly did not know other Englishes and cultures. The English 

native speaker model (e.g., American English) was the only English language that they learned 

and believe that it was “the best model,” or “the standard one,” to follow since childhood. 

Due to the strong preferences toward native speaker English and cultures, the teachers 

lacked confidence in owning the English language and culture (Rodgers & McGoven, 2002; 

Mostafaei Alaei & Nosrati, 2018). As one admitted, “English is still a foreign language. English 

will not belong to me like my mother tongue.” The low interaction confidence in communicating 

with foreigners was similar to participants in Pourakbari and Chalak (2015), in which over 50% 

of them did not feel confident in intercultural settings (Mostafaei Alaei & Nosrati, 2018). In 

Chao's (2016) study, although EFL teachers are curious and open-minded about foreign cultures, 

they prefer target cultures, which prevent them from being characterized as intercultural. 
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Using a quantitative research approach, Mostafaei Alaei and Nosrati (2018) examined 

English language teachers’ self-reported levels of intercultural sensitivity in the Iranian setting. 

The authors invited 167 EFL teachers from different private English language institutes in Iran to 

complete a 24-item Likert-scale questionnaire (Zhou, 2011) that measured interaction 

engagement, respect for cultural differences, communication confidence, interaction enjoyment, 

and attentiveness.  

The data showed that the teachers possessed high intercultural sensitivity levels. They 

scored high on all the dimensions in which the highest mean scores went to respecting other 

cultures (M = 4.20), interaction enjoyment (M = 4.10), and interaction attentiveness (M = 3.86). 

However, similar to the participants in Chao's (2016) study, the teachers were not confident in 

their intercultural ability, with the mean score for interaction confidence being the lowest (M = 

3.74). 

The results suggested that the participating teachers respect the values and beliefs of 

other cultures and do not withhold any judgment against culturally different people. They were 

open-minded and value the cultural differences of those they were in contact with. They were 

eager to interact with foreigners, enjoyed communication with them, and wanted to learn about 

other cultures. They were also attentive to subtle communication meanings made by their foreign 

counterparts and avoided forming a conclusion about culturally different others without careful 

consideration.  

Hence, Iranian EFL teachers were attentive, respectful, and empathetic to other cultures. 

They understood cultural differences, appreciated interactions with foreigners, and enjoyed 

building socio-interpersonal relationships with culturally different others (Chen & Starosta, 
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2000). The teachers’ high levels of intercultural sensitivity to other cultures were similar to 

studies by Nieto (2008), Jantawej (2011), and Petrović and Zlatković (2009). 

IC Knowledge 

Concerning IC knowledge that EFL teachers should possess, EFL teachers should be 

aware of their cultures with insightful knowledge about their cultural values, beliefs, and 

practices. They should know biases and stereotypes that they (may) have about their cultures and 

others to avoid them in interactions with culturally different people. They need to know 

substantially about foreign cultures in various aspects (e.g., practices, values, communication 

etiquettes, etc.) 

Expanding the scope of research to international settings, Sercu (2006) conducted a study 

with foreign language teachers of English, German, French and other languages to examine how 

foreign-language teachers’ IC self-concepts and teaching practices match the Foreign Language 

and Intercultural Competence (FLIC) teacher profile portrayed in existing theoretical 

frameworks. The international study was the author’s attempt to construct an international FLIC 

teacher profile that can apply to teachers from different countries. For this study, 424 secondary 

school foreign language teachers from seven countries (i.e., Belgium, Bulgaria, Greece, Mexico, 

Poland, Spain, and Sweden) were purposefully selected to participate in a web-based survey that 

included closed and a few open-ended questions.  

The data revealed that the teachers had substantial knowledge of the cultures related to 

the foreign language that they were teaching and were in frequent contact with those foreign 

cultures through media and traveling. They reportedly knew extensively about daily life 

activities and routines, traditions and values, tourist attractions, youth culture (e.g., dance, art, 

etc.), education, political systems, history, and different ethnic groups.  
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The university teachers in Xiaohui and Li (2011) did not know as much as international 

teachers in Sercu (2006) when their intercultural knowledge was primarily limited to surface 

levels. They admitted that they were most familiar with cultural features shown on social media, 

such as local people’s daily lives, living conditions, food, and drinks. They were also familiar 

with education systems and professional life in English-speaking countries due to their overseas 

experiences studying for their master’s or Ph.D. Programs. Xiaohui and Li (2011) revealed that 

although the teachers had spent several years in foreign countries (e.g., the UK, the USA, etc.), 

they were not confident in their knowledge of foreign cultures, as they admitted a lack of cultural 

knowledge. 

Except for one respondent who did not meet foreigners once, the participating teachers in 

Aleksandrowicz-Pędich et al. (2003) considered themselves familiar with foreign cultures. In 

response to open-ended questions in the questionnaire, they had fairly extensive exposure to 

other cultures, either by traveling for leisure (on holidays) or going on business trips (e.g., 

international seminars, workshops, exchange programs, etc.). A few teachers had worked or 

lived abroad for seven or eight years. The foreign countries they visited include the UK, the 

USA, and, less frequently, several countries in Europe, Asia, and Africa. They claimed that 

because of the extensive exposure to other cultures, they became more aware of their lifestyles 

and cultures and learned about the world.  

However, it is not provided in the study what knowledge domains (e.g., routines and 

practices, values, etc.) the teachers were familiar with. It is overwhelmingly acknowledged that 

they did not receive systematic training of IC, which partly caused a lack of confidence in these 

teachers: “[they] rarely feel qualified or confident enough to delve into intercultural 

communication” (p. 11). They considered themselves outsiders who did not possess the privilege 
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to become cultural experts because they did not belong to that culture (Mostafaei Alaei & 

Nosrati, 2018). The findings corroborated Luk’s (2012) findings in which the EFL teachers 

admitted their inadequacies in knowing and explaining complex ideologies and lacked 

confidence in IC, compared with their native English language colleagues. 

IC Skills 

In terms of skills, EFL teachers should possess empathy toward foreign cultures and 

demonstrate strong verbal and nonverbal communication skills in interactions with people from 

other cultures. Accordingly, they should be able to perceive intercultural situations based on 

different cultural perspectives and consider culturally different others’ feelings in their response. 

EFL teachers should also know verbal and nonverbal communication etiquettes for different 

cultures, including theirs, and use their skills to successfully negotiate shared understanding 

between them and people from other cultures.  

The study mentioned above by Chao (2016) also examined intercultural communication 

skills in 356 Taiwanese EFL teachers, using a self-report 6-point inventory. The author reported 

that the EFL teachers possessed strong communication abilities with culturally different others 

(M = 4.86). Most of the teachers in Chao’s (2016) study felt confident about their ability to 

communicate with people from other cultures. They were self-assured that they could hold 

conversations (M = 4.58) and build rapport with culturally different people.  

The data from the follow-up interviews revealed that over a third of the teachers (36%) 

improved intercultural communication skills by increasing exposure to cultures of English native 

speakers through traveling, higher education, and reading target culture literature (e.g., British, 

American literature, etc.). A third of them (N = 117, 32.9%) still did not feel competent in 

communicating non-verbally with foreigners (M = 3.98).  
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They admitted that they did not substantially know the cultural norms and social 

expectations of target cultures due to the lack of intercultural materials and exposure to English-

speaking cultures. Interestingly, only three teachers believed that it is more important for 

teachers to have open-mindedness and willingness to learn, which should be translated into 

English language teaching to teach students to be “a sensitive observer and active learner” 

(Chao, 2016, p. 88). 

IC Inter-Component Correlations 

A few studies have attempted to compare the levels of IC aspects and the inter-

correlations between the IC components.  

Saricoban and Oz (2014) investigated to what extent Turkish pre-service teachers of 

English perform ICC and whether factors such as gender and abroad experiences impacted their 

levels of ICC. A total of 89 EFL teachers completed a self-report questionnaire based on 

Deardorff’s (2006) theoretical framework. The questionnaire had 22 items, covering 

respondents’ knowledge (i.e., self-awareness, cultural information, linguistic knowledge, 

sociolinguistic awareness), skills (i.e., intercultural communication skills), and attitudes (i.e., 

intercultural respect, openness, and ambiguity tolerance) (Deardorff, 2006; Mirzaei & 

Forouzandeh, 2013). The data reported an overall high level of IC, of which the knowledge 

component had the highest scores, being notably higher than the attitudes and skills components.  

The correlation matrix for IC components showed a strongly positive relationship among 

the components compared to the overall IC levels (Saricoban & Oz, 2014). The three 

components were positively correlated with each other. Thus, the authors concluded a strong, 

consistent relationship between pre-service EFL teachers’ ICC levels and their attitudes, 

knowledge, and skills to communicate across cultures. With that being said, the study showed 



42 
 

that teachers who had high overall levels of IC were open-minded and respectful toward foreign 

cultures, knowledgeable about their cultures and others, and able to initiate and handle 

interactions with culturally different others. 

In a similar study that attempted to rank the levels of IC components and examined the 

correlations among the IC and intercultural sensitivity components, the aforementioned 

Mostafaei Alaei and Nosrati (2018) study found that Iranian EFL teachers had high levels of 

intercultural attitudes and skills and moderate levels of IC knowledge. The results showed that 

the highest mean score went to the skills component (M = 3.83), followed by attitudes (M = 

3.71), while knowledge had the lowest mean score (M = 3.21). The findings were similar to 

Zhou’s (2011) findings in which Zhou’s participants had the lowest mean score in the knowledge 

component. Mostafaei Alaei and Nosrati’s (2018) findings conflicted with the findings in 

Saricoban and Oz (2014) because Saricoban and Oz’s pre-service teachers had the knowledge 

components as the highest level of all.  

Concerning the inter-component correlations, Mostafaei Alaei and Nosrati (2018) 

affirmed the components of IC and intercultural sensitivity were closely related and mutually 

affected (Chen & Starosta, 2000; Sarwari & Abdul Wahab, 2017; Mostafaei Alaei & Nosrati, 

2018). 

Attempting to examine pre-service EFL teachers’ ICC in China, Lei (2020) conducted a 

self-rating survey with 186 pre-service teachers, using Zhong et al.’s (2013) “Intercultural 

Communication Competence Self Rating Scale.” The survey showed a moderate result in 

teachers’ ICC score (3.20), in which attitudes scored the highest (3.87). The authors concluded 

that the pre-service teachers had high intercultural attitudes through the willingness to 

communicate with people from other cultures. Furthermore, they were moderately aware of 
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cultural differences and were willing to adopt a critical stance towards cultural differences. In 

addition, they possessed an average socio-linguistic competence (3.28) and intercultural skills 

(3.23) to cope with cross-cultural communication. However, the researchers cautioned that 

although these pre-service EFL teachers had positive intercultural attitudes, their intercultural 

knowledge and linguistic competence were insufficient in intercultural interaction.  

In summary, the existing literature in foreign language teachers’ IC levels revealed that 

while most foreign language teachers were open and curious about foreign cultures, they 

preferred native speaking cultures (e.g., the USA, the UK) and native speakers. As for 

knowledge, most foreign language teachers knew primarily about foreign cultures at surface 

levels (e.g., routines and daily practices, values and beliefs, art, etc.) without going deeper into 

complex issues.  

They overwhelmingly did not feel adequate and confident as an intercultural role model 

and considered themselves outsiders of the foreign culture they were teaching. There were also 

strong inter-component correlations among the components of IC and overall IC levels. Thus, the 

existing studies indicated that the role of English as a lingua franca was insufficiently 

emphasized (Aleksandrowicz-Pędich et al., 2003). 

Research on Teachers’ Perspectives of IC and Explicit IC Teaching 

As for attitudes toward the teaching of IC in English language classrooms, FLIC teachers 

should value the importance of IC teaching in English language education and want to assist 

their students in IC learning. They should have clear goals and learning objectives for IC 

education and have appropriate language teaching and culture teaching priorities. When choosing 

materials, teachers should choose materials that present different cultures of both native and 

nonnative speakers. They should not advocate a minority of English-speaking cultures as target 
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cultures or “optimal models.” They should emphasize helping their students to become open-

minded and curious about other cultures and their cultures. 

Xiaohui and Li (2011) is a national project pilot study examining teachers’ perspectives 

on ICC and ICC teaching in the Chinese English language classrooms. The participants included 

30 college-level teachers who taught the English language to English-major and non-English-

majored undergraduates and graduates. The participating teachers have obtained PhDs and MAs 

and have spent time overseas.  

The findings were inconclusive about the teachers’ attitudes toward the teaching of IC. 

The authors claimed that the Chinese teachers were positive about teaching IC in their 

classrooms. Many of the respondents wanted their students to become interculturally competent 

speakers and considered it was crucial to assist students in promoting their IC. One teacher 

shared, “teaching culture is as important as teaching the target language in an English language 

classroom, and all students should acquire IC” (p.185).  

They believed that IC could be acquired in English language classrooms. However, when 

asked about the objectives of English language education, most of the participants believed that 

the main goal of English language teaching was to develop students’ English language skills for 

their future career and education (M = 7.79). 

Regarding which cultures to teach, the focus was still on cultures of English-speaking 

countries (M = 6.32). The choice of teaching all foreign countries had a significantly low mean 

score (M = 2.30). They focused more on cultures of English-speaking countries while neglecting 

developing students’ attitudes and knowledge toward foreign cultures in general. Interestingly, 

understanding one’s own culture and identity was not a teaching priority for many teachers (M = 



45 
 

3.13). Hence, the Chinese EFL teachers have a vague conceptualization of IC teaching in English 

language teaching despite their strong desire to help their students develop IC. 

Teachers’ attitudes as to the objectives of English language education in Xiaohui and Li 

(2011) were similar to the findings in the study as mentioned earlier by Chao (2016) on 

Taiwanese teachers. The teachers in Chao (2016) believed that the goal of English language 

education is to develop English learners’ proficiency skills (M = 5.02) and prepare them for 

standardized English tests (M = 4.32). Therefore, many of them did not see the importance of 

teaching IC in English language classrooms.  

When they had to teach IC, many of them preferred teaching cultures of native speakers 

to other cultures (M = 4.73). The reason was that, for them, only English language that is spoken 

by native speakers of particular western countries such as the USA, the UK, Australia, etc., is 

standard English, and hence, only cultures of these countries should be taught in schools (M = 

5.00). Slightly over half of the teachers (57%) thought it was necessary to help English students 

understand world Englishes and other cultures. They also favored using English language 

materials designed and developed by NESs because they believed they were of higher quality 

than materials developed by nonnative educators (M = 4.79). 

Luk (2012) examined teachers’ views and practices of integrating cultural teaching 

within English language classrooms in Hongkong. The author conducted individual semi-

structured interviews with 12 native and non-native English language teachers in a Hong Kong 

secondary school. Luk (2012) reported similar findings on native and nonnative language 

teachers’ perspectives of the objectives of English language education.  

While most of the participants were unanimously positive about IC integration into 

foreign language classrooms, they were ambivalent about how and why culture should be taught. 
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They were most concerned about developing students’ English language proficiency, such as 

lexical and phonological knowledge, and used culture teaching solely to “demonstrate or to apply 

the language” (p.255) (Larzen-Ostermark, 2008; Luk, 2012, p. 255). 

Since teachers had to prepare students for examinations, they viewed culture teaching as 

“a special treat, a lesson sweetener, or an appetizer before the main course” (Luk, 2012, p. 256). 

Examples included a nonnative teacher’s use of funny YouTube videos in breaks to help her 

students learn new words or a native teacher’s use of movies to reward his students when they 

finished writing their essays.  

Pressure from assessment requirements and examinations were major factors that decided 

whether teachers integrate cultural teaching into their instructions. They shared similar concerns: 

“What’s the purpose of learning all these [about traveling and clothing] if they are not assessed?” 

(Luk, 2012, p. 255). Hence, while the interview data showed positive attitudes that the teachers 

possessed toward the importance of culture (including popular culture) in English language 

education, the teachers admitted having uncertainties and sometimes even contradictory feelings 

regarding the purposes and the methods of integrating culture teaching into ELT. 

Aleksandrowicz-Pędich et al. (2003) conducted a qualitative study on English-language 

and French-language teachers' views on IC teaching in their classrooms. A total of 47 

questionnaires were collected from teachers of English from 10 European countries and 15 

questionnaires for the French group from 7 European countries. The questionnaire had six open-

ended questions and was analyzed using textual analysis.  

The qualitative data showed that all the foreign language teachers were aware of the 

importance of IC in foreign language learning, considering it as being “inseparable from teaching 

English” (p.14). Hence, they were positive about teaching IC in language classrooms. They 
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echoed each other about raising students’ intercultural awareness and skills through activities in 

foreign language instruction because “without ICC, students will be unable to make sense of the 

communication process despite their grammar and vocabulary.” (p.14). Some teachers even took 

it as a socio-political act to teach IC because they can help their students “become more tolerant 

and do away with prejudices […] which in the long run helps the world come closer and is the 

best remedy against discrimination” (p. 13). 

The teachers were able to point out some major advantages that IC acquisition can bring 

to their students, including helping them to know more about their cultures and other cultures, 

increasing critical thinking skills, and possessing a good foundation for education in Europe, etc. 

(Aleksandrowicz-Pędich et al., 2003). In response to prioritizing language teaching or culture 

teaching in foreign language classrooms, the teachers claimed that there was no definite weight 

to each of them. Rather, language teaching and culture teaching should be given priority 

appropriately at different times, depending on various factors such as students’ proficiency 

levels, social expectations, etc.  

One aspect that is worth noting is most of the teachers perceived IC as more a theoretical 

or idealistic field that was not as concrete and realistic as grammar and language skills. It could 

be inferred that these teachers might be positive about IC and IC teaching but might not teach IC 

in similar ways as they do with language teaching (Aleksandrowicz-Pędich et al., 2003). 

In short, the literature is still inconclusive about nonnative English language teachers’ 

perspectives of IC and the explicit teaching of IC in English language education. While 

nonnative English language teachers were shown to be overwhelmingly positive about 

integrating culture and language teaching, they showcased an ambivalence in the position of 

culture teaching in English language education. They did not see the possibilities of teaching 
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culture in their classrooms nor how to improve the integration. Thus, it could be concluded that 

foreign language teachers may possess sufficient attitudes, knowledge, and skills necessary in the 

“foreign cultural approach” (Risager, 1998), but they may not be adequate to become FLIC 

teachers with a stronger emphasis on intercultural teaching than ever before (Sercu, 2006).  

Research on IC-Focused PD MOOCs 

This section presents the existing literature on IC-focused MOOCs for nonnative English 

language teacher PD. As there is a scarce number of studies researching the impacts of MOOCs 

on nonnative English language teachers’ IC and IC teaching, this section used the literature in 

telecollaboration and virtual exchange programs.  

MOOCs’ Impacts on Teachers’ IC Performance 

Raluy and Szymańska-Czaplak (2019) conducted a study on how telecollaboration 

impacted the development of intercultural sensitivity of pre-service EFL teachers. The data came 

from 23 pre-service English-language teachers from Spain and 23 from Poland who participated 

in a 10-week international telecollaborative exchange program delivered via Gnomio - a Moodle 

platform.  

Using Chen and Starosta’s (2000) Intercultural Sensitivity Scale questionnaire, Raluy and 

Szymańska-Czaplak (2019) found that telecollaboration was impactful in developing the pre-

service teachers’ intercultural sensitivity. The authors found notable improvements in the pre-

service teachers’ attitudes. They reportedly became more open-minded and learned to value each 

other’s cultures. They were more respectful and curious, wanting to learn about their partners’ 

culture.  

Internally, they saw changes in the way the teachers positioned their cultures in the world 

to become more ethno-relative (i.e., realizing that neither of their cultures was better than the 
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other). Externally, the teachers reported that they stopped avoiding cross-cultural interactions. 

Instead, they felt more comfortable and knew how to converse with culturally different others. 

The authors concluded that telecollaboration could be used to provide exposure to other cultures 

even within a short time window (10 weeks). It might be a superficial interacting experience for 

some, but it could be a point of departure for EFL teachers’ further IC development (Raluy & 

Szymańska-Czaplak, 2019). 

Fajaria and Abdulrahman (2021) carried out a qualitative study to explore to what extent 

e-IC-focused online courses and MOOCs affected EFL teachers’ IC and their perspectives 

toward IC. The data came from one-on-one interviews with three Indonesian college-level 

lecturers who had extensive experience with online PD and American English MOOCs as 

participants and/or instructors. The author of this present study assumed these MOOCs belonged 

to the AE MOOC program funded by the Department of State that this present study examined 

due to the widespread of the AE-MOOC program, the location of the U.S. Embassy in Indonesia, 

and the massive professional nature of MOOCs.  

The data revealed the positive impacts of MOOCs on EFL teachers’ IC. They considered 

online training and MOOCs to help them to become interculturally competent. In the interviews, 

they said that thanks to the MOOCs, they were open-minded toward other cultures and could 

tolerate intercultural uncertainties and ambiguity. In addition, they appreciated the diversity, 

which was shown in their enjoyment when teaching students from diverse cultural backgrounds. 

From the findings, the authors affirmed that IC-focused online courses and MOOCs positively 

affected the IC performance of the EFL teachers.  

Lehotska (2021) examined the impacts of virtual intercultural exchange programs and 

their practical design in the Slovak context. The data came from an online survey, interviews, 
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and artifacts completed by 25 experienced Slovakian EFL teachers who had passed the national 

or European quality standards and extensive virtual exchange experience (e.g., eTwinning). 

Based on the study results, one of the most significant benefits that the successful EFL teachers 

gained from the virtual exchange was developing their IC performance through peer sharing. The 

teachers claimed that by sharing with peers and learning cultural values and teachers’ best 

practices from their international peers, they became more aware of other cultures and respected 

their values. Thus, the author concluded that the virtual PD experience significantly contributed 

to the EFL teachers’ IC performance (Lehotska, 2021). 

One surprising finding the author noted from their participants was that most of those 

who used virtual exchanges in their classrooms were experienced teachers. This finding was in 

line with Gilleran’s (2019) study on European teachers and contradicted several studies affirming 

younger teachers were better at using technologies in English language teaching (Flanagan, 

2013). As a result, Lehotska (2021) recommended that more virtual training opportunities in IC 

be provided for EFL teachers, especially for novice teachers as they begin their careers. 

MOOCs’ Impacts on Teachers’ Perspectives of IC and IC Teaching  

In the qualitative study with Indonesian college-level lecturers mentioned above, Fajaria 

and Abdulrahman (2021) found positive impacts of online training and PD MOOCs on EFL 

teachers’ perspectives of IC in their classrooms. The Indonesian EFL teachers agreed that the 

online training and PD MOOCs enabled them to realize that IC was a basic skill needed in cross-

cultural interactions. They added having IC helped people avoid consequences and 

misunderstandings due to the lack thereof, communicate better, and especially, understand other 

cultures and culturally different others.  
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The teachers acknowledged the need for EFL teachers to have good IC because it would 

aid them tremendously in teaching diverse classrooms. From their perspectives, good lesson 

plans were those that suited students’ cultural backgrounds and interests. They also emphasized 

the need for a compelling IC for teachers. They were proud of and committed to the idea that 

EFL teachers should be intercultural role models for their students. On the ideal profile of 

interculturally competent EFL teachers, they affirmed that “interculturally competent teachers 

are those who can accept all the differences in class, […] are able to handle the conflict and 

make sure students can work cooperatively in a team.” 

Factors for PD MOOCs’ Impacts 

Due to the recent introduction of MOOCs in online teaching and learning, there is still a 

limited number of empirical studies conducted on the effectiveness and design of MOOCs for 

EFL teacher PD. The research on MOOC participants and MOOC artifacts is still limited for this 

population. 

Yousef, Chatti, Schroeder, and Wosnitza (2014) action research studied design criteria 

for designing and implementing MOOCs from pedagogical and technological perspectives. The 

researcher conducted the study with both professors and MOOC participants, amounting to 98 

professors and 107 MOOC participants in his sample. The findings show that scaffolding, 

collaboration, and self-organizing are essential components for a successful MOOC. 

Yousef et al.’s (2014) findings align with Gamage, Fernando, and Perera’s (2015) study 

later when they found that MOOC participants tend to consider ten dimensions when evaluating 

MOOCs success: 1. Interaction, 2. Collaboration, 3. Motivation, 4. The network of 

Opportunities, 5. Pedagogy, 6. Content, 7. Assessment, 8. Usability, 9. Technology, 10. Support 

for Learners. 



52 
 

Using a course survey, Milligan, Margaryan, and Littlejohn (2013) analyzed MOOCs’ 

structural design quality. The researchers came up with ten principles of instruction upon which 

a MOOC’s quality can be evaluated. These principles comprise problem-centered, activation, 

demonstration, application, integration, collective knowledge, collaboration, differentiation, 

authentic resources, and feedback. The questionnaire was based on Margaryan and Collis’ (2005) 

Course Scan instrument. The findings show that the majority of the MOOCs did not have the 

measure present. 

Finally, Hone and El Said (2016) investigated the factors that contribute to high MOOC 

retention. A high dropout rate is an issue for MOOCs with an average completion rate of below 

10 percent (Alraimi, Zo, & Ciganek, 2015). The authors examined the impact of three main 

components of the MOOC courses on the retention of voluntary MOOC participants from Cairo. 

These MOOC components include experiences with the instructor, experiences with other 

learners, and experiences with course design elements. 

Interestingly, the results show that those who completed the course affirmed that the 

content was compelling and appropriate, while those who did not complete cited such issues as 

the content being too difficult or technical or had too many modules and hence, were boring. 

This “negative experience” group also noted a lack of interaction with the course instructor for 

feedback and with the other MOOC participants. These were the prime reasons for their dropout. 

In addition, the findings suggested an observed negative relationship between the length of 

videos and other course content and propensity to complete. These findings are valuable in 

informing future design and creating the instrument for MOOCs in general (Hone & El Said, 

2016).  
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Fajaria and Abdulrahman (2021) claimed that e-learning allowed EFL teachers to 

improve their IC, share cultural values and practices with people from other cultures, and build 

professional networks. As for reasons they appreciated e-learning, the EFL teachers remarked 

that e-learning helped them learn how to conduct online courses, provided them with resources, 

and gave them flexibility and time management. However, the drawbacks of online courses, as 

they reflected, were mainly weak internet connections.  

In the mixed-method study with 25 successful EFL teachers in Slovakia described above, 

Lehotska (2021) found that the practical design of virtual intercultural exchanges necessitated 

opportunities for peer exchange and collaboration with explicit task instructions. First, the 

teachers showed appreciation toward insightful discussion and effective collaboration, enabling 

them to engage in meaningful discussions and end-products. In their words, “Collaboration of 

the team is important. We discuss, help each other, improve our skills together, and learn about 

new applications that can be used to fulfill the project's goals.” Second, through online PD and 

MOOCs, the teachers could expand their professional network with international peers. They 

reported that attending an online intercultural exchange gave them a sense of belonging to an 

international teaching community.  

DeIaco, Samuelson, Grifenhagen, Davis, and Kosanovich (2021) conducted a thematic 

analysis with 418 educators participating in an online PD course on early reading instruction. 

Using the data from discussion forum contribution and course surveys, the authors found that 

interactive activities, videos, and discussion forums were design components that contributed to 

teacher reflection.  

In conclusion, empirical research on the effectiveness of MOOCs and design components 

is still scarce for English language education PD in developing countries. Also, the findings are 



54 
 

still mixed. Given the research situation on MOOCs for this population of teachers, more future 

research needs to be conducted to bridge the significant research gap to better evaluate MOOC 

quality. 

Summary of Chapter 2 

In summary, this chapter presented the existing literature to build the rationale for this 

study. Accordingly, it first provided an overview of nonnative English speakers’ status and the 

state of the art of culture and IC teaching in English language education to ground the study in 

the current events in the field. This chapter then discussed previous studies on IC performance 

and perspectives of IC and explicit IC teaching of nonnative English language teachers. Finally, 

this chapter presented empirical research on IC-focused PD MOOCs, telecollaboration, and 

virtual exchanges for nonnative English language teachers.  
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CHAPTER 3: METHODOLOGY 

This chapter detailed the use of a mix-method design with topic modeling and qualitative 

analysis (Bansal, Gualandris, & Kim, 2020; Isoaho et al., 2021; Nikolenko et al., 2017) to 

examine the performance and perspectives toward IC and IC teaching in the English language 

classrooms of nonnative English language teachers in developing countries. First, the researcher 

described the research contexts and the participants that yielded the data for this study. Next, she 

described the data collection and data preparation. She then detailed the data analysis with topic 

modeling and qualitative analysis. Efforts to establish validity and reliability were depicted. 

Finally, the researcher shared the position statement, reflecting on her background and 

experience that potentially affected how she interpreted the findings. 

Study Description 

The purpose of this case study was to explore how nonnative English language teachers 

in developing countries demonstrate intercultural competence and perceive IC and IC teaching in 

English language education. This study also examines how PD via MOOCs impacted the ways 

nonnative teachers perform and perceive IC and IC teaching. The data were collected from the 

discussion forums in a five-week IC-focused MOOC and were analyzed using topic modeling 

and qualitative analysis (Bansal et al., 2020; Isoaho et al., 2021; Nikolenko et al., 2017). By 

understanding the IC performance and perceptions of nonnative English language teachers in 

developing countries and the impacts of PD MOOCs on teacher training, the study shed light on 

IC education in English language classrooms in developing countries. The following questions 

guided the research design of the study: 

1. How do nonnative English language teachers in developing countries demonstrate their 

own IC in an IC-focused MOOC? 
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2. How do nonnative English language teachers in developing countries participating in 

an IC-focused MOOC perceive the importance of IC for their English language students and the 

importance of explicitly teaching IC in English language education? 

3. How does the intercultural competence-focused MOOC impact the intercultural 

competence and perspectives toward intercultural competence of nonnative English language 

teachers in developing countries from their perspectives? 

Research Context 

This case study examines the IC performance and perspectives toward IC and IC teaching 

of nonnative English language teachers in developing countries and the impacts of an IC-focused 

MOOC on teacher PD. The research context was set in a MOOC that was a part of the AE-

Teacher program funded by the US Department of State. It was a series of MOOCs intended to 

provide PD opportunities for nonnative English language teachers in developing countries in 

various English-related skills such as grammar, pronunciation, intercultural competence, critical 

thinking skills, etc.  

This study examined an IC-focused MOOC of the AE program, entitled “Integrating 

Critical Thinking Skills into the Exploration of Culture in an English as a Foreign Language 

(EFL) Setting.” The 5-week MOOC was delivered asynchronously from February 19 to March 

26, 2018, aiming to build IC capacity and teaching pedagogy for nonnative English language 

teachers in developing countries through critical thinking. By doing so, this MOOC intended to 

encourage and enable nonnative English language teachers worldwide to integrate IC into their 

teaching contexts effectively. With that goal, the objectives of this MOOC (United States 

Department of States, 2019 September 30th) were as below: 

• The MOOC participants will be able to define critical thinking 



57 
 

• The MOOC participants will be able to describe themselves as cultural beings in 

relationship to their own and other cultures 

• The MOOC participants will be able to develop their own beliefs about the 

teaching of culture in their context 

• The MOOC participants will be able to learn and teach IC by practicing 

observation, multiple perspective analysis, and self-reflection 

• The MOOC participants will be able to integrate the teaching of critical thinking 

skills across lesson plans 

• The MOOC participants will be able to design appropriate assessment tools for 

lessons on culture and critical thinking 

The MOOC was delivered asynchronously and contained materials and activities that 

allowed the participants to download and work offline at their convenient time and space within 

the allotted time windows. The main activities in each unit included reading comprehension, 

short videos, follow-on quizzes, pedagogical activities, self-assessment, and discussion. In 

addition, the MOOC discussion forums were moderated by seven discussion forum facilitators 

who frequently provided feedback and encouragement to many individual posts. Figure 3.1 

shows the discussion forums with the number of posts per forum (or unit) on the right in lighter 

blue. 

 

 

 

 

 



58 
 

Figure 3.1 

The MOOC Discussion Forums

 

 

Participants 

The MOOC was open to English language teachers, teacher trainers, and ministry 

officials motivated to improve their IC and IC teaching and to share their gained knowledge with 

colleagues. Candidates were qualified for the course if they satisfied the following criteria 

(United States Department of States, 2017 Dec 07th): 

• Be an English language teaching professional 

• Have the ability to type in English well enough to perform online tasks promptly 

• Express an interest in learning IC and critical thinking skill teaching in order to 

apply the knowledge in the English language classrooms 
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• Have an understanding of English technical terms relating to computers and the 

Internet 

• Have basic digital literacy related to email, internet searches and 

downloads/uploads, logins/passwords, and e-file use (e.g., pdf, MS Word, Excel). Practical 

Applications in Listening and Speaking Skills participants require access to real-time tools such 

as Skype 

• Have the ability to complete academic work at a U.S. university level 

Three months prior to the MOOC opening, the calls for registration were announced on 

the webpage of the Bureau of Educational and Cultural Affairs of the U.S. Department of State 

(n.d.). In addition, short videos of the AE E-Teacher Program overview and alumni’ reflections 

on their learning experiences were uploaded on the official YouTube channels of the AE E-

Teacher Program (American English, 2019 May 06th) and of local U.S. Embassies (e.g., U.S. 

Embassy Kuala Lumpur, 2017 October 03rd). The RELO then sent the information and the 

registration links to the designated teacher population through email systems, university 

networks, professional organizations, and Facebook professional groups. Interested teachers had 

three weeks to apply for the MOOC before the registration deadline. 

There were 2,889 participants (out of 3,477 collected responses) fully completing the 

Welcome survey at the beginning of the MOOC. At the end of the MOOC, 727 participants 

completed the Exit survey, being 25.2% of the 2,889 “serious” MOOC participants. Since this 

MOOC was open to English language teachers, teacher trainers, and ministry officials 

worldwide, the researcher knew that the MOOC participants were not limited to nonnative 

English language teachers in developing countries.  
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As the researcher did not have access to the back-end information of the discussion 

forums to know the precise demography of the posters, the researcher conducted two following 

steps to ensure the discussion forum participants were nonnative English language teachers from 

developing countries. First, the researcher used information from the exit survey to determine the 

teacher posters’ nationalities by economies (i.e., developing countries or developed countries). 

The rationale for using the exit survey was because the literature has shown that those who 

participate in MOOC discussion forums tend to be more motivated and persevering than those 

who do not, and hence, are more likely to be in the exit survey group (Mustafaraj & Bu, 2015). 

Nationalities present in the exit survey were categorized as developing countries, developed 

countries, and countries in transition (United Nations, 2018). For this study, countries 

transitioning from developing to developed economies were considered as developing countries.  

Second, as the MOOC instructors encouraged the teacher posters to include their 

nationalities in their posts to facilitate the IC-focused discussions, the researcher used the 

information to manually exclude posts by native-speaking English language teachers and 

teachers teaching English in developed countries such as the USA. After these efforts, the 

researcher was aware that some posts from native English language teachers in developed 

countries might still have been included in the data sample due to the inability to match the 

individual teacher participants and posts with nationalities. However, the researcher used these 

two steps to minimize the inclusion of posts from teachers in developed countries. 

Most of the teacher participants resided mainly in developing countries (95%, see Figure 

3.2). Most of them lived in the Philippines, Brazil, and Mexico when they took the course (Table 

3.1). The teacher participants were well-educated. Most of them had completed bachelor’s and 

master’s degrees by the time they enrolled in this IC-focused MOOC (see Figure 3.3). Most of 
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them taught in primary schools, secondary schools, universities, and English language centers 

(Figure 3.4).  

Figure 3.2 

Teacher Participants’ Nationalities by Economies 
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Table 3.1 

Teacher Participants' Nationalities by Economies 
 

Developing Countries Countries in Transition Developed Countries 

Afghanistan 0.28% Indonesia 0.69% Pakistan 1.10% Albania 0.28% Bulgaria 0.14% 

Argentina 0.28% Iran 0.14% Panama 0.55% Armenia 0.55% Canada 0.14% 

Bangladesh 3.99% Iraq 3.03% Peru 1.10% Azerbaijan 1.79% Croatia 0.41% 

Bolivia 2.06% Jordan 0.55% Philippines 18.29% Belarus 0.96% Czech 0.14% 

Brazil 17.33% Kuwait 0.41% South Korea 0.14% 
Bosnia and 

Herzegovina 0.28% Greece 0.28% 

Burkina Faso 0.14% Laos 0.14% Saudi Arabia 1.65% Georgia 0.28% Italy 0.14% 

Cabo Verde 0.83% Lebanon 1.24% Senegal 0.14% Kazakhstan 0.96% Japan 1.10% 

Cambodia 0.55% Lesotho 0.14% South Africa 0.14% Kyrgyzstan 0.55% Netherlands 0.28% 

Chile 0.28% Malaysia 0.55% Sudan 0.41% Macedonia 0.83% Poland 0.14% 

China 2.34% Marshall Islands 0.14% Taiwan 0.14% Montenegro 0.41% Portugal 0.14% 

Colombia 0.14% Mexico 7.29% Thailand 0.41% Moldova 0.41% Romania 0.96% 

Côte D'Ivoire 0.28% Mongolia 0.41% Tunisia 0.28% Russia 0.96% Spain 0.14% 

Dominican 0.28% Morocco 2.61% Turkey 1.38% Serbia 0.14% Sweden 0.14% 

Ecuador 0.41% Mozambique 0.41% Tanzania 0.41% Tajikistan 0.14% The USA 0.96% 

Egypt 1.93% Myanmar 0.14% Uruguay 0.28% Ukraine 1.51%   
El Salvador 0.41% Namibia 0.14% Venezuela 0.28% Uzbekistan 0.83%   
Honduras 0.14% Nepal 1.79% Vietnam 2.34%     
Nigeria 0.14% Nicaragua 0.14% Yemen 0.14%     
India 1.38% Niger 0.28% Zambia 0.14%     

    Others 1.10%     
Note. N total = 727 participants, N nationalities = 87 countries, 95% from developing countries, 5% from developed countries. 
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Figure 3.3 

Teacher Participants’ Highest Level of Education 

 

Figure 3.4 

Teacher Participants’ Affiliated Institution 
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Data Collection 

Data Collection Approach 

The purpose of this study was to learn how nonnative English language teachers in 

developing countries performed and perceived IC in their English language classrooms in an IC-

focused MOOC (henceforth, the teachers or the teacher participants) and how the PD MOOC 

impacted their performance and perceptions. The data for this present study came from the 

discussion forums funded by the Department of State. This bottom-up approach to data 

collection - analyzing teacher dialogues - was suggested by 95% of U.S. institutional 

administrators for IC examination (Deardorff, 2006). Also, by using the data throughout the 5-

week MOOC, the study was able to explore teachers’ IC performance and perspectives over a 

period of time, and hence, could reflect the nature of the construct, which is hardly achieved by 

one-time assessment (Deardorff, 2006). 

This case study employed a maximum variation approach in the purposive sampling data 

collection strategies (Miles & Huberman, 1994). The purpose of this strategy was to capture the 

perspectives of as many nonnative English language teachers as possible who represent a wide 

variety of cultural experiences and backgrounds (Patton, 2015). With this maximum variation 

approach, the sample contained cases that are purposefully different from each other to reflect 

the massive and open nature of MOOCs in general and this MOOC in particular.  

All the teachers who participated in the discussion forums were included in the research 

as long as they met the selection criteria (e.g., being nonnative, not teaching in developed 

countries such as the USA, the UK). By doing so, the study was able to explore the patterns of 

the data to build an international profile of nonnative English language teachers in developing 

countries. 
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The MOOC Discussion Forums 

The discussion forums served as the main space in the MOOC for the teacher participants 

to respond to instruction prompts, reflect on their learning experiences, and learn from and with 

their peers. Literature has shown that participating in MOOC discussion forums could impact 

teaching performance (Chen, 2014; DeIaco et al., 2021; Treacy, Kleiman, & Peterson, 2002). In 

the discussion forums, the teachers were encouraged to post questions and reflections and discuss 

their experiences and concerns with their fellow participants (Rubin, Burkel, & Quan- Haase, 

2011).  

The discussion content was on the Canvas platform during and even long after the 

MOOC was completed, so the MOOC participants and instructors could review and reflect on 

their learning with peers, which contributed to the depth and inclusion of nonnative English 

language teachers’ PD (Treacy et al., 2002). Therefore, in this investigated MOOC, teacher 

dialogue in the discussion forum was an abundant source of data to understand their perspectives 

on IC and IC teaching (Deardorff, 2006). Table 3.2 describes the timeline and prompt for each 

week. 
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Table 3.2 

Discussion Forum Timeline 

Unit Prompt Due Date Number 

of posts 

Unit 1: 

Intercultural 
Encounters 

1. How might you use one or more of these concepts 

(listed above) in a lesson on culture with your 
students? 

25-Feb-18 4,201 

2. How could you present these ideas to your students 
for it to fit a) their level of maturity, b) their level of 

English, c) their level of IC, and d) their interests? 

Unit 2: 
Moving 

Through 

Cultures 

1. First, in one or two sentences, describe two or three 
of the micro-cultures that you move between in your 

life. 

4-Mar-18 3,546 

2. Is there one micro-culture where you feel like you 
change aspects of yourself to fit in? 

3. Is there one where you feel particularly at home? 

Unit 3: 
Culture 

Lessons in 
Your 

Classroom 

1. In two to three sentences, describe an idea from 
Frank's article "Raising Cultural Awareness in the 

English Language Classroom" that you would like to 
try in your class. 

11-Mar-
18 

3,126 

2. In another two to three sentences, tell us how you 

would need to adjust the activity to make it work with 
your students. As you explain this, include 

information about who your students are (such as 
English level, age). 

Unit 4: 

Descriptions 
vs. 

Interpretations 

1. Tell us the story. Be brief, but also include enough 

information for everyone to understand the story. 

18-Mar-

18 

3,024 

2. Tell us how you eventually realized that your 

interpretation was just an interpretation, not fact. 

Unit 5: Next 

Steps and 
Farewells 

1. What is the most important lesson that you learned 

through this MOOC, and how are you going to 
implement this in your classes? 

25-Mar-

18 

2,394 

Note. Highlight denotes the unit that was not examined for this study. 

Week Four discussion forum, the introductory forum, and the technical support forum 

were not used for the purpose of this study. The content of the discussion forum of Week Four 

focused on developing critical thinking skills. The introductory forum was where participants 

were asked to introduce themselves at the beginning of the MOOC (e.g., names, countries of 
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origin, learning purposes, hobbies, etc.). The technology support forum was where the MOOC 

participants asked for help with technological issues. As these three forums did not directly 

convey the content of the MOOC and did not address the research questions, they were not used 

for the data collection and analysis. The data came from the discussion forums of Week One, 

Two, Three, and Five (Nposts = 13,267). Figure 3.5 illustrated excerpts of one discussion forum, 

including instructors’ prompts and the teacher participants’ responses. 
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Figure 3.5 

 
An Excerpt of a MOOC Discussion Forum 
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Data Preparation 

The data used for this study were on the MOOC Canvas website, which made it 

impossible to analyze the data using topic modeling and qualitative analysis. As a result, the data 

needed to be scraped from the Canvas website and then cleaned before being ready for the data 

analysis. This section describes the data preparation procedures, including website scraping and 

data cleaning, to prepare the raw data for analysis. Figure 3.6 demonstrates the data preparation, 

data collection, and data analysis. 

Figure 3.6 

The Data Collection and Analysis 

  

 

 

 

Topic 

Modeling 

Data 
Cleaning 

Website 
Scraping 

Qualitative 

Analysis 
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Website Scraping 

The researcher used an automated browser with python language and the Selenium 

library (Muthukadan, 2018; The Python Standard Library, n.d.). The Selenium Python version 

3.5 was used. The automated browser allowed the researcher to go through each unit and open all 

the posts, taking all the data (e.g., posters’ names, timestamps, and content of posts) and then 

proceeding to the next page. The automated browser linearly scraped data (top-down). The data 

from each unit was collected separately into different files. 

Caution was taken to prevent server overload. Specifically, the researcher paused 

between scraping steps for a random amount of time. The researcher modified the Selenium 

script each time she wanted to scrape different units, changing the time parameter for finding the 

unit and the next page, naming each downloaded file differently, allowing a different maximum 

number of pages for each download, and allowing a different amount of time for each page to 

load. The researcher took these conservative measures to enable the web scraping to simulate 

human movements and human speed for all the steps, except for page processing (i.e., the 

amount of time it takes to click on something). Once the whole page was loaded, the program 

sped up and extracted data. 

As for hidden replies, the automated browser was programmed to find all the Show all 

comments and then load all hidden replies and pages. The researcher programmed it to recognize 

posts by certain style elements, get all those elements, and process them. The web scraping 

process resulted in four excel files for the four discussion forums (one file per one discussion 

forum). Each file included three columns: posters, timestamps, and content of posts, which 

provided the data for further analysis. The data, however, were still in an unorganized fashion 
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and contained a lot of errors (e.g., mismatched columns, spelling errors, blank cells). Hence, the 

researcher started the manual data cleaning phase to refine the raw data.  

Data Cleaning 

Data cleaning or data pre-processing was conducted manually by going through all the 

columns and content of the excel files. This process determined four common issues that needed 

to be fixed, including grammatical and spelling errors, the misplaced content of posts (i.e., the 

content of posts appearing in the author column or timestamp columns and vice versa), the use of 

non-content content (e.g., emojis) in the text column, and a few blank cells in the content of post 

column.  

Accordingly, the researcher had one research assistant manually go through all the 

columns of the excel files and fix these issues as they arose. The misspelled words were 

corrected. “Non-content,” such as emojis, was removed (Inglis et al., 2018). The misplaced 

content of posts and the blank cells were compared with the equivalent content in the discussion 

forums and fixed appropriately. However, the grammatical errors were reserved for two reasons. 

First, as the topic modeling analyzed the text at the word level, grammatical errors did not affect 

topic modeling results. Second, grammatical errors were inevitable for those who did not speak 

English as their first language. Keeping grammatical errors helped reflect the authentic nature of 

the Nonnative English language teachers’ English language proficiency. After the data cleaning, 

the data could be used with topic modeling and qualitative analysis for the data analysis.  

Data Analysis 

This present study employed a combination of topic modeling and qualitative analysis to 

examine the IC performance and the perspectives toward IC and IC teaching of nonnative 

English language teachers in developing countries. The use of mixed-method research to 
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examine IC in online courses was recommended by existing literature because the concept of IC 

was too complex to be fully measured using one tool (Deardorff, 2009). Also, the use of topic 

modeling and qualitative analysis in dealing with big qualitative data has been suggested by the 

literature (Isoaho et al., 2021; Nikolenko et al., 2017), in which topic modeling has proven 

helpful in the early stage of big qualitative data analysis (Chen, 2014). As it was argued that 

topic modeling might not find topics that potentially answer desired research questions, the 

researcher purposefully mapped the research questions to the MOOC discussion prompts (see 

Table 3.2). 

The data analysis has two separate consecutive phases in which Phase One is topic 

modeling, and Phase Two is qualitative analysis. Specifically, in Phase One, the researcher used 

topic modeling to find the number of topics in each MOOC discussion forum and to find 

important characteristics of the data (e.g., top ten keywords for each topic, which revealed the 

most representative posts for each discussion forum). The information allowed the researcher to 

make educated hypotheses about each discussion forum's topics and later reduce the data for the 

purposive sampling for the qualitative analysis. After that, the researcher proceeded to Phase 

Two by performing qualitative analysis, manually coding the purposive sampling data to explore 

further the themes of the qualitative data. This section described why topic modeling and 

qualitative data analysis should be used together and how they analyzed the teacher dialogue.  

Topic Modeling 

As the dataset was huge, it was beyond the capabilities of manual coding in the 

traditional qualitative research methods (Blei et al., 2010; Mountford, 2018). Therefore, in this 

study, the researcher used topic modeling to gain an overall understanding of the dataset (based 
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on the number of topics and the top keywords) and to reduce the data for the purposive sampling 

for the qualitative analysis (based on the top keywords and the topic percentage contribution).  

Instruments 

This study employed Python libraries of Latent Dirichlet allocation (LDA) for natural 

language processing (The Python Standard Library, n.d.). It was the most widely used topic 

modeling algorithm (Blei et al., 2003. Using contextual clues from probabilistic word 

distribution, LDA identified and grouped words with similar meanings and set them apart from 

the other groups of words (McCallum, 2002). The purpose was to uncover hidden topics - the 

most representative themes - of the text corpora. A topic is a probability distribution over words 

(Blei et al., 2003).  

Pre-processing  

Before the data were sorted through topic modeling algorithms, they needed to be pre-

processed. The libraries used for the pre-processing were pandas DataFrame library, Spacy 

library, and NLTK libraries. All the datasets (i.e., the 12 Word documents) were uploaded onto 

pandas DataFrame library to manipulate the tables in the Word documents.  

Next, the dataset went through several pre-processing steps, using the Spacy library and 

NLTK library. Each sentence in the dataset was broken down into individual words (tokens). 

After the tokenization, stop words – words with very little meaning (e.g., a, an, the, and, etc.) 

were removed from the dataset to reduce the noise in the natural language data processing. After 

unnecessary words were removed, the rest of the dataset was assigned Parts of Speech (POS) 

tags. The purpose of this step was to identify what parts of speech the words are, based on the 

contexts and definition, to capture the meaning of sentences and the relationship between words.  
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After this, the dataset went through lemmatization to prevent data duplication (Balodi, 

2020; Data Camp, n.d.; Jabeen, 2018; Stanford, n.d.). Lemmatization reduces inflected words to 

their root words (i.e., “a lemma” or “lemmas”). For example, in lemmatization, “saw” (if POS 

was a verb) became “see” while “saw” (if POS was a noun) became “saw.” The researcher did 

not perform stemming because stemming might return words that were not actual words because 

stemming simply chops off the suffixes or prefixes attached with a word (Balodi, 2020; Data 

Camp, n.d.; Jabeen, 2018; Stanford, n.d.). After all the tokens were reduced to their lemma, stop 

words, if any, were removed once again to refine the dataset. The output of the pre-processing 

phase was a dictionary of this present study that was based on the original dataset.  

Model Training and Results 

The genism library (an important library for LDA NLP) was used to prepare the topic 

model. First, the researcher performed topic coherence, based on the new dataset (i.e., the pre-

processing output), to find the optimal number of topics of each unit (Kapadia, 2019; Kumar, 

2018). The highest the coherence score was, the most optimal the number of topics was. The 

researcher chose topic coherence, instead of perplexity, due to perplexity limitations (Kapadia, 

2019; Kumar, 2018). The results showed that the optimal number of topics for each discussion 

forum was four topics for units 1 and 3 and 2 topics for units 2 and 5 (see Figure 3.7). 
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Figure 3.7 

Coherence Score Results 

 

After knowing how many topics each discussion forum possessed, essential 

characteristics of the dataset (e.g., number of documents by topic weightage, dominant topics, 

topic contribution percentage, topic keywords, and representative texts) were sought. The 

number of dominant topics and the top keywords for each topic enabled the researcher to make 

educated hypotheses and gain an overall understanding of the dataset. Also, these essential 

characteristics of the data (i.e., top keywords, topic contribution percentage, etc.) enabled the 

researcher to know the most representative posts for each topic, which allowed the use of 

 

Unit 1 Unit 2 

Unit 3 Unit 5 
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purposive sampling (based on topic contribution) to reduce the data for the qualitative analysis 

phase. 

To illustrate the topic model training, for Unit 1, the researcher ran topic coherence and 

found the optimal number for this unit to be four, ranging from 0 to 3 (the highest coherence 

score = 4). After that, the researcher discovered essential characteristics of the dataset (e.g., 

number of documents by topic weightage, dominant topics, topic contribution percentage, topic 

keywords, and representative texts; see Figure 3.8). For example, for Unit 0, the top ten 

keywords allowed the researcher to make educated hypotheses about topic 0, which are that the 

nonnative English language teachers understood that different cultures have different cultural 

values and that they were interested in learning about other cultures and teaching these cultural 

values to their students. Also, these crucial characteristics enabled the researcher to find out 

which posts were the most representative and the least representative posts for topic 0, based on 

which the researcher decided which posts to be used for the following phase of qualitative 

analysis. 

However, it was not always easy to understand the messages of the topics, and it was not 

possible to know when the researcher’s interpretation was correct. As Isoaho et al. (2021) 

warned, topic modeling was insufficient to understand and interpret the data correctly without 

considering the context of the data. Therefore, the researcher decided to use qualitative data 

analysis to explore further the dataset's content with the topic modeling results. 
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Figure 3.8 

Number of Documents by Topic Weightage and Top Ten Keywords 

 
Unit 1 Unit 2 

Unit 3 Unit 5 
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Qualitative Analysis 

Qualitative data analysis is a traditional research method widely used in education 

(Creswell, 2013; Miles & Huberman, 1994). The use of qualitative analysis provided an insight 

into the phenomenon studied in the research (Creswell, 2013). For this study, qualitative coding 

and analysis were performed in Atlas.ti 9 software program.  

Data Preparation 

The topic modeling algorithms produced output in excel format in tables whose columns 

contain information about the dominant topic, topic percentage contribution, keywords, and text 

(i.e., teachers’ posts). However, as the text was in the form of tokens (due to the tokenization 

step in topic modeling pre-processing), the researcher could not perform a qualitative analysis. 

Hence, the researcher assembled the topic modeling results with their original data source. This 

list was called the master list of the dataset. There were four master lists for the four discussion 

forums (see Table 3.3 for the illustration). 
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Table 3.3 

 

Discussion Forum Topic Modeling Master List 
 

  

Doc  

No. 

Dom 

Top. 

Topic 

Perc. Cont 

Keywords Text Doc. No. TM IDs Text 

1117 1 0.97 understand, cultural, 

value, different, 
difference, teacher, 

learn, teach, people, 
language 

['concept', 'great', 

'instrument', 'teach', 
'experience', 

'achievable', 
'knowledge', 

'understand', 

'individual', 'act', 
'individual', 

'effective', 'strategy', 
'avoid', 'conflict', 

'difference', 'occur', 

'explain', 'strategy', 
'learn', 'integrate', 

'native', 'language', 
'medium', 

'instruction'] 

1117 1117 1) These concepts are 

great instruments to 
make your teaching 

experiences more 
achievable since you 

will be having 

knowledge and 
understand why 

every individual acts 
from the other 

individual. This is 

also an effective 
strategy to avoid 

conflicts when 
differences occur. 2) 

I will explain it to 

them the easiest 
strategy where they 

can express what 
they have learned 

using EFL and 

integrating native 
language as medium 

of instructions. 
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As Atlas.ti 9 was not compatible with excel format, the researcher transferred the master 

lists into Word documents, keeping solely the columns that were useful for the qualitative 

analysis, including dominant topic, topic percentage contribution, topic modeling IDs (to 

triangulate with the master list), teachers’ posts, and added Atlas.ti IDs (for qualitative analysis 

record). However, as the documents were too large for Atlas.ti coding and analysis (the Word 

documents range from 180-450 pages long each), the researcher divided the documents further 

into smaller documents based on the topics. The result of this phase was 12 Word documents 

(one document per topic).  

Figure 3.9 showcased a Word document prepared for Atlas.ti 9 software. Each word 

document has information on the number of topics and coherence score, the top keywords for 

that topic, the prompts for the week of the discussion forum, and the table of the posts. In the 

table of the posts, the posts were ranked in the decreasing order of the topic percentage 

contribution, from the most representative posts to the least representative posts.  

  



81 
 

Figure 3.9 

An Example of Atlas.ti 9 Data 

 

The Codebook Evolution 

The codebook went through several phases of modifications (see Figure 3. Based on the 

literature review of the intercultural competence models and assessments in EFL language 

classrooms presented in Chapter Two, at first, the researched developed a codebook of priori 
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codes (Decuir-Gunby, Marshall, & McCulloch, 2011; Ryan & Bernard, 2003) that were based 

mainly on the VALUE rubric that was based on Deardorff’s (2009) Pyramid Model and 

Bennett’s (1993) Developmental Model of Intercultural Sensitivity. The codebook contained a 

priori codes, definitions, and examples (Miles & Huberman, 1994). The researcher was also open 

to emergent and unusual codes as they arose (Creswell, 2013). 

Figure 3.10 

The Codebook Evolution 

 

However, the researcher found that Deardorff’s Pyramid Model and the VALUE rubrics 

were incompatible: the VALUE rubrics simplified Deardorff’s Pyramid Model by drastically 

reducing the number of IC components and subcomponents, leaving out the entire internal and 

external outcomes and a few other sub-components. Hence, the researcher could not capture the 

essence of the nonnative English language teachers’ IC performance.  

The researcher had several expert briefing sessions with Dr. Deardorff (the author of the 

Pyramid Model) to consult the codebook issues. After that, the researcher decided to develop a 

new codebook based mainly on Deardorff’s Pyramid Model. For the components and 

subcomponents that were not defined and elaborated in the Pyramid Model and Deardorff’s 

related works, the researcher used the information from the VALUE rubrics and the related 

literature, most of which was Bennett’s work because his work was considered as being 

influential in Deardorff’s Delphy study, according to its author (personal communication, 26th 

April 2021).  

A codebook 
(VALUE 
rubrics)

expert 
briefing 

a revised codebook 
(Pyramid Model + VALUE 

rubrics + literature) 

modifica-
tions
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The codebook then went through a few modifications as the researcher saw fit from the 

data coding and the feedback from the co-coder. The purposes of the modifications were to 

clarify the definitions to help with the coding consistency (e.g., removing the word “complex” 

from the Knowledge component definition). Table 3.4 presented the final codebook for research 

question 1. This codebook reflects the researcher’s interpretation of Deardorff’s Pyramid Model 

in reference to the existing literature and the actual qualitative coding. 

Table 3.4 

The Final Codebook for Research Question 1 

Component Sub-Component Definition 

External 

Outcome 

Behaving and 

communicating 
effectively and 

appropriately 

Behaves and communicates effectively and appropriately 

(based on one's intercultural knowledge, skills, and 
attitudes) to achieve one's goals to some degree (sub-

categories are written below:) 

  Demonstrates effective VERBAL COMMUNICATION 

(e.g., demonstrates an understanding of the degree to 
which people use direct/indirect and explicit/implicit 

meanings) 

  Demonstrates effective NON-VERBAL 
COMMUNICATION skills when communicating with 

culturally different others (e.g., demonstrates an 
understanding of the degree to which people use physical 

contact in different cultures) 

   Skillfully negotiates a shared understanding with 
culturally different people 

 *Supportiveness Takes action to show support to culturally different people 

(e.g., encouraging, complementing, and celebrating) 

  *Providing 
resources and 

feedback 

Gives links or names of resources; make suggestions and 
feedback to help culturally different others; explains a 

point for culturally different others (similar to a critical 

friend) 

Internal 

Outcome 

Shift of the frame 

of reference  

Construes events “as if” he/she were the other person; 

changes the set of ideas that he/she accepts and that 
influences his/ her behavior, opinions, or decisions. 
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Table 3.4 (Continued) 

 Adaptability Have an intention to adjust his/her own communication 
styles and behaviors to adapt to new cultural environments 

 Flexibility  Knows how to and is willing to select and use appropriate 
communication styles and behaviors 

 Ethno-relative 
view  

Accepts cultural differences; adapts to differences, and 
integrates differences into his/her worldview. 

  Empathy  Views intercultural experience from multiple 
perspectives; and acts in a supportive manner that 

recognizes the feelings of another cultural group (e.g., 
share the feelings of the other, ask appropriate questions, 

have appropriate verbal and non-verbal behavior) 

Skills To listen, 
observe, and 

interpret  

Gives full attention to one's sharing and interprets it from 
the perspectives of his/her own and the other(s) 

  To analyze, 

evaluate, and 

relate 

Analyzes intercultural experiences and cognitively relates 

intercultural experiences to his/her own knowledge and 

experiences 

Knowledge  Cultural self-

awareness  

Articulates insights into own cultural rules and biases; is 

aware of how her/his experiences have shaped these rules 

 Knowledge of 
cultural 

worldview 

frameworks  

Demonstrates sophisticated understanding of another 
culture (i.e., deep level, intangible values) 

 Culture-specific 

information  

Knows elements of cultures (i.e., surface level) 

  Socio-linguistic 

awareness 

Is aware of the relation between language and meaning in 

a societal context  

Attitudes Curiosity  Seeks out and /or asks complex questions about other 

cultures and his/her own culture; tolerates ambiguity and 
uncertainty 

 Openness  Initiates and develops interactions with culturally different 

others; withholds judgment to intercultural learning and 
culturally different people 

  Respect  Values cultural diversity; values other cultures and 

culturally different people 

Note. * denotes emergent codes. 
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Table 3.5 presented the codebook for research question 2. 

Table 3.5 

The Codebook for Research Question 2 

Component Sub-Component Definition 

Factors Factors improving IC and 
IC teaching 

Factors that help improve IC and IC teaching 

  Factors NOT improving 

IC and IC teaching 

Factors that DO NOT help improve IC and IC 

teaching 

Constraints Constraints Constraints that prevent teachers from improving 

IC and teaching IC 

Teachers' IC 

teaching 

IC Teaching content The content of IC that teachers teach or think that 

they will teach or avoid 

  IC Teaching methods The methods that teachers use or think that they 
will use or not use to teach IC 

Teachers' 
perspectives 

*Teachers' perspectives 
of Ts' roles 

How teachers perceive their roles 

 Teachers' perspectives of 

IC and cultural diversity  

How teachers perceive IC and cultural diversity 

Teachers' 

perspectives 
of IC in 

English 

language 
education 

Teachers' perspectives of 

IC in English language 
education (pos) 

How teachers perceive IC in English language 

education (POSITIVE)  

 Teachers' perspectives of 
IC in English language 

education (neg) 

How teachers perceive IC in English language 
education (NEGATIVE) 

Teachers' 
perspectives 

of IC 
teaching in 

English 

language 
education 

Teachers' perspectives of 
IC teaching in English 

language education (pos) 

How teachers perceive the explicit teaching of IC 
in English language education (POSITIVE) 

  Teachers' perspectives of 
IC teaching in English 

language education (neg) 

How teachers perceive the explicit teaching of IC 
in English language education (NEGATIVE) 

Note. * denotes emergent codes. Grey highlight denotes codes that were not used in the data 
interpretation. 
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Table 3.6 demonstrated the codebook for research question 3. 

Table 3.6 

 
The Codebook for Research Question 3 

Component Definition 

MOOC impacts on 

teachers' IC 

the impacts of the MOOC on teachers' intercultural competence 

(e.g., improving attitudes, knowledge, skills, internal outcomes, 
external outcomes, cultural self-awareness) 

MOOC impacts on 

teachers' perspectives of 
IC 

the impacts of the MOOC on teachers' perspectives of IC 

MOOC impacts on 

teachers' perspectives of 
IC teaching 

the impacts of the MOOC on teachers' perspectives of IC 

teaching  

MOOC impacts on 

teachers' teaching content 

the impacts of the MOOC on teachers' IC teaching content  

MOOC impacts on 

teachers' teaching methods 

the impacts of the MOOC on teachers' IC teaching methods 

MOOC impacts - General The impacts of the MOOC on the teacher participants in 

general 

Factors contributing to the 

MOOC impacts 

MOOC components that make the MOOC impactful  

Note. Grey highlight denotes codes that were not used in the data interpretation. 

The Finding Quantification 

The researcher used one more tool to aid the understanding of the qualitative data, which 

is quantifying the prevalence of all priori and emerging codes. Specifically, after the manual 

coding, the researcher organized the codes and used Atlas.ti 9 software program to count how 

often specific codes were used to code the teachers’ posts. By looking at the frequency of the 

codes, the researcher understood which codes, themes, and ideas were posted the most frequently 

and distinguished the prevalence of specific ideas or codes compared with the others.  
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For example, for research question 2, which examines the teacher participants’ 

perspectives of the roles of IC in English language learners’ success and their perspectives of 

teaching IC explicitly in English language classrooms, the count of the priori and emerging 

codes allowed the researcher to see which (positive or negative) perspectives were more 

frequently demonstrated in the forum posts. As the theme of positive perspectives about the 

importance of IC in student outcomes showed up all the time, the code of positive perspective 

toward IC was used any time the data on perspectives showed up in the coded data. Hence, the 

researcher was able to say that all the coded posts showcased an evidently positive perspective of 

the roles of IC in student outcomes. It also means that the code of negative perspective toward IC 

was not used even once to code the data sample because the theme of negative perspective 

toward IC did not show up in the forum posts.  

Procedure 

The researcher uploaded the 12 Word documents onto Aplasia 9 software program. The 

12 Word documents were categorized and named according to the unit and dominant topic, 

enabling easy data retrieval and comparison across the units and dominant topics. Each 

document was titled using the same approach. For example, “Data for Atlas.ti – Unit 1 – Topic 

0” referred to the data from the discussion forum of Week One, with the dominant topic being 

zero. All the 12 documents were then uploaded onto a designated workplace in the Atlas.ti 9 

software program for the qualitative coding and analysis. 

The research created the codebook and the memos in the software. There were two 

phases of coding: 1. Co-coding to establish inter-coder agreement (ICA) for reliability, and 2. 

Independent coding with the researcher doing all the coding for the study on her own.  
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Memo-ing 

During the qualitative coding and analysis processes, the researcher created three types of 

memos (Adu, 2019) within Atlas.ti 9 software and Notion management software. Memo writing 

plays a crucial role in qualitative research because it enables researchers to discover underlying 

themes, keep track of the thoughts, categorize codes, and describe the coding process (Adu, 

2019; Bazeley & Jackson, 2014; Charmaz, 2014; Strauss, 1989; Yin, 2014). Early in the co-

coding process, the researcher wrote one initial memo to capture initial thoughts as the 

researcher explored the data (Emerson, Fretz, & Shaw, 2011). Next, three analytical memos were 

created (one per one research question) to document emerging themes, ideas, and reflections 

with the related research question (Charmaz, 2014). The procedural memo was kept during the 

data analysis process to keep track of the analysis steps and rationale (Adu, 2019; Strauss & 

Corbin, 1998). Table 3.7 shows an example of coding evolution and researcher memo-ing. 
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Table 3.7 

Example of Researcher Coding Evolution and Memo-ing 

Teacher's Post First- Level 

Concept 

Second- 

Level 
Category  

Third- 

Level 
Category 

Researcher Memo 

“…I remember 
the time I 

discussed an 

Indian culture 
to them, and 

they were 
amazed 

because of the 

beautiful arts. 
As of now, I 

could really 
see Indian 

influence in 

their designs.” 

Including 
nonnative 

speakers 

and 
cultures in 

discussions 

Not 
subscribing 

to native 

speakerism 
bias 

English 
language 

and 

culture 
ownership 

This theme is an interesting 
emerging theme. Many of the 

teacher participants used generic 

terms such as "other cultures," 
"foreign cultures," or "target 

language cultures" when they 
referred to other cultures. Also, 

they included countries that are in 

the outer and expanding circles of 
Kachru's model. This is different 

from literature. They seemed to be 
confident as well. I did not see 

most of the teachers apologize 

explicitly about their potential 
grammatical and spelling errors. 

They simply engaged in discussion 
with peers on IC and IC teaching. 

What does it tell me? 

 

Inter-Coder Agreement  

Inter-coder agreement (ICA) was one primary strategy to establish the reliability of 

qualitative research, depending primarily on the stability of qualitative coding between multiple 

coders (Creswell, 2013). For this study, the researcher hired one assistant researcher to code a 

subset of the data qualitatively before the researcher started doing the qualitative coding by 

herself. The purpose of the co-coding process was to reduce the researcher’s potential bias and 

errors and ensure the qualitative account's accuracy (Creswell, 2013). In addition, the researcher 

supervised and coordinated all the ICA tasks (Adu, 2019; Brestler et al., 1996). The ICA 

procedure for this study followed the ICA protocols suggested by Adu (2019) and Creswell 

(2013). 
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Before the actual data analysis, team members met to agree on the coding process, goals, 

and responsibilities (Adu, 2019). Prior to the meeting, the researcher bought an Atlas.ti 9 

software account for the co-coder and prepared an ICA manual containing information needed 

for the co-coding process (e.g., research title, research questions, the workload, responsibilities, 

timeline, etc.).  

At the first meeting, the researcher and the co-coder discussed the research purposes and 

research questions, their own preconceptions and biases related to the research topic, their 

experience with the research population, individual members’ expertise in qualitative data 

analysis, and the roles and expectations of individual members in the ICA procedure (e.g., 

workload, timeline, incentives, etc.). The researcher also explained to her the codebook (Adu, 

2009, p. 375) and helped set up the Atlas.ti 9 account. The researcher answered the co-coder’s 

questions and concerns and adjusted the manual accordingly.  

For home assignments, the co-coder was asked to write a position statement (see 

Appendix) to acknowledge her worldview and research bias related to the research topic and 

population (Foote & Bartell 2011, Savin-Baden & Major, 2013; Rowe, 2014). She was also 

given the subset of the data to read through to have an overview of the data. She was required to 

complete the two assignments prior to the second meeting.  

At the second meeting, the researcher and the co-coder went through the codebook. They 

then started coding ten posts individually. They both used the Atlas.ti 9 software program for the 

coding. The unit of analysis was words. They then compared the codes to see whether they 

assigned the exact code words to the identical posts, based on the tentative definitions in the 

codebook (Creswell, 2013). The researcher then answered the co-coder’s questions about the 
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coding and the codebook and decided to retain or adjust some details of the codebook based on 

the added perspectives of the co-coder.  

They coded individually and then compared five more posts to be more familiar with the 

co-coding. The research realized that it was impossible to gain a high ICA percentage because it 

was unrealistic for multiple coders to code the same length of text segments – “some people code 

short passages and other longer passages” (Creswell, 2013; p. 254). Therefore, as an assignment, 

the researcher decided to follow a method recommended by Atlas.ti 9 manual (Atlas.ti 9, n.d.). 

The researcher coded another 40 posts, leaving the pre-defined quotations in the project but 

removing all the codes before sending them to the co-coder. The researcher then compared the 

codes from her and the co-coder. 

The researcher and the co-coder went through the ICA result at the third meeting, which 

was not desirable (approximately 60%). While some mismatched codes were because of the 

different interpretations of the codebook, some were due to the unfamiliarity with the software 

(e.g., assigning one code twice to the exact quotations, missing a few quotations because they 

were hidden, etc.). After the discussion, the researcher modified the codebook and decided to use 

posts as a unit of analysis.  

The researcher and the co-coder coded a new subset (5% of the dataset across the 12 

topics) (Krippendorff, 2018, 2019; Lombard, Snyder-Duch, & Bracken, 2010). Krippendorff’s c-

Alpha-binary test on Atlas.ti 9 software program returned a high percentage of agreement (nearly 

90%), which proved the researcher’s consistency in the qualitative coding of the data (Creswell, 

2013; Miles & Huberman, 1994). Therefore, the researcher started coding the rest of the data 

herself.  
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Independent Coding 

This case study followed the qualitative data analysis protocol suggested by Stake (1995). 

The use of an established coding protocol ensured the study's reliability (Yin, 2014). The 

analysis procedure included three main stages: assigning codes, establishing patterns, and 

making naturalistic generalizations (Stake, 1995). The researcher selected the interpretation-

focused coding strategy, often used to answer “What” and “How” research questions, to explore 

and understand the case examined in this study (Adu, 2019). Validity and reliability strategies 

(e.g., peer debriefing, expert consultant, external audits, etc.) were used throughout the 

qualitative coding and analysis. 

The researcher purposefully chose 20% of the dataset (Krippendorff, 2018, 2019), with 

15% being the most representative posts and 5% being the least representative posts. The 

rationale for this decision was to avoid missing important information due to potential topic 

modeling algorithm errors that possibly skewed the study's findings. The posts from the co-

coding process were excluded from the independent coding.  

Prior to the qualitative analysis process, the researcher read through a large portion of the 

dataset to become familiar with the data and have an initial understanding of the data (Adu, 

2019). Unlike traditional qualitative research, this present study used topic modeling and 

qualitative analysis in combination, with topic modeling algorithms resulting in keywords 

representing abstract topics of each discussion forum. Hence, the researcher read through these 

ten most representative words and instructors’ prompts for each dominant topic and made 

guesses on the themes they likely conveyed. These initial thoughts were recorded in the initial 

memo (Emerson et al., 2011). 
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In the first stage of assigning codes, the researcher conducted priori coding, assigning 

appropriate priori codes to individual posts (Creswell, 2013; Stake, 1995), while being open to 

emergent and unusual codes that emerged in the data analysis (Adu, 2019; Creswell, 2013). The 

purpose of this stage was to explore themes that potentially addressed the research questions 

(Stake, 1995).  

In the second stage of establishing patterns, the researcher determined overarching 

patterns of data or themes from the priori, emergent, and unusual codes (Dyson & Genishi, 2005; 

Stake, 1995). Specifically, the researcher compared the codes and the data with the research 

questions to refine the codes and themes (Stake, 1995). An example was the removal of the 

codes “Nonnative English language teachers’ teaching content” and “Nonnative English 

language teachers’ teaching methods,” as the researcher found they did not directly answer the 

research questions. The researcher also collapsed a few codes into one code as they could be 

nested under the others. For example, the emergent code “providing resources” was collapsed to 

be a part of the emergent code “supportive.” 

In the final stage, the researcher made naturalistic generalizations from the coding results. 

The goal was to make generalizable findings so that others could apply the findings to the same 

population (Stake, 1995). The researcher also created diagrams to visualize the flow of themes in 

relation to the research questions, enabling a deep understanding of the case (Yin, 2014). 

Validity and Reliability 

Validity and reliability are of major concern in qualitative research, questioning whether 

a qualitative narrative is trustworthy and accurate (Creswell, 2013; Stake, 1995; Thomas, 1993). 

They are indeed “a judgment of the trust-worthiness or goodness of a piece of research” (Angen, 

2000, p.387). This section highlights the validation and reliability strategies that the researcher 
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employed at any phase of research to reduce research bias and provide an accurate “compelling 

whole” of the case studied (Creswell, 2013, p. 246; Cypress, 2017).  

Validity 

Validity refers to the accuracy and truthfulness of qualitative research, ensuring the study 

measures what it is supposed to measure and provides an accurate account of the phenomenon 

(Yin, 2014). Creswell (2013) listed the most popular and cost-effective strategies for qualitative 

researchers, of which he insisted researchers use at least two techniques to ensure the validity of 

the study. For this study, four validation strategies were used at different phases of the research, 

including clarifying research bias, peer review, expert review, negative case analysis, and 

external audits (Creswell, 2013). 

It is crucial to clarify research bias or assumptions that the researcher had prior to the 

study that potentially impacted any phase of the research (Merriam, 1988). As a result, the 

researcher provided a position statement in which she reflected on her cultural, personal, and 

professional experiences and prejudices that could frame the way she conducted and interpreted 

the study (Creswell, 2013). 

 Peer review or debriefing is another strategy that ensures the accuracy of case studies 

(Lincoln & Guba, 1985; Merriam, 1988) that serves as a “devil’s advocate” that keeps the 

researcher trustworthy (Lincoln & Guba, 1985). Before, during, and after conducting this study, 

the researcher frequently had “peer debriefing sessions” (Lincoln & Guba, 1985) with a long-

time colleague. He was a Ph.D. candidate in Teacher Education at the University of Georgia 

(Georgia) and a college-level lecturer in Vietnam and the US for over thirteen years. Thanks to 

the similar expertise and experience in education and the close relationship built over the years, 

the peer was able to ask difficult questions about the theoretical framework, research methods, 
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and account analysis (Creswell, 2013). It was helpful to help the researcher brainstorm and 

realize any research bias that arose.  

Another strategy that the researcher employed to ensure the study's validity was expert 

debriefing - working closely with the committee members who were considered experts in their 

research expertise (Lincoln & Guba, 1985). These expert debriefing sessions were helpful for the 

researcher to reflect, brainstorm, question, and modify the methods, process, and interpretations 

when needed.  

Negative case analysis was also used for this study to provide an objective insight into 

the IC performance and perceptions of the nonnative English language teachers in developing 

countries (Creswell, 2013; Lincoln & Guba, 1985; Miles & Huberman, 1994; Patton, 1990). The 

researcher understood that there were both sides of an issue, that “not all evidence is either 

positive or negative” (Creswell, 2013, p. 251). Therefore, the researcher deliberately analyzed 

and reported data that did not support specific themes of the study. An example was the 

adaptability of the nonnative English language teachers. While the researcher found that many of 

the nonnative English language teachers participating in the MOOC showed intentionality to 

adjust their behaviors and communication styles in new cultural environments, the researcher 

also noticed a few of them did not possess this intention to adapt. Instead of hiding the 

information because it negated the finding of the study, the researcher decided to report it to 

provide a completely realistic picture of the case (Yin, 2014, p. 76). 

Finally, the study used an external consultant to perform external audits of the study's 

accuracy (Erlandson, Harris, Skipper, & Allen, 1993; Lincoln & Guba, 1985; Merriam, 1988; 

Miles & Huberman, 1994). The external consultant was a colleague who did not participate in 

the study and had extensive experience in teaching and administrative roles in Vietnam and 
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Australian education systems. He examined the process and product of the study, ensuring the 

findings and conclusions were supported by the data (Creswell, 2013).  

Reliability  

Reliability is concerned with the replicability or the stability of qualitative research 

(Creswell, 2013; Merriam, 1995; Patton, 2002; Yin, 2014) to ensure that later researchers likely 

draw the same conclusions if they carry out the same case study over again with the same 

methods and procedures (Yin, 2014). This study employed several strategies to ensure the 

findings were reliable, including inter-coder agreement, software to store and analyze the data, 

and constant comparison between the data and the source (Creswell, 2013). 

First, the study used multiple coders to test and establish reliability. An assistant 

researcher was hired to code a percentage of the data with the researchers until a desired inter-

coder agreement (at least 80%) was reached (Creswell, 2013; Miles & Huberman, 1994). Both 

the researcher and the assistant researcher strictly followed the procedure of intercoder 

agreement checks recommended by Creswell (2013). 

The study used several computer programs to assist with data storage and analysis. The 

codebook was stored in an Excel file to visualize and document the evolution quickly. The raw 

data extracted from the MOOC Canvas website were stored in Excel and Word documents for 

easy access, cleaning, and categorization. The prepared data were then uploaded onto the Atlas.ti 

9 software program. The codebook (priori codes and emergent codes) was created inside the 

software with code names, definitions, and examples to assign codes and themes. Memos were 

written in the Atlas.ti 9 software and Notion software to track the researcher’s impressions, 

themes, and interpretations of the data. 
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The researcher frequently compared the accuracy of the data and the data source. This 

step was vital, especially when the researcher mapped the results of the topic modeling analysis 

with their corresponding posts in the word documents to prepare the documents for qualitative 

coding on the Atlas.ti 9 software. Extra steps were taken, e.g., creating “TM ID” column (i.e., 

IDs used for topic modeling) and IDs (i.e., IDs used for the qualitative coding in Atlas.ti 9 

software), and creating a master excel sheets that placed the topic modeling results and the 

corresponding original data source side by side. 

The researcher followed strictly well-known protocols of a case study (Yin, 2014, p. 49). 

For example, the researcher used the protocols of Adu (2019) and Creswell (2013) in the co-

coding process. By following the procedures, the researcher ensured that the steps she took 

during the co-coding were supported by literature and, hence, increased the reliability of the 

study.  

Finally, the researcher developed a detailed database for this present study (Yin, 2014). 

By being transparent about the procedures, instruments, and interpretation of the findings, the 

researcher enabled the study to be reproducible (Krippendorff, 2018), allowing herself and other 

people to replicate this present study with a similar population and to minimize necessary 

modifications. 

Position Statement 

In qualitative research, it is important to acknowledge and minimize researcher bias that 

potentially impacts the data analysis and inquiry (Creswell, 2013; Merriam, 1988; Merriam & 

Tisdell, 2015). Hence, the researcher deliberately reflected on her background, experience, 

values, and research biases through a position statement.  
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Culturally, being born and growing up in Vietnam in Southeast Asia, the researcher was 

influenced by the collectivist culture in which the ideal philosophy is “one is for all” – putting 

the benefits of the community over the benefits of self. As a result, the researcher was able to 

observe and understand why the EFL teachers in this MOOC viewed confrontation as taboo or 

being rude. Also, the collectivist culture impacted her in the ways she linked effective and 

appropriate communication with indirect communication styles in which saying “No” or “You 

are wrong” could sound harsh and violate the face-saving emphasis of a collectivist society (the 

researcher’s personal experience). 

Professionally, her upbringing and professional experiences in Vietnam impacted her 

views about teachers’ roles. Vietnam has placed a strong emphasis on education and, hence, has 

high values of teachers. In the feudalist society, the Power Three was King – Teacher – Father. 

Teachers were ranked solely under the King of the country. Therefore, the researcher was aware 

that high social expectations toward teachers likely affected her interpretation of the nonnative 

English language teachers’ new roles (e.g., teachers as role models). On the other hand, the 

researcher understood and empathized with the teacher participants regarding their concerns on 

strict social norms imposed on them (e.g., conservative clothing, behaviors, communication 

manners, etc.). 

Professionally, having been working in the field of TESOL for over ten years, the 

researcher was aware of the native-speakerism discriminating against non-native speakers of 

English. The researcher herself has been an advocate against this issue. Her sense of justice 

might be reflected in the fact that she recognized the teachers’ desire to use IC and English 

teaching to transform society. 
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Linguistically, being a nonnative English-language speaker herself, the researcher 

understood the linguistic characteristics and challenges nonnative speakers of English hold that 

set them apart from their native counterparts. The insider’s experience and insights allowed the 

researcher to observe, understand, and empathize with the linguistic use of the teacher population 

investigated in the study.  

Personally, the researcher’s motto was to be there when people need help, especially 

those in need. She has been practicing it in her personal and professional life. Fortunately, she 

has received support from others as well. Hence, her values of supportiveness might impact her 

in the way she interpreted the data.  
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CHAPTER 4: RESULTS 

The purpose of this chapter is to present a thorough overview of the results of this case 

study that examines the views of nonnative English language teachers in developing countries on 

IC and the MOOC’s impacts on their IC-focused PD. The qualitative data were collected from 

the teachers’ dialogues in the MOOC discussion forums over four weeks, categorized with topic 

modeling, and analyzed with the Atlas.ti 9 software program. The researcher used topic 

modeling to sort and detect the prominent topics in big textual corpora of the MOOC discussion 

forum (Blei et al., 2010; Blei, Ng, & Jordan, 2003; Grimmer & Stewart, 2013) and qualitative 

analysis to analyze and explore the content of the discussion (Creswell, 2013; Miles & 

Huberman, 1994). The three following research questions guided the study. 

1. How do nonnative English language teachers in developing countries demonstrate their 

own IC in an IC-focused MOOC? 

2. How do nonnative English language teachers in developing countries participating in 

an IC-focused MOOC perceive the importance of IC for their English language students and the 

importance of explicitly teaching IC in English language education? 

3. How does the IC-focused MOOC impact the IC and perspectives toward IC and IC 

teaching of nonnative English language teachers in developing countries from their perspectives? 

From now on, the researcher used phrases such as “the teacher participants” or “the 

teachers” to refer to the nonnative English language teachers in developing countries who 

participated in the MOOC discussion forums. The researcher used a gender-neutral approach 

(i.e., “they”) in reporting the teacher participants’ posts. Finally, all the posts were reported as 

they were to reserve the originality of the linguistic characteristics of nonnative English language 

teachers.  
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Research Question 1 

The first aim of this study is to explore how nonnative English language teachers in 

developing countries demonstrated their own IC in an IC-focused MOOC. The data were 

collected from the discussion forums in an IC-focused MOOC and were analyzed using topic 

modeling and qualitative analysis. Before proceeding with the study results, it is essential to 

revisit the concepts of culture and IC to provide the rationale for this section's coding and 

organization. 

As noted in Chapter Two, culture is not “a monolithic and static construct” (Blell & Doff, 

2014, p. 78) that limits itself to a fixed perspective of culture or simplified levels of nationality or 

religion. Instead, the concept of culture is somewhat fluid and hybrid (Deardorff, 2006) with 

blurred boundaries. Furthermore, with this open approach, the concept of culture is not limited to 

macro cultures (e.g., nationality, gender, ethnicity, religion, first language). However, it is 

extended to include micro-networks (e.g., family, school, church) in which individuals live and 

participate in different groups concurrently (Binder, 2018). Therefore, this section presents the 

results on the nonnative English language teachers’ IC in both macro-levels (i.e., toward people 

abroad) and micro-cultures (i.e., toward their students and/or their personal lives). 

IC is the ability to use intercultural attitudes, knowledge, and skills to communicate 

“effectively and appropriately” (Deardorff, 2006, p. 247-248) with culturally different others. IC 

consists of a set of five guiding components: 

• Attitudes (including curiosity, openness, and respect towards other cultures and 

people from other cultures) 

• Knowledge (including cultural self-awareness, culture-specific information, the 

understanding of general cultural frameworks, and sociolinguistic awareness)  
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• Skills (including the ability to listen, observe, and interpret, and the ability to 

analyze, evaluate, and relate to intercultural events and experiences) 

• Internal Outcomes (including empathy, ethno-relative view, flexibility, 

adaptability, and shift in informed frame of reference) 

• External Outcomes (including the ability to behave and communicate effectively 

and appropriately) (Deardorff, 2006) 

The performance of these five components is an indicator of individuals’ IC. All the 

components are crucial, and IC can be built at any point in the process. It is worth noting that 

attitudes serve as the starting point upon which the other components are built (Byram, 1997) 

because attitudes “support everything that can be taught or learned” (Okayama et al., 2001, p. 

97). In addition, in her 2006 Delphi study, Deardorff implicitly acknowledged the existence of a 

particular order in which IC develops from individual levels (i.e., attitudes, knowledge, skills, 

and internal outcomes) towards a more interactional level (i.e., external outcomes) and start the 

cycle again with attitudes as the point of departure. Hence, this section structure follows the 

components proposed in Deardorff’s Pyramid Model, starting with teachers’ intercultural 

attitudes, knowledge, skills, internal outcomes, and finally, external outcomes. Figure 4.1 

presented the teacher participants’ IC performance. 
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Figure 4.1 

Teacher Participants’ IC Performance 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Overall, most of the nonnative English language teachers from developing countries 

participating in this MOOC were shown to be interculturally competent. In terms of intercultural 

attitudes, most of them were respectful, open, and curious to learn about other cultures and 

Requisite Critical Cultural Awareness 

Valuing cultural diversity 

Attitudes: 
Being curious (Note: avoiding complex questions) 

Being open-minded 
Being respectful 

Knowledge: 

Having strong cultural self-
awareness 

Knowledge of cultural worldview 
frameworks 

Culture-specific information 

Having good sociolinguistic 
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DESIRED INTERNAL OUTCOMES: 

Having shifted frame of reference 
Being adaptable (esp. for diverse students) 

Being flexible (esp. for diverse students) 

Having ethno-relative view 
Being empathetic 

 

DESIRED EXTERNAL OUTCOMES: 

Having good communication styles (non-verbal + 
verbal) 

Being supportive* 

Skills: 

Having strong listening skills 
Having strong analytic and 

relating skills 

Note.* denotes emergent codes. Strikethrough denotes inconclusive findings due to 

data limitation. 
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people from other cultures. As for intercultural knowledge, most of them were aware of the 

importance of their own cultures in acquiring IC and recognized the impacts of sociocultural 

contexts on language meaning. In the intercultural skill domain, most of them actively listened to 

culturally different others and cognitively related intercultural concepts and events to their own 

experiences.  

As for internal outcomes, many of them were empathetic to others, flexible and adaptive 

in new cultural environments, and demonstrated ethno-relative views to other cultures. Finally, 

in terms of external outcomes, many of them showed negotiation skills that enabled them to 

reach a shared understanding with culturally different people without creating conflicts. Due to 

the data limitation, the results on culture-specific knowledge and the knowledge of cultural 

worldview frameworks are inconclusive. 

The researcher found a number of emerging themes during the data analysis that must be 

noticed. Notably, the researcher found that most of the teacher participants were aware of the 

importance of cultural self-awareness in developing their IC. In addition, almost every teacher 

participating in this MOOC was willing to adapt to the cultures of diverse students. Although a 

few teachers resisted changes in intercultural environments, these teachers still showed the 

intentionality to adjust pedagogy and even their lifestyles to make the learning experience 

worthwhile for their students.  

The researcher also noticed unusual emerging themes that differentiated from the 

Pyramid Model (Deardorff, 2006). First, the researcher noticed that the teacher participants 

tended to avoid using complex questions but instead preferred using statements and simple 

questions (Yes/No questions, etc.) to render their complex questions. Second, the data analysis 
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revealed substantial evidence of the teacher participants' actions to support their culturally 

different peers, which the researcher called the “supportiveness” sub-component.  

Attitudes 

This section presents the findings on the teacher participants’ intercultural attitudes. Of 

the five components in Deardorff’s Pyramid Model, attitudes are the requisite component 

without which one cannot learn to become interculturally competent (Deardorff, 2006). This core 

component offers an understanding of how nonnative English language teachers in developing 

countries view intercultural learning and other cultures. The data reflected that the teacher 

participants in the MOOC were respectful, open, and curious toward other cultures and people 

from other cultures.  

Curiosity 

This section outlines how nonnative English language teachers in developing 

countries demonstrated curiosity about their own and other cultures while participating in 

discussion forums in an IC-focused MOOC. Overall, the researcher found that the nonnative 

English language teachers from developing countries participating in this MOOC were curious 

about other cultures and culturally different people, which was shown by their seeking out and 

asking questions about culturally different others and being tolerant toward ambiguity and 

uncertainty.  

Most of the MOOC discussion forum responses explicitly indicated their curiosity and 

desire to explore the practices, values, and beliefs of cultures around the world. Most of the 

responses showed that the teacher participants frequently asked the culturally different teacher 

participants about lives and beliefs in their countries while sharing about their own. Uncertainty 

of not knowing new cultures was not a concern in most of the posts. For example, one teacher 
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showed excitement and curiosity in conversations with peers: “Traveling, meeting other people 

and cultures, seems the best way to open eyes for intercultural exchanges. I'd be curious to learn 

more about your cultural diversity experiences!”  

It is worth noting that the complexity of questions may indicate the depth of curiosity or 

engagement with concepts, according to Deardorff’s Pyramid Model (2006). Thus, the researcher 

examined the complexity of the participants' questions about other cultures. The analysis showed 

that most of the posts on the topic of IC asked more simple questions than complex questions. 

For most of the time, the researcher found that the teacher participants asked simple questions 

such as Who, What, Where, When, Yes/No questions.  

However, as the researcher looked into the teacher participants' ideas, the ideas were 

notably complex, although the question forms were simple. For example, most of the posts 

tended to paraphrase How and Why questions by using statements where they described possible 

scenarios or hypothetical answers, followed by simple questions (e.g., Yes/No questions) or 

statements for confirmation or clarifications from their peers. This is an example from one 

teacher participant: 

In my collectivist culture, the Republic of Macedonia, these two issues of collectivism 

and individualism are very important. Many people, i.e., students are not even aware of it. 

For example, there are certain "rules" about dress codes that differentiate young people in 

my country based on their nationality. Jeans and shoes would be adequate for certain 

groups of people, whereas for others that would be inappropriate. […] Is this the case in 

Brazil? (Teacher’s reflection, 2018) 

Therefore, this finding emerged from the data analysis and differed from the theoretical 

framework. 
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Openness 

This section presents how the teacher participants in an IC-focused MOOC manifested 

openness toward other cultures and people from other cultures. Overall, the researcher found that 

they were open-minded: They initiated and developed interactions with people from other 

cultures and withheld judgments against other cultures and people from other cultures.  

Many of the posts in the forums showed that the teacher participants frequently initiated 

and developed conversations with the culturally different peers in the MOOC discussion forums. 

It was common to find long threads of discussions in which the teachers asked follow-up 

questions or replied to each other about cultural practices, values, and beliefs. They also 

commented or gave feedback on cultural matters that their peers had shared. For example, as one 

teacher responded to a post in the forum: 

I really can relate with your act of kissing on the cheek when you meet with others. We, 

Muslims do that also. I mean, even for males they also kiss cheek to cheek. Looking 

forward for knowing more of your culture. 

The researcher found that many of the posts withheld stereotypes about other cultures and 

people from other cultures. The researcher did not observe many posts from the dataset that 

showed conventional fixed ideas and images about other cultures, especially negative 

stereotypes. While a few posts in the forums mentioned beliefs and practices of other cultures, 

they did not criticize them but instead had a neutral look at those cultural practices and beliefs. 

They affirmed: 

People from different cultures [behave] differently, and that is normal. We should not 

jump to a quick conclusion and try to widen our perspectives where there may be a grey 

area of the same incidents from different perspectives. (Teacher’s reflection, 2018) 



108 
 

According to them, stereotypes are not ethical and could eventually cause discrimination: 

“Stereotyping is indeed not good act to your fellows.” 

Respect 

This section discusses how the nonnative English language teachers exhibited respect 

toward other cultures and culturally different others in an IC-focused MOOC. Overall, the 

teacher participants valued intercultural respect, valued other cultures and people from other 

cultures, and valued cultural diversity.  

Overwhelmingly, the teachers articulated that respect was the key to successful 

intercultural interactions. They affirmed, “Respect is the base of everything” because “each 

person has his/her own point of view about food, health, and many other subjects. So being 

polite and respectful to other people’s opinions is the correct way.” It seemed that the teachers in 

this MOOC understood the critical role of respect in human interactions, especially among 

culturally different people.  

Understanding the vital role of intercultural respect, the teacher participants were 

respectful to their culturally different others. One did not hesitate to show their respect and 

admiration to their culturally different fellows in the MOOC discussion forum by exclaiming. 

I salute you! I admire your ways on tolerance and respect. These two [qualities] are 

indeed important in dealing with people. It bridges people to be more connected to one 

another despite the [cultural] differences they have. (Teacher’s reflection, 2018)  

Concerning micro-cultures within the more significant concept of culture, the researcher 

found that most of the teachers emphasized respect toward the students' cultures who possessed 

diverse sociocultural and generational identities. Most of them remarked that “knowing the 
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cultural differences of our students is of the utmost importance” because it helped them 

understand their students and educate them better. One teacher said: 

I believe that every individual is a unique being with diverse personality, attitudes, 

cultures, values, beliefs [...] By understanding the values of the learners, you can 

understand the reason why they are motivated and have appropriate teaching methods. 

Therefore, understanding the culture of your learners can help you bring an effective 

teaching-learning experience in the classroom. (Teacher’s reflection, 2018) 

Knowledge  

This section is concerned about the cultural knowledge that the nonnative English 

language teachers in developing countries participating in an IC-focused MOOC had about other 

cultures and their own cultures. Overall, the teachers in this MOOC had a deep awareness of 

their own cultural rules and biases and the impacts of sociocultural contexts on the meaning of 

language. Unfortunately, the researcher did not find substantial information on knowledge of 

cultural worldview frameworks and culture-specific knowledge because the discussion prompts 

focused on knowledge used in their pedagogy.  

Cultural Self-Awareness 

This section describes how the teacher participants demonstrated cultural self-awareness 

in an IC-focused MOOC. Overall, the teachers in this MOOC highly valued cultural self-

awareness, were aware of their own cultural rules and biases, and took further actions upon their 

cultural self-awareness.  

Most MOOC discussion forums showed that the teacher participants understood the 

importance of knowing their own cultures and took pride in their own cultures. The teacher 

participants acknowledged the importance of knowing their own cultural aspects in 
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understanding other cultures. They understood that only when individuals were able to articulate 

their own rules and biases thoroughly could they avoid intercultural misunderstandings and 

conflicts. For example, a teacher shared that although people tended to be open and friendly in 

their culture, they still found it “impolite and rude” to say “no.” That is why they tried to bring 

up this cultural bias in the classrooms. They found it essential to help their students understand 

that saying no in some cultures was customary.  

Many of the posts showed that the teachers in this MOOC knew their cultural rules and 

biases. They were able to tell prominent characteristics of their own cultures and contrasted their 

cultures with others. They understood that differences in experience and biases explained why 

people from different cultures thought and behaved differently. A teacher shared: 

For my culture, it is very common to be expressive and affective at the moment that you 

meet a person, so we kiss and hug to say Hi. But for some cultures, it is important to first 

see how [people] react and then “roll with it!” (Teacher’s reflection, 2018) 

Many of the teachers in this MOOC took action upon cultural self-awareness. They 

reported having taken actions to avoid consequences or to benefit themselves. “In Brazil, we use 

touch a lot, which is inappropriate for many cultures. We need to observe ourselves and behave 

appropriately [with people from other cultures] to avoid misunderstandings.” Another teacher 

shared that their collectivist cultures had influenced them so that they found working in groups 

more enjoyable and fruitful than working individually. Hence, they looked for opportunities to 

work with other teachers and often have collaborative classroom activities for students from 

similar cultural backgrounds. 
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Sociolinguistic Awareness 

This section denotes the teacher participants’ sociolinguistic awareness. In general, the 

nonnative English language teachers in this MOOC demonstrated an awareness of the roles of 

sociocultural factors on the way language was interpreted by people from different cultures.  

The teachers understood that culture determines what an appropriate or inappropriate use 

of language is. They realized that people around them and their heritage influenced how they 

used language, which caused common words in one culture to be interpreted as foreign and 

inappropriate possibly, or even taboo, in another. For example, a teacher shared their observation 

of how the same ideas were expressed differently across cultures:  

If you say ‘My pen is dying’ to a non-native speaker, it may sound wrong coz the pen 

doesn’t have life. Or if you say ‘Are you the brand-new teacher?’, it may sound weird in 

Asia because in my culture, we only refer to a brand new thing, not a person. (Teacher’s 

reflection, 2018) 

They affirmed that sociolinguistic awareness is crucial in teaching English so that English 

language learners could naturally learn to use a language. 

Stemming from that sociolinguistic awareness, they continued to affirm that learning a 

language was about language forms and language pragmatics (i.e., how to use a language 

effectively in particular situations) to achieve communicative purposes. They agreed that 

translation was not always the way to render what speakers wanted to say. In some cases, 

speakers had to adapt their meaning to the cultural values and rules of whom they talked because 

some words or concepts may exist in one language but not another. One teacher affirmed that 

“without the knowledge of the culture in which the language is studied, neither its grammar nor 
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its lexicon can be learned. It is necessary to understand the culture to understand their 

meanings.”  

Notably, the researcher found that much of their sociolinguistic awareness stemmed from 

observing their own language. For example, a Chinese teacher explained the cultural rules 

governing how Chinese people speak: 

As Chinese, we can’t translate what we want to say directly from Chinese to English 

because Chinese is high context language. We always leave something unsaid. Hence, 

people from low-context cultures may misunderstand or fail to understand us. (Teacher’s 

reflection, 2018) 

They realized that even within the same country, the same language could mean something 

different when members of different ethnic groups used it. They remarked that sociocultural 

contexts influence language at the time of utterances. 

Most of the teacher participants strongly advocated the need for sociocultural awareness 

for language teachers. They believed that as those who prepared the students in their language 

learning journey, language teachers must be fully aware of how sociocultural beliefs and 

experience impacted the way the English language was spoken by people worldwide. 

Furthermore, they wanted to make sure that nonnative English language teachers took 

responsibility in passing on the awareness to their students so that their students could use the 

English language appropriately and naturally when communicating with culturally different 

others.  

Skills  

This section concerned the intercultural skills that the nonnative English language 

teachers in this MOOC showcased throughout their discussion with the other teachers 
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worldwide. Overall, the teachers showcased strong listening and relating skills to culturally 

different others, shown in the textual discussion forum data.  

To Listen, Observe, and Interpret 

This section discussed the teacher participants’ listening skills. Listening skill was 

defined in Deardorff’s (2006) Pyramid Model as the ability to give complete attention to 

culturally different others’ sharing and interpret the sharing from their perspectives and the 

others’ perspectives. As the textual data from the discussion forum did not allow the researcher 

to observe particular non-verbal cues of listening (e.g., eye contact, nodding, leaning forward, 

etc.), the research focused on the verbal aspects of listening skills that could be manifested 

through paraphrasing, repetition, verbal affirmations, and so forth in writing. Overall, the teacher 

participants showed active listening skills.  

The teachers listened attentively to their peers and engaged in conversations in positive 

ways. Through the data analysis, the researcher found that the teachers in this MOOC frequently 

practiced different techniques of active listening that affirmed their peers that they were heard. 

Many of them used paraphrasing, repeating, demonstrating concerns, and brief verbal 

affirmations. The researcher frequently found that the teachers used paraphrases and repetition to 

show their understanding and continue the conversations with peers. They often started with 

different paraphrase and repetition openers (e.g., “You are saying that …”, “So, you think 

that …”) that proved that they understood their peers’ passage well enough to restate it. The 

teachers in this MOOC widely used brief verbal affirmations (e.g., “I see,” “I know,” “I 

understand,” etc.) to affirm their peers’ ideas. “Thank you” was also used widely to express their 

gratitude to their peers’ sharing or feedback.  
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Many of the responses in the MOOC discussion forums demonstrate the teachers’ ability 

to view culturally different others’ sharing from their own and the others’ perspectives. Indeed, 

they frequently triangulated, attempting to see things from multiple angles without imposing 

their own views on the others. Many of the teacher participants did not hold on to their own 

beliefs and consider their peers’ sharing the way their own culture allows. Instead, they put 

themselves in the shoes of the others, envisaging the peers’ stories in the other cultures. They 

tried to elicit what their culturally different peers meant without criticism. For example, a teacher 

responded to their peers:  

What I think is nice about your story is that you seem to bring your own cultural 

experiences and background to give a real-life touch to your diverse classes. At least for 

me, this has always been a good way to make diverse students engage and to say ‘I'm just 

like them!’ to them. (Teacher’s reflection, 2018) 

To Analyze, Evaluate, and Relate 

This section discussed how the nonnative English language teachers participating in an 

IC-focused MOOC demonstrated related skills in the intercultural exchange of ideas with 

culturally different peers. In general, the ELF teachers in this MOOC could analyze and evaluate 

intercultural concepts and experiences and relate them to their experiences. 

The researcher found that sharing culturally different peers in the discussion forums 

sparked teacher participants’ analyses, evaluation, and relationships. On hearing their peers’ 

sharing, the teachers examined it through the others’ lenses and compared that with the 

circumstances and experiences they went through. Notably, many of the teachers tended to relate 

to experiences that resembled those of their peers. Frequently, the researcher found posts in 

which the teacher participants mirrored and supplemented what their peers were talking about:  



115 
 

Thank you for sharing your experience with us. I know exactly what you are talking 

about. Being strategic and resourceful in teaching is really important. In our country not 

all students can access the internet and used technologies in their learning specially in 

remote areas. (Teacher’s reflection, 2018) 

Most of the responses in the MOOC discussion forums showcased the teachers’ skill to 

analyze and relate their experiences to the concepts and materials that they learned in the 

MOOC. They evaluated the concepts and related them to their own background and experience. 

For example, one teacher related the concepts to their teaching experience with diverse students 

on learning about high-context and low-context cultures: “Now I understand why my high-

context cultural students responded to classroom activities in certain way.”  

Internal Outcomes 

This section examined internal outcomes that occurred inside the teacher participants, 

including five sub-components: empathy, ethno-relative view, flexibility, adaptability, and shift 

of the frame of reference. Overall, most nonnative English language teachers in developing 

countries participating in this IC-focused MOOC demonstrated empathy with people from other 

cultures. Most of them consistently shared a positive ethno-relative view. Many of them 

possessed flexibility and adaptability to intercultural environments. A few of them occasionally 

demonstrated a shifted frame of reference. 

Empathy 

This section presented how the nonnative English language teachers participating in this 

IC-focused MOOC exhibited empathy toward people from other cultures. Overall, the researcher 

found that the teacher participants were empathetic with culturally different others, shown in 
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their ability to view intercultural experiences from different points of view and act supportive of 

people from other cultures – both abroad and at home.  

The teachers were able to view cultural incidents from multiple perspectives. They 

acknowledged the importance of empathy in building relationships with others. One teacher 

affirmed: “Empathy, that means, put on somebody else's shoes. It is another key to understand 

views and attitudes from another culture.” The teachers frequently put themselves in the shoes of 

the others and tried to understand the issues from their own viewpoints and that of the others, 

especially when their culturally different peers shared hardship. 

The researcher found that most of the teacher participants showcased support in a variety 

of ways. Many of them frequently acknowledged the hardship that their culturally different peers 

were going through to show they cared and shared the discomfort and pain with their peers. They 

also asked appropriate questions to have a better understanding of the issue. In some cases, they 

made suggestions to help their peers view things from another perspective. For example, a 

teacher was showing their empathy to their peer:  

Hi, Fabiana1! It must be quite a challenge to deal with people from so many different 

countries and cultures like in your case! I share your concerns… Do you do some 

research or have a kind of ‘training’ on how to interact with such broad range of cultures? 

(Teacher’s reflection, 2018) 

At home, the teachers showed empathy toward their students when their students had 

difficulty in the classrooms. They acknowledged that different groups of students (e.g., age, 

proficiency levels, sociocultural backgrounds, etc.) had needs that required teachers’ attention. 

For example, a few teacher participants said they empathized with their young students’ low 

 
1 All the names in this study are pseudonyms 
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English proficiency and translated the concepts into their mother tongue to help with 

comprehension. These posts demonstrated an ability to view teaching from their students’ 

cultures, know what was appropriate for particular groups of students, and have corresponding 

teaching pedagogies.  

Notably, discussions of micro-cultures were where the teachers shared their issues and 

showed their empathy the most frequently in this MOOC. This was possible because the 

discussion prompts encouraged the teacher participants to share personal interests in the 

Introduction Week. As a result, it created a space for the teachers to share any concerns that they 

had.  

Overwhelmingly, the teachers empathized with culturally different peers’ difficulties as 

they moved through multiple micro-cultures daily. They shared experiences, and in some cases, 

asked questions or made suggestions on what they thought would make the situation better for 

their peers. For example, a teacher consoled their peer on an issue that they had when going out 

with colleagues:  

It seems to me you are having difficulties going out with your colleagues. It must be quite 

a challenge to go out with people who earn much more than you. I wonder if it is 

necessary to you to spend that much? For me, it's ok to go out with other people, whether 

they are rich or poor as long as I’m happy with them, but we don’t have to sacrifice our 

hard-earned money. (Teacher’s reflection, 2018) 

It was clear that the teacher participants in this MOOC were empathetic toward culturally 

different others. They were willing to be there to listen to and help as much as they could for 

others.  
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Ethno-Relative View 

This section presents how the teacher participants in this IC-focused MOOC 

demonstrated an ethno-relative view - the ability to accept cultural differences and value cultures 

and cultural groups equally. Overall, the analysis revealed that the majority of the nonnative 

English language teachers participating in the discussion forums accepted culturally different 

others’ practices and values and expressed a desire to adapt to differences. However, it was 

inconclusive whether they could integrate differences into their worldview due to the forum data 

limitation that was not conducive to an opportunity to observe it.  

Overwhelmingly, the researcher found that the teacher participants in this MOOC 

accepted cultural differences and equally valued their own cultures and other cultures. Indeed, 

they acknowledged that cultures were different, manifested in various ways, such as language, 

communication style, non-verbal patterns, and cultural values, etc. Furthermore, they affirmed 

that there was “no one best culture.” Hence, most of them believed that no member of a 

particular group should be perceived as superior to members of the others.  

Most of the teachers did not see their cultures as central to the world and thus did not 

judge other cultures primarily by the beliefs and values of their own cultures. Instead, they 

decentralized the worldviews and values of their own cultures, claiming that their culture was not 

the only one and the most critical in the world. Furthermore, they believed that every culture had 

its own beauty. Hence, they refuted stereotypes and judgments against other cultures, affirming 

that cultural groups’ members should not be judged for cultural differences they practiced.  

In this MOOC, while a few teacher participants resisted changes to adapt, most of the 

teachers claimed that it was essential to adapt to other cultures – both at home and abroad. Many 

of the teachers mentioned the need to research cultural traditions and practices (clothes, holidays, 
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do’s and don’ts, etc.) and values and beliefs (e.g., the notion of time and punctuality, etc.) when 

traveling abroad or when interacting with culturally different people. For them, the willingness to 

adapt is a key without which one would not survive and thrive in another culture.  

Flexibility 

This section showcased how the nonnative teacher participants in an IC-focused MOOC 

manifested flexibility in intercultural encounters. Overall, a majority of the teacher participants 

were shown to have an interculturally flexible mindset – both abroad and at home. They valued 

flexibility and cultural know-how and were willing to use behaviors and communication styles 

considered appropriate in other cultures.  

They claimed that they could recognize the cultural differences of interculturally different 

people they were interacting with, especially at surface levels (e.g., clothes, communication 

styles, etc.). They were willing to change their own attitudes and behaviors and put them into 

appropriate practice in everyday communication with culturally different others. As one teacher 

insisted, “We must learn to adapt and adopt different cultural schemes as we move through any 

path of life.” It is worth noting that a few teacher participants resisted changes to adapt to 

intercultural environments. They reported that they did not want to change nor go to new cultural 

places that required changes. However, this group of teacher participants who resisted change 

was relatively small. 

The teachers also showed flexibility to their students who came from diverse 

backgrounds. The intercultural flexibility was manifested in the teachers’ willingness to select 

teaching content and methods that they considered appropriate and adaptive to their students. 

They were aware that students come from different sociocultural and generational backgrounds 

that potentially influenced their interests, behaviors, and values. Therefore, being flexible was 
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crucial in the teaching and learning process. For example, a teacher shared, “I use different visual 

materials for different groups of students. For my young students, I usually use cartoons and 

Disney movies. I found teenagers and adults prefer TV shows.” Most of the teachers in this 

MOOC agreed that the primary purposes of IC-focused classrooms were to help students become 

interculturally competent rather than emphasize English language improvement; hence, any other 

goals could be compromised, and teaching methods should be adjusted.  

Notably, the researcher found that the nonnative teacher participants in this MOOC were 

willing to change for their students. Although a few teachers did not attempt to change in cross-

cultural settings, no recorded data showed that the teacher participants resisted modifying their 

behaviors and communication styles to suit their students’ socio-cultural and generational 

backgrounds.  

Adaptability 

This section discussed how the nonnative teacher participants in this IC-focused MOOC 

exhibited adaptability. Similar to the flexibility sub-component, the data analysis yielded 

substantial evidence of the teacher participants’ intentionality to adapt in cross-cultural 

environments. Overall, the researcher observed intentionality and ability to adapt to different 

communication styles and intercultural behaviors in new cultural settings abroad and at home.  

Many of the teachers were shown to value adaptability in intercultural encounters and 

were willing to adapt to the practices and beliefs of culturally different others. They believed in 

the need for adaptability when individuals interact with people from other cultures because, as 

one teacher shared, “When in Rome, do as the Romans do.” Throughout the discussion in the 

MOOC, many of them eagerly shared their experience and strategies that they employed to 

overcome culture shock when they moved from one (macro- and micro-) culture to another.  
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They acknowledged that culture shock was nearly an inseparable part of integrating into 

new cultural settings. As a result, they recommended researching the new cultures and adapting 

to new practices and values to make acculturation smoother. One teacher shared: 

I came to work here in Puebla, Mexico, nine years ago. Mexican people eat a lot [of spicy 

food]. In my country, El Salvador, we don't eat chili pepper so much. In situation like you 

are a foreigner, you must learn to observe and adjust to fit in. It was difficult but nothing 

impossible. (Teacher’s reflection, 2018) 

The discussion forum yielded even more data on the teachers’ adaptive internal outcomes 

toward their students’ interests, values, and characteristics. Most of them agreed that adaptability 

was crucial in delivering practical lessons. The discussion included perspectives and experiences 

on adapting their pedagogy to student populations, acknowledging any geographical, ethnic, 

sociocultural factors that would affect students’ interests, abilities, and so forth. For example, 

one teacher shared how they adapted their methods and content when teaching IC to their young 

students: “As my students are young (5th grade), and they do not speak English fluently, I would 

have to use visual materials as videos instruments for that age group and proficiency.” Some 

teachers also reported adapting because the funding and resources were scarce in some areas. 

Therefore, as teachers, they must be creative and adaptive.  

Similar to the findings on flexibility, the researcher found that while a majority of the 

teachers in this MOOC possessed an adaptive internal outcome, a few refused to change to adapt 

in cross-cultural settings, in both macro- and micro-cultures (their daily lives). However, even 

though some of them refused to change to adapt or refused to put themselves in contexts where 

they needed to change to adapt, there was no evidence from the discussion forum of their 

resistance to adapting to teaching diverse students. Overwhelmingly, the nonnative English 
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language teachers in this MOOC demonstrated a feeling of responsibility to educate their 

students and strived to accommodate the student learning. 

Shift of the Frame of Reference 

This section discussed how the teacher participants demonstrated a shift in their frame of 

reference. Overall, the researcher found a few cases where the teachers in this MOOC 

demonstrated a shifted frame of reference in intercultural encounters with culturally different 

others.  

The data analysis reflected that a few of the posts in the discussion forums showed a 

change in the teacher participants’ set of ideas to change their opinions and behaviors eventually. 

Some of them admitted that they had changed their views and behaviors after interacting with 

more people from other cultures. A typical example was sharing one teacher who admittedly 

made stereotypes of a culture different from theirs due to several negative experiences. In their 

words: 

I have met some people whose culture is different from mine. Most of them had rude 

attitudes. So, I generalized them that they are all rude. But then, I realized that I was 

wrong. I needed to understand them more by listening also to their side. (Teacher’s 

reflection, 2018) 

In the discussion, some of the teachers shared that the MOOC materials and the peer 

sharing changed their minds about viewing some IC concepts and intercultural phenomena. A 

teacher shared an ah-ha moment when they read their peers’ experience:  

I have to say that I have not really thought about that [phenomenon] from a diachronic or 

synchronic perspective. Now, your example makes me think that we can apply the idea in 

many different ways, by using a synchronic approach to highlight different cultures in 
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different societies or adopting a diachronic way to highlight how our perspective can 

evolve and change through time. (Teacher’ reflection, 2018) 

They shared that their peers’ examples and perspectives allowed them to view things from 

different angles. By doing so, they added that they understood the issues better and enriched the 

knowledge and experiences they could gain from culturally different others. 

Notably, the researcher found that the teacher participants in this MOOC put themselves 

in culturally different others’ shoes and viewed things from multiple perspectives when they 

listened to the others’ sharing (see Empathy sub-component). However, the researcher observed 

insufficient evidence that showed they were able to construe events “as if” they were the other 

people. In the researcher’s opinion, the ability to construe events required a precise and deep 

understanding and empathy with culturally different others, which different living experiences 

and backgrounds might not permit. 

External Outcomes  

This section examined how the teacher participants in an IC-focused MOOC 

demonstrated their external intercultural outcomes. External outcomes was the final component 

in Deardorff’s Pyramid Model, which examines whether one “behaves and communicates 

effectively and appropriately” to attain their goals (Deardorff, 2006, p. 247-248). Overall, the 

nonnative English language teachers in developing countries that participated in this IC-focused 

MOOC demonstrated effective and appropriate verbal communication skills and skillful 

negotiation of a shared understanding with their culturally different fellows. 

Communication Styles 

The data analysis reflected the frequent use of indirect communication styles among the 

nonnative English language teacher participants in this IC-focused MOOC. The researcher did 
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not observe cases where the teacher participants used explicit language to show disagreement in 

the examined dataset. Indeed, there was no strong negation in the discussion forums over the 

MOOC (e.g., “You are wrong,” “I disagree with you,” or “No,” etc.). Instead, their 

communication tended to follow a similar pattern in which they agreed and acknowledged the 

points their peers made, showing empathy, expanding on the points with their examples, and 

providing their own arguments. However, there was no evidence of direct language used at any 

time in the forums. Hence, the researcher could not conclude whether the participating teachers 

understood and adapted to their peers’ verbal communication styles, or their communication 

styles happened to suit the communication styles of the others in the discussion forums.  

The researcher found that many teacher participants skillfully negotiated with culturally 

different others to reach an agreement without discomforting the listeners. The teachers were not 

aggressive in winning the conversations, but rather, their negotiation tended to be relationship-

oriented and conflict avoidant. In other words, they employed a win-win strategy that helped 

them arrive at a shared understanding without hurting the relationships between them and the 

culturally different others.  

Accordingly, they skillfully used active listening skills to show full attention and utilized 

verbal affirmations to acknowledge and compliment the points their peers made (see Listening 

skill sub-component). In addition, they showed empathy to build rapport with culturally different 

others (see Empathy sub-component). They then indirectly communicated their views to ask for 

opinions or suggestions from their peers. An example was:  

You're correct! Discussing gender entails testing the water. We need to make sure our 

topics and discussion suit our kids’ ability and maturity level. I also see your concerns 

about the morality of discussing sensitive topics with young students. It is indeed 
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difficult. However, I still believe that teachers are responsible for developing students’ 

critical awareness to fight against stereotypes and marginalization. What do you think? 

(Teacher’s reflection, 2018) 

The researcher found that many of the teacher participants viewed negotiation clearly as 

teamwork. By doing so, they successfully proposed their viewpoints without making their 

culturally different peers feel disrespected or uncomfortable while inviting them to participate in 

the negotiation for shared outcomes. 

Notably, the researcher found that although many of the teacher participants in this 

MOOC emphasized relationships and compromises, they were firm in pursuing what they 

considered as “the right thing to do.” For example, one teacher suggested that their peers 

communicate despite the disturbance:  

I read your response, and I think it could be difficult to deal with coworkers and family, 

but sometimes it might be necessary to express your thoughts, so then people become 

aware of their actions and their consequences, or sometimes I could misinterpret others’ 

actions, too. Communication is the key. (Teacher’s reflection, 2018) 

Also, notably, the data analysis reflected that although the teacher participants mainly 

used indirect communication styles, they clearly expressed their intention, especially when they 

asked about sensitive cultural topics. Indeed, the data showed that they frequently clarified why 

they asked questions about sensitive topics such as arranged marriage and LGBTQ+. For 

example, one teacher explained to their peer:  

I just have one little concern and bother to ask if you don’t mind: is the LGBT topic a 

taboo in your culture? Is it appropriate to talk about in the classroom setting? Do students 
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in your country feel ok to talk about it? I’m just curious. No offense. (Teacher’s 

reflection, 2018) 

Supportiveness 

Emerging as a new and prominent theme in this study, the researcher noticed substantial 

evidence of supportiveness that the nonnative English language teacher participants had for 

culturally different others. Based on the data analysis, the researcher defined supportiveness as 

taking actions that support people from other cultures. Thus, based on the researcher’s definition, 

supportiveness served as the complimentary action side of the empathy sub-component. Overall, 

the data analysis reflected that a majority of the teacher participants supported culturally 

different others in several ways. 

The researcher found that most of the teacher participants verbally encouraged their 

culturally different peers in the discussion forums. They often acknowledged their peers’ efforts 

and showed confidence in their peers’ ability to overcome difficult situations. For example, one 

teacher encouraged their peers in an issue they encountered in micro-cultures:  

Hi, Shayla, what you wrote about is called life experience. In the course of life, we meet 

different people with their own points of view on everything. [...] I see you are a positive 

person, so I believe that you will be able to cope with any situation, including this one. 

(Teacher’s reflection, 2018) 

Most of the teachers complimented and celebrated with culturally different peers when 

they completed a task or accomplished an achievement. The researcher found that the teacher 

participants in this IC-focused MOOC played a role as enthusiastic cheerleaders to each other. 

Compliments such as “You are inspiring!” or “Your teaching method is super useful” and similar 

compliments were common in the forums. For example, one teacher encouraged their peers in a 
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successful class, “Great job you have. Students will love your classes.” In another example, a 

teacher participant affirmed their peer by saying, “Congratulations on working on your Ph.D. 

program!”  

Finally, the researcher found that some teacher participants went above and beyond to 

share resources in culture and teaching with their peers. For example, some of them gave the 

links to their favorite YouTube videos or names of materials they thought could be helpful for 

their peers. In addition, many of them made feedback and suggestions to help their peers with 

their questions and concerns, while a few helped by clarifying the MOOC content for their 

culturally different peers. In this IC-focused MOOC, the researcher found that the teacher 

participants played a role as critical friends for each other.  

Summary of Research Question 1 

In conclusion, this section presented findings in response to Research Question 1, 

examining the IC performance of the nonnative English language teachers from developing 

countries who participated in an IC-focused MOOC. Overall, the researcher found that most of 

the posts in the MOOC discussion forums showed that the teacher participants were 

interculturally competent in all the components of the IC. The researcher also recorded 

prominent emerging themes as well as unusual emerging themes from the qualitative data 

analysis. 

Research Question 2 

This research question examines the perspectives of nonnative English language teachers 

in developing countries on IC and IC teaching in English language classrooms, as shown in an 

IC-focused MOOC. The researcher collected the textual data from the teacher dialogues in the 
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MOOC discussion forums, seeking the prominent topics with topic modeling, and analyzed the 

textual data with qualitative analysis.  

Overall, the researcher found that all of the posts in the MOOC discussion forums 

showed the teacher participants’ evidently positive views on the roles of IC and explicit teaching 

of IC in English language education. Notably, many of the responses showed that the teacher 

participants viewed their roles extend beyond the English language classrooms to become 

intercultural diplomats, intercultural activists, intercultural educators, and role models.  

In addition, some of them acknowledged several constraints that made it challenging for 

their IC teaching practice. However, the constraints did not prevent them from supporting IC and 

IC teaching. As for the nature of their IC teaching, most of them emphasized the roles of 

teaching cultural self-awareness to their students. Notably, many of them did not fall for the 

native-speaker bias. Details of the findings are discussed below. Figure 4.2 illustrates teachers’ 

perspectives of IC and IC teaching in English language education. 
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Figure 4.2 

Nonnative Teachers’ Perspectives of IC and IC Teaching 

   

Teachers’ Perspectives of the Roles of IC 

This section discussed the perspectives of the nonnative English language teachers in 

developing countries participating in an IC-focused MOOC about the roles of IC in English 

language education (i.e., why the teacher participants thought IC should or should not be a part 

of the English language education). Overall, the nonnative English language teachers in this 

MOOC had a strong opinion of the critical roles of IC in English language education.  
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The researcher found that the nonnative English language teachers demonstrated a belief 

that IC had a crucial role in English language teaching and learning. As a matter of fact, 100% of 

the posts related to the roles of IC in English language education claimed the need for English 

language learners to be aware of cultural diversity and to be able to communicate effectively 

across cultures. One teacher said, “It is indeed important that our students are aware of other 

cultures. Learners must engage themselves in exploring ideas and other people's cultures.” None 

of the teachers displayed negative views toward the roles of IC in English language classrooms.  

A majority of the posts in the discussion forums claimed that exploring the culture in an 

English language setting was as important as learning English itself. They showed that the 

teachers understood that having the ability to communicate across cultures was helpful for their 

students beyond classrooms because it “[opened] as many doors for knowledge and opportunities 

as having good English language proficiency.” Therefore, most of the teacher participants were 

motivated to help their students to improve their IC because they firmly believed that they were 

helping their students succeed. As one teacher claimed, “By doing so, my students can become 

successful when they work with people from different cultures.”  

There were three main reasons why the nonnative English language teachers in this 

MOOC supported their students in improving their IC: 1. Becoming global citizens; 2. Avoiding 

miscommunication and consequences; and 3. Building respectful and supportive classrooms. 

First, the teacher participants considered IC to be a crucial competence for global 

citizenship. The teacher participants in this MOOC recognized that one could not live in the 

current global society without communicating with people from other cultures. They knew that 

IC had become a competence one must have to survive in the new age. One teacher remarked, 

“We should teach our students that they are not alone in the world. Their culture is not the only 
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one that exists […]. Therefore, they need to learn more about their own culture and other cultures 

to become global citizens.” Some of the teacher participants added that the ability to 

communicate effectively with culturally different others allowed students to tackle global issues 

with the rest of the world. One teacher shared, “Students today must be trained to be culturally 

competent so that they can talk to people from other countries and solve global issues.”  

Second, most of the teacher participants believed that IC helped prevent their students 

from unnecessary conflicts and miscommunication in cross-cultural communication. The 

teachers were aware of students’ increasing opportunities to interact with culturally different 

others – either overseas through abroad study or international exchange programs or at home 

through interactions with their classmates. In any intercultural situations, most of the teacher 

participants acknowledged that students must know cultural aspects of societies that spoke the 

language because it would “help them avoid necessary misunderstandings and conflicts with 

people from other cultures.”  

The teacher participants added that acting appropriately and effectively in intercultural 

settings was also valuable in reducing culture shock. They affirmed that different cultures had 

different practices, values, and beliefs that could be puzzling to outsiders. Hence, although 

culture shock was inevitable in cross-cultural experiences, especially abroad, the teachers 

believed that having cultural knowledge and competence allowed students to “bridge the cultural 

gaps” and minimize challenges in adapting to intercultural environments.  

Finally, many of the teacher participants acknowledged the important roles of IC in 

building respectful and supportive English language classrooms. They understood that “schools 

and classrooms are miniature societies” in which students possessed “varied values, languages, 

beliefs, and more diverse backgrounds and cultural identities.” Therefore, they emphasized that 
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students need to be aware of cultural diversity to understand their classmates better and avoid 

cultural clashes. The teachers added that students would learn to respect and accept classmates’ 

cultural differences, which helped “create an environment free from discrimination and 

bullying.” 

The teacher participants also saw the benefits of IC in building supportive classroom 

culture. They said students today need teamwork skills to work with their classmates and with 

future colleagues. Without the ability to empathize and communicate with people from other 

cultures, students would not be able to collaborate and support each other. Many of them 

believed having IC meant having the ability to empathize and communicate with culturally 

different others. Therefore, many of them reported encouraging their students to develop IC to 

build “peaceful and supportive classrooms.” 

Teachers’ Perspectives of Explicit IC Teaching 

Although culture is inseparable from language, IC has not yet been a teaching objective 

in the English language curriculum (Chao, 2016). Frequently, IC has been included in English 

lessons for entertaining purposes, and IC lessons are often substituted for test preparation. 

Recently, many researchers suggested IC should be taught explicitly in response to the increasing 

importance of IC in the globalized world (e.g., Bennett, 2009; Deardorff, 2006).  

While the previous section presented how the teacher participants viewed the roles of IC 

in English language education, this section discussed how they perceived the explicit teaching of 

IC in their English language classrooms. Overall, the teachers participating in this MOOC had 

notably positive perspectives of explicit teaching of IC in English language education. 

The researcher found that in realizing the benefits students might get from having IC, the 

nonnative English language teachers participating in this IC-focused MOOC demonstrated an 
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evidently positive view of the explicit teaching of IC in English language education. In fact, 

100% of their posts affirmed their support for explicitly teaching this competence to their 

students. It was because, as they shared, it was “truly important for awareness of different 

cultures to be raised in the classroom” and “learners need to be educated and mentored when it 

comes to cultural understanding and skills.” In some cases, the participants emphasized that IC 

teaching was just as important as the teaching of English language skills: “It's a MUST for 

English language teachers to raise cultural awareness among students through classroom 

activities.” 

Some of the responses in the MOOC discussion forums affirmed that students should be 

taught IC at an early age. They explained that the earlier students learned IC, the earlier they 

could realize cultural diversity and look beyond surface differences. Many of the teacher 

participants believed IC helped prepare students to become kind people who “actively listen to 

accept others’ cultural values and beliefs” and to become global citizens who helped shape a 

better world eventually. One teacher shared, “any education system should pay more attention to 

teaching culture, especially to young kids, since this will increase the mutual understanding 

between the human beings in the globalized world.” 

Most of the posts expressed the teachers’ strong motivation to teach IC in their English 

language classrooms. Many of the posts expressed a belief that teaching IC was teachers’ 

responsibility. One teacher shared: 

I'm eager to learn more about cultural differences. I cannot wait to apply these [learned] 

critical thinking and IC teaching methods into my classes. I think this is really necessary 

for us educators to inculcate this into our students. (Teacher’s reflection, 2018)  
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Some of the teachers were concerned that they might not know how to teach IC, but they 

were motivated to learn and include it in their practice. For example, one teacher shared with 

their peers in the discussion forums:  

It is very important to know some strategies that will help our students in learning their 

own culture and raise their awareness of cultural differences. That's why we need 

training. It is valuable to teach children about this. (Teacher’s reflection, 2018) 

Many of the teacher participants were positive about the possibility of teaching IC in 

English language lessons. Many of them commented that culture was inseparable from English 

language teaching and, hence, it could be integrated into English language lessons in a variety of 

topics and ways. Some of the participants shared their topics to range from everyday life topics 

to more complex issues. For example, one teacher took advantage of the family topic to help 

their students explore family structures and values worldwide. “There is a unit in my annual plan 

about family and I introduce stereotypes, […] my small ones can observe the different family 

structures and compare with their families.” 

Constraints 

Amidst their motivation and acceptance of teaching IC to their students, the teacher 

participants in this IC-focused MOOC also acknowledged the constraints or obstacles they faced 

in daily IC teaching practice. Notably, while they acknowledged those constraints, they did not 

see them as hurdles that made it impossible to teach IC. Therefore, to truly understand the 

perspectives of the nonnative English language teachers participating in this IC-focused MOOC, 

it is necessary to review the constraints or obstacles they encounter every day in their IC 

classrooms. The constraints included students’ low English proficiency, students’ low maturity 

levels, lack of PD, and the lack of teaching materials. 
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Students’ Low English-Language Proficiency 

Students’ low English proficiency was the most common obstacle for the teacher 

participants. The teachers admitted that it could be “challenging to teach culture to students with 

low English language proficiency.” They said that, unlike a typical English language class, the 

language in cultural classes was much more complex and required students to have a good 

English language command to understand and conduct classroom activities.  

Facing this obstacle, some teachers reportedly chose to modify instruction language and 

classroom activities while some others resorted to using their mother tongue to make the lessons 

more adaptable to their students’ English proficiency:  

As a MAPEH teacher teaching Grade 9 students, using the English language in giving 

instructions gives them difficulty understanding what is meant by the activity since 

English is not the primary language used in our country. With this, I need to translate 

terms or give them definition of terms using their dialect spoken or their mother tongue 

for them to fully understand and internalize what I was trying to emphasize (Teacher’s 

reflection, 2018). 

Students’ Low Maturity Levels  

Students’ cognitive maturity was another major obstacle that concerned the nonnative 

English language teachers in cultural classrooms. Some teachers acknowledged that, unlike 

English language lessons, IC-focused lessons contained cultural concepts and phenomena that 

could be too complex for their students to comprehend, especially for younger learners. They 

found it even more challenging when teaching deep-level knowledge of cultures such as values 

and beliefs.  
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Frequently, they were puzzled about how to explain the concepts in appropriate and 

effective ways for their students’ cognitive levels. As one teacher claimed: 

Some kids might not be prepared for it, and so they would ask many questions, or they 

would not understand, especially if they come from the opposite cultural background. So, 

we need to make sure our topics, language, and discussion suit the ability and maturity 

level of the kids. (Teacher’s reflection, 2018) 

Lack of Training and Teaching Materials  

Lack of training and materials is among the most common obstacles the teachers faced to 

include IC in their classrooms. They shared that it was difficult to even when they desired to 

teach IC to their students because they did not know how to, especially with novice teachers. 

They commented that one might think teaching IC was similar to teaching English language 

skills, but it was not. They added that nonnative English language teachers frequently relied on 

their English-language classroom experience to guide them in designing IC activities. However, 

it was often trial and error because teaching English did not always translate well into cultural 

classroom activities.  

The situation was slightly different but not better for those who received IC-focused PD. 

They affirmed that thanks to the prior PD experiences, they understood the concepts and the 

pedagogies somewhat better. However, knowing it was still a long way from putting it into 

practice, as far as they were concerned. One teacher shared, “[The PD] gives me an overview on 

how teachers can incorporate cultural knowledge into English language classes. […] A great 

adaptation of change with regards to giving classroom activities is still a great challenge for me.” 

The research also found that the textbook language and content were unsuitable for their 

students, and teaching materials were sometimes unavailable. Some of them said the language in 
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the intercultural textbooks was too complex for their students’ English language levels. One 

teacher shared the concern with peers: “The students' level isn't that good, so I need to translate 

into Portuguese many times. Maybe, we could use newer books, with contemporary language, 

easier for them?”  

In conclusion, the nonnative English language teachers participating in this IC-focused 

MOOC acknowledged three main constraints they faced in IC-focused classrooms. Although the 

teachers were motivated to teach IC, these constraints mentioned caused challenges for their 

practice. Most of the teacher participants from developing countries affirmed the need for IC-

focused PD and materials to help them tackle students’ proficiency and maturity. Without 

sufficient and efficient IC-focused PD and suitable materials, teachers were like the blind leading 

the blind. Even worse, they might teach it wrong due to the lack of skill and pedagogy training. 

In their words, “Indeed, we cannot teach what we do not have.” 

Teachers’ Perspectives of Their Contemporary Roles 

It is worth noting that the data analysis did not reflect complaints or opposition from the 

teacher participants against the teaching of IC. During the data analysis of the teacher dialogues, 

the researcher noticed the emergent themes centering around the teachers’ perspectives of their 

roles. Notably, the researcher found that the teacher participants’ views of their contemporary 

roles have evolved to meet the demands of contemporary English language classrooms. They 

considered themselves as intercultural diplomats, intercultural activists, intercultural educators, 

and intercultural role models. While exploring their IC and explicit IC teaching perspectives, it 

was crucial to understand their evolving roles to truly understand the rationale for their support 

of IC and IC teaching in English language education, despite the constraints.  
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Teachers as Intercultural Diplomats 

Being intercultural diplomats was the most prominent role that many of the teacher 

participants considered themselves to have. Many of them reportedly were not hesitant to 

consider themselves as “the intercultural diplomats” or “the cultural messengers” because they 

wanted to improve their own IC skills, were aware of the importance of IC in English language 

education, and desired to educate their students to be interculturally competent individuals.  

Indeed, they acknowledged the increasing importance of being interculturally competent 

in the globalized world. As countries and communities had become closer than ever with the rise 

of technology and globalization, they affirmed that one could not survive in intercultural 

environments without the ability to communicate cross-culturally. Therefore, they desired to 

participate in PD opportunities, including this IC-focused MOOC, to open minds toward other 

cultures.  

Second, they understood that culture played a crucial role in English language education. 

Many of them claimed that students would not learn the English language effectively and 

communicate with people from other cultures successfully without IC. Because of this 

realization, they became motivated to include IC in their classroom. They believed that as a “the 

diplomat or a ‘cultural messenger,’ [their work] really has been trying to bridge the gap of 

communication across cultures through the medium of English.” 

Many of the teacher participants in this MOOC encouraged each other to instill this 

quality in their students’ minds. They shared that they wanted to prepare students for global 

citizenship. They said students should be taught not to focus on themselves and neglect other 

cultures. As one said, “We should teach our students that they are not alone in the world and 
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their culture is not the only one that exists. They take part in a world full of different people and 

cultures, so they need to learn more about their own culture and others as well.” 

Teachers as Intercultural Activists 

Some of the nonnative English language teachers in this IC-focused MOOC portrayed 

characteristics of intercultural activists: they taught IC to maintain social justice. As a matter of 

fact, they were aware of cultural diversity and believed that being culturally different was a right. 

Hence, they strongly advocated for respect toward other cultures and people from other cultures. 

One teacher affirmed: “Every individual [was] unique and different. We need to respect the 

person’s point of view.”  

Many of the teacher participants sorrowed over intolerance and discrimination among 

cultures and ethnic groups. They empathized with the toll and damage it caused to ordinary lives 

and world peace. In their words: 

Unfortunately, there is a lack of tolerance in the world. People should start respecting 

people's culture, and especially religious choices. When people are free to have their 

choice, we can have wonderful conversation/discussion inside the classroom with many 

different perspectives. (Teacher’s reflection, 2018) 

Most of the participants became motivated to teach IC in their English-language 

classrooms. They explained that teaching IC could “bring out what human beings all share in 

common, which is respect, love, and acceptance of the other and [themselves].” Furthermore, 

they firmly believed what they were doing in the classrooms contributed to building the world a 

better place.  
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Teachers as Intercultural Educators 

With the increasingly important roles of IC in English language education, the nonnative 

English language teachers in this MOOC took responsibility in becoming intercultural educators. 

They affirmed that intercultural educators must be knowledgeable about intercultural knowledge 

and pedagogy. Realizing that cultural knowledge and pedagogy were not the same as those in 

English-language classes, they desired to attend any available PD opportunities to satisfy their 

thirst for intercultural professional development.  

In addition, by considering themselves as intercultural educators, they claimed that it was 

their responsibility to learn students’ cultures and embrace them in their practice. They affirmed 

that every student was different, even those in homogeneous classrooms. They explained it was 

because different macro- and micro-cultures could result in nuanced differences among students. 

For example, one teacher claimed, “each student in the class [was] a representative of his or her 

(micro)culture. Their cultures must be addressed in the classroom.”  

Notably, the identity of intercultural educators grew in them after taking the MOOC 

when they delightedly learned that IC was teachable and that teachers played a crucial role in IC 

teaching. Despite the constraints (lack of IC-focused PD, lack of IC teaching materials, etc.), 

many teachers shared that they would do their best as long as they could do something for their 

students and no matter what they had to “sacrifice.” The researcher found that most of them 

overwhelmingly demonstrated unconditional love and dedication toward their students. One 

teacher reflected, “As an educator, it is your job to help your students in anything they learn. 

Now I learned that IC is good for my students, why don’t I teach it?”  
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Teachers as Role Models  

Overwhelmingly, many of the nonnative English language teacher participants claimed 

that being teachers meant being role models in all aspects of life. In fact, they reportedly changed 

themselves in and outside the classrooms (e.g., clothing, communication, etc.) to fit in the social 

norms and expectations for the teaching profession in their cultures. They remarked that the 

changes were a must for them to be respected and taken seriously. As one teacher shared: 

I should pay attention to how I dress myself, how and what I say to them and the gestures 

I use in the classroom. Even on social networks such as Facebook, I’m careful with what 

I post because many students are connected to my profile. We should be careful with our 

attitudes and opinions. (Teacher’ reflection, 2018) 

Some of the teacher participants confessed that sometimes, the high expectations put 

much pressure on their shoulders. They shared that teachers had similarly high ranks in their 

societies’ hierarchy as parents to whom students look up. Therefore, they felt the need to show 

the best version wherever they were, in the classroom or society, which could sometimes be 

tiring. However, viewing teaching as a noble and inspiring job, they were willing to “sacrifice.” 

As they remarked, “teaching comes with big responsibilities. It is truly challenging yet rewarding 

because we got to change lives.”  

A few teacher participants cautioned their peers not to fall into the trap of creating a 

perfect image of themselves in students’ eyes. These teacher participants explained that being 

role models did not equal being perfect. Teachers were human, after all. Therefore, having open 

communication with students and “sharing experiences (even bad one!) with students [were] 

crucial.”  
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In conclusion, as for teachers’ perspectives of teachers’ roles, the researcher found that 

the nonnative teacher participants participating in this IC-focused MOOC had evolving views of 

their contemporary roles in response to the recent changes in the world, to expand their roles 

beyond the classroom walls. It could explain why the teacher participants in this MOOC were 

motivated to overcome obstacles in life and the profession to help students learn personally and 

professionally. 

The Nature of Teachers’ Perspectives on IC Teaching 

To have an insight into their perspectives of IC teaching, it is crucial to explore their 

points of view on the nature of IC teaching. Prominently, the researcher found that the teachers 

participating in this IC-focused MOOC emphasized the roles of teaching cultural self-awareness 

in IC-focused classrooms, and they did not pursue the native-speaker biases.  

Teachers’ Emphasis on Teaching Cultural Self-Awareness 

Overall, the nonnative English language teachers from developing countries participating 

in this MOOC were aware of the importance of knowing their own cultures in English language 

classrooms. Most of them expressed the need to know their own cultures before getting to know 

other cultures. For example, one teacher claimed, “I think my students should learn about their 

own cultures before they learn about other cultures, from the visible aspects to the ‘hidden’ 

ones.”  

Many of the teachers attempted to teach cultural self-awareness to help their students 

explore themselves as cultural beings. “[Students] should be aware of underlying assumptions of 

their beliefs or values, so that they can be more tolerant to people from other cultures with 

different values.” They desired their students to grow to be tolerable and understandable to 
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people from other cultures. One teacher expressed, “Students must understand there is not one 

better or worse there are only different points of view and behavior.” 

The teachers’ cultural self-awareness seems to stem from the pride they have in their own 

cultures. Some of the teacher participants affirmed that there was so much richness in every 

culture worth exploring. For example, one Mexican teacher of English described the richness in 

languages and dialects among regions in their country, which explained why they advocated for 

teaching cultural self-awareness in IC-focused classrooms.  

[In Mexico,] there are idioms that vary from region to region and, most importantly, we 

have 68 indigenous languages cataloged, which become 364 with their variations. Our 

indigenous cultures are yet another type of culture that must be known, as they represent 

the richness of our country. (Teacher’s reflection, 2018) 

Teachers’ Absence of Native-Speakerism Bias 

Another prominent theme that must be noted in this study was the nonnative teacher 

participants’ absence of subscription to native speakerism. In other words, they did not consider 

other cultures as “foreign cultures” in their teaching practice. This theme is critical to address 

because it has been a repeated phenomenon in English language teaching, in which the term 

“foreign cultures” is closely associated with a narrow subset of particular native-speaking 

countries (see Kachru, 1990), such as the US, the UK, and Australia, to name a few. Without 

understanding what was inside the teachers’ minds when they discussed their perspectives on IC 

and IC teaching, the discussion would not be complete, and even worse, reflect the state of the 

phenomenon of teachers’ IC and their perspectives about IC falsely.  

Notably, the researcher found that many of the nonnative English language teachers 

participating in this MOOC did not possess native speakerism bias throughout the discussion 
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with their peers. The discussion among them and their peers showed that they did not 

discriminate against non-native speaking cultures by excluding them from the conversations and 

the IC teaching narrative. In their conversations, the teachers solely used the terms “other 

cultures,” “target language cultures,” or “foreign language cultures” when they referred to 

cultures that were different from theirs. For example, a teacher shared about a teaching activity: 

“I will ask learners to make a questionnaire and ask them to find a foreigner friend through the 

social sites and conduct their interview with them.” 

Markedly, some teachers even referred to non-native speaking countries or countries in 

the outer and expanding circles in the Kachru (1990) framework (e.g., India, Uzbekistan, Iraq). 

One teacher recalled, “I remember the time I have discussed an Indian culture to them, and they 

were amazed because of the beautiful arts. As of now, I could really see Indian influence in their 

designs.” 

It should be noted that there were indeed a few posts explicitly mentioning native-

speaking countries in the Kachru (1990)’s Inner Circle, such as the UK, the USA, etc. For 

example, one teacher said, “Sometimes I like to invite some native speakers to explain and show 

differences between their culture and the students’. It’s really enriching for both.”  

However, even though a few teachers referred to native speaking cultures, it was 

inconclusive from some of their posts whether they possessed native-speaker bias because the 

teacher participants either mentioned several native and non-native cultures, or their students 

happened to come from mixed native- and nonnative English-speaking cultures. For example, “It 

is important to teach understanding people’s values to teenagers. I will explain the different 

values between North America and Europe, the Middle East and Africa.” 
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Summary of Research Question 2 

In conclusion, the researcher found that the nonnative English language teachers from 

developing countries participating in this IC-focused MOOC evidently possessed positive views 

about IC's roles in English language learners’ outcomes and the explicit teaching of IC in English 

language education. Their views about their roles evolved from traditional educator roles in the 

classroom. They acknowledged a number of constraints they faced in their IC teaching 

classrooms, but those constraints did not discourage them from trying out IC teaching to their 

students. As for the nature of teaching IC in English language education, the teacher participants 

believed in the crucial roles of cultural self-awareness teaching and did not subscribe to the 

native-speakerism bias.  

Research Question 3 

This research question discussed how this IC-focused MOOC impacted the intercultural 

performance and their perspectives toward IC and IC teaching of the nonnative English language 

teacher participants from developing countries from the participants’ perspectives. For this 

research question, the data were collected from the discussion forums and were analyzed using 

topic modeling and then qualitative analysis. 

Overall, the researcher found that the MOOC had notably positive impacts on the teacher 

participants in their IC and their perspectives of IC and IC teaching to varying degrees. The 

teachers dedicated the impacts of the MOOC to the robust support system of peers and 

instructors, the sharing opportunities during the MOOC, and the practical course design. Details 

are discussed in the following section. 
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Figure 5.1 

The MOOC’s Impacts on the Nonnative Teachers’ IC Performance and Perspectives 
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performance. Overall, the teacher participants reported that the MOOC notably improved their 

intercultural awareness, attitudes, and knowledge. However, they claimed minor changes in 

intercultural internal outcomes and skills and no change in external outcomes. Figure 5.1 

demonstrates the IC-focused MOOC’s impacts on the nonnative teacher participants’ IC 

performance and perspectives. 
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IC Awareness  

The researcher found that the MOOC notably influenced the teachers’ intercultural 

awareness. They reported that they had not learned about the related concepts of culture and 

cultural diversity until this MOOC. By taking the MOOC, they said that they now knew “culture 

is not a simple word,” but rather a complex term that entailed knowledge, practices, habits, and 

so forth of members in a community or a society. They believed that everyone should know and 

realize the values of culture and cultural diversity to understand how wonderful it was because 

“it makes us realize that despite diversity, we can be united by sharing our knowledge, 

aspirations for one common goal – success.”  

Furthermore, the teachers shared that they were “enlightened” to realize themselves as 

cultural beings thanks to this MOOC. As they reflected on their experience and practice, they 

came to realize that they were all cultural beings and that the cultural aspects of their lives were 

always there in different ways, visibly and invisibly, for them every single day. In addition, they 

realized that they were all a part of multiple macro and micro-culture groups that they went 

through daily. Some were even “shocked” to realize how much their own culture influenced their 

thoughts, beliefs, and behaviors. For example, one teacher shared: “Honestly, I could see myself 

talking about culture without being aware of it. [… We] translate sentences in our vernacular 

language into English while in a similar situation the English speakers would behave or use 

different sentences or words to express.” 

Finally, in this MOOC, many of the teacher participants realized the importance of their 

own culture in the journey of understanding others. They understood that they must understand 

and accept themselves as cultural beings before they could understand and accept the cultures of 

others. They said that this MOOC taught them to discover things they had not known about 
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themselves and gain a deeper understanding of their value system. Many of them agreed that 

people must look inward to see outward: 

It has been a great journey for me here at MOOC! It is here where I learn to love and 

understand more my culture and how I should also understand others. It is true that before 

anything else we should know our culture. It is really a great help for me, specially to my 

future teaching profession. (Teacher’s reflection, 2018) 

Attitudes 

The data analysis reflected an evident improvement in intercultural attitudes thanks to the 

MOOC from the teacher participants’ perspectives. As a matter of fact, the teachers affirmed tha t 

this MOOC was like “an eye-opener” to them because it has changed the way they viewed or 

treated culturally different others. They shared that before coming to the MOOC, they tended to 

judge culturally different others’ behaviors. After learning about the culture and cultural 

diversity, they realized that each culture was unique and that individuals’ beliefs and practices 

were influenced heavily by their own cultures. They became “open-minded and friendly” to 

culturally different people they met: “We need to respect and understand individuals on how they 

live their lives.”  

By understanding so, they learned to “[see] students in other eyes.” Many of the 

participants shared that thanks to the MOOC, they acknowledged that even in homogeneous 

classrooms, which are common in some developing countries, students exhibited varied 

characters, interests, needs, etc., due to their micro-cultures and backgrounds. Most of the 

teachers agreed that they would respect and accept their students’ cultural backgrounds and 

values no matter where their students came from and what ideas they could contribute to 
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classrooms. They explained it was because students were “unique individuals whose talents must 

be taught and developed gradually and properly.”  

To conclude, most of the teacher participants affirmed that their intercultural attitudes, at 

both macro- and micro-levels, have changed thanks to the MOOC. One teacher expressed their 

gratitude to the IC-focused MOOC for the impacts it brought about:  

Cultures are to be understood, but even if we know what's common to them it doesn’t 

mean that we can generalize. We must be sensitive, open-minded and responsive. There 

are so many things in a culture. I am really thankful and grateful with this MOOC 

because it really helps a lot, not just only in my field of profession but as well as to my 

perception in life. I feel like I'm a new person ready to understand the world. (Teacher’s 

reflection, 2018) 

Knowledge 

Intercultural knowledge also saw a noticeable improvement after the MOOC, according 

to the teacher participants. Many of them claimed that the reading assignments and videos on 

types of cultures (e.g., low-context or high-context cultures, monochronic or polychronic 

cultures, etc.) provided them with the knowledge that ultimately enabled them to look at culture 

in a whole new way. Instead of judging other cultural behaviors and beliefs, they started viewing 

it through the lens of IC, which consisted of different complex layers of culture to understand 

and empathize with people from other cultures. For example, one teacher shared that now they 

understood why Americans seemed “rude” to them before:  

The most important idea I've learned is about the high and low-context cultures. That 

explains a lot of misunderstandings between Americans and Arabs. […] the way we 
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invite each other to a party. American teacher said: "Sorry, I can't go." while Lebanese 

student gave excuses and explanations. (Teacher’s reflection, 2018) 

By learning about the term micro-cultures, many teachers reported becoming more aware 

of micro-cultures in their daily lives. One teacher shared, “The most important [knowledge] for 

me was micro-cultures. It was easy to consider the behaviors of people around the world, but it 

was very difficult for me to consider the behaviors of people around me.” As a result, many of 

the teacher participants appreciated learning about micro-cultures and related cultural concepts 

because, as they reflected, they became more confident in dealing with culturally different 

people, both at home and abroad. They affirmed that this IC-focused MOOC helped them avoid 

unnecessary misunderstandings and misinterpretations: “This MOOC helps a lot in my 

professional and personal growth.” 

The MOOC’s Impacts on Teachers’ Perspectives of IC 

This section presents how this IC-focused MOOC impacted the perspectives toward the 

roles of IC in English language education of the nonnative English language teachers in 

developing countries participating in this MOOC. Overall, the teacher participants affirmed that 

they became more aware of the critical roles of IC in English language teaching and learning. 

The teachers became aware of the importance of IC for student success. They realized 

that the ability to communicate appropriately and effectively with culturally different people 

would serve students in many ways. First, the teachers said that because most students have 

opportunities to interact with people from other cultures, they must be aware of cultural 

differences to avoid misunderstandings and intercultural conflicts. Second, they believed that the 

ability to live and work in harmony with culturally different others would enable their students to 

learn from their classmates because they would be able to put themselves in other students’ shoes 
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and see things from other students’ views; when students were able to see the beauty in diversity 

that “great ideas come from diverse minds” it was when they grew.  

After realizing the inseparable relationship between language and culture, the teachers 

became solid advocates for IC in English language classrooms. Indeed, as some teachers shared 

in the post-MOOC reflection unit, the fact that the way language is said or interpreted can be 

impacted by any or all aspects of society and culture (e.g., social norms, expectations, and 

context) “should not be ignored” by language teachers. They said, “It is not enough for students 

to know concepts and vocabulary and learn how to use it” (i.e., “the form”); they should learn 

how to use it appropriately and effectively to achieve the intended communicative purposes (i.e., 

“the functionality”). 

The teachers strongly supported the inclusion of IC in their classroom practice when they 

realized that IC is a teachable skill. Indeed, much to their surprise, they shared that they were 

unaware of IC and that this skill could be taught and learned. Knowing that gave them hope and 

motivation in what they could do to help their students in their life-long learning journey. They 

said language teachers should know what students encounter in their learning and take any 

opportunities to help students develop their IC.  

In conclusion, the nonnative English language teachers from developing countries 

participating in this MOOC had positive perspectives towards IC in English language education. 

They agreed that IC is helpful for their student success, and for that reason, students should learn 

to master this skill. One teacher shared, “That’s amazing! Thanks to this conversation, my mind 

is broadened […] I would take any chances to introduce more culture concepts in class when 

there is a trigger.”  
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The MOOC’s Impacts on Teachers’ Perspectives of IC Teaching 

This section demonstrated how this IC-focused MOOC influenced the nonnative English 

language teachers’ views on the explicit teaching of IC in English language classrooms. In 

general, stemming from the realization of the critical role of IC, many of the teacher participants 

reported that the MOOC enabled them to realize the importance of teaching IC explicitly and 

motivated them to teach IC in their classrooms.  

The researcher found that many of the teacher participants dedicated their positive 

perspective of explicit IC teaching thanks to the MOOC. Many of the teacher participants said, in 

this MOOC, they realized the importance of the explicit teaching of IC in their classrooms when 

they learned the rationale behind IC inclusion. By the end of the MOOC, a few posts in the 

forums suggested that IC should be taught to students early because students may not develop at 

the same cognitive and socio-emotional levels. Many of the responses expressed the teachers’ 

delight in finding out their important roles in IC education. They said they became inspired to 

take advantage of any opportunities they had to teach. 

The teachers shared that the MOOC helped them reflect on their classroom practice. 

Many of the teacher participants admitted that the IC-focused MOOC was a good reminder to 

reflect on their current teaching practice. By doing so, they realized that although they valued 

culture in English language classrooms, they had not thought of IC as a learning objective that 

required dedicated time and planning. Instead, what they had practiced were somewhat scattered 

and unplanned activities. As one teacher reflected: “I have taught cultural lessons, but for me, 

they were more like ‘spices’ to make my students excited. Now looking back, I don’t think I 

have taught it enough.”  
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They realized that IC was teachable and that culture should be taught explicitly. They 

said that thanks to the MOOC, they viewed IC beyond an exciting factor that “makes English 

classrooms interesting.” By understanding what was missing and learning what should be done, 

many of them were inspired to teach IC more frequently and systematically. As one teacher 

remarked: 

I will take advantage of every opportunity that I have in my curriculum as an English 

teacher in Brazil to encourage students to develop their skills as cultural beings and avoid 

stereotyping other cultures and individuals. (Teacher’s reflection, 2018) 

Notably, the researcher observed the impacts of the MOOC to go beyond conventional 

professional development by inspiring the teacher participants to think big, dream big, and do 

big. As a matter of fact, the data analysis showed a gradual shift of the teachers’ minds from not 

being aware of IC to being motivated to teach it and recognizing their global impacts through IC 

teaching. By the end of the MOOC, they started talking about the power and impacts they could 

make in the world by educating generations of interculturally competent students. One teacher 

shared:  

Let us be careful with our judgements because even though we differ in many ways 

(culture, race, color, tradition, religion) we are still living a closely connected world. For 

us educators, let us educate our students’ mind and heart. Let's a have a classroom that is 

free from bias, judgment, criticism and full of understanding. (Teacher’s reflection, 2018) 

They believed that by teaching IC, they helped build social justice and make the world a better 

place - for themselves, their students, and others. The teaching job, hence, became much more 

meaningful from their perspectives. 
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In conclusion, the nonnative English language teacher participants from developing 

countries affirmed the impacts of the IC-focused MOOC on their perspectives of IC teaching in 

English language education. Most of them claimed that thanks to the MOOC, they understood 

that IC teaching was crucial and that IC should be taught explicitly in English language 

classrooms. Notably, the researcher found that many of the teacher participants were inspired by 

the MOOC to think big and do big.  

Factors for the MOOC’s Impacts from the Teachers’ Perspectives 

Justifying why the IC-focused MOOC impacted their IC performance and perspectives 

toward IC and IC teaching, the nonnative English language teacher participants who completed 

the MOOC explained that it was because the MOOC provided a safe ad supportive community 

of practice, peer sharing opportunities, practical teaching materials and activities, and instructors’ 

presence. Figure 5.2 demonstrates the factors for impactful MOOCs. 

Figure 5.2 

Factors for an Impactful MOOC 

 

 



155 
 

First, the researchers found that most of the teacher participants dedicated the impacts of 

the MOOC to the supportive community of practice. Many of them shared that this MOOC was a 

place where they came not only to learn but to share issues, concerns, and questions, personally 

and professionally. They felt free to allow themselves to be vulnerable and puzzled because they 

were confident that their weaknesses would not be judged or criticized. They knew that their 

issues would be listened to, and their voices would be heard and echoed through their “new 

international friends.” As one teacher reflected:  

This group is really important because we may talk about our problems in our schools, 

our stressful daily routines, our terrible salaries, our bad and excellent students who let us 

angry and really happy at the same time, our challenges and achievements. After all, we 

can help each other with our daily experiences. (Teacher’s reflection, 2018) 

Second, overwhelmingly, most of the MOOC participants appreciated the ability to 

discuss and share ideas with the other teacher participants from all over the world. Most of them 

said the MOOC offered an ample opportunity for life-long learners like them. In this MOOC, 

they discussed concepts and ideas that they learned from the course materials (e.g., videos, 

readings, etc.) and received timely and prompt feedback from peers. Many of the participants 

acknowledged that because the MOOC participants were from all parts of the globe, their 

experience and ideas were distinct and unique, providing “insights, enlightenment, and brilliant 

ideas.” They affirmed that they learned a lot from the materials, but what they learned from each 

other made up a major proportion of their knowledge from this MOOC.  

Third, many of the nonnative English language teachers appreciated the practicality of 

the teaching materials and activities. They said that the MOOC materials were informative and 

exciting, and the teaching activities could take advantage of their existing knowledge and 
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experience. They might feel challenged to learn new trends of English language teaching, but 

they appreciated not having to build lesson plans from scratch, avoiding an unnecessary large 

learning curve. Applying gained knowledge immediately in the classroom practice is no doubt an 

encouragement to these teachers. One teacher affirmed: 

It is always a good opportunity to profit from different kind of materials, such as this. We 

learn new things and we can use them in class… I believe that introducing the students to 

such culture-related activities like posters, PowerPoint presentation, or role play will help 

them to differentiate between fact and interpretation, develop high awareness of culture, 

and grow tolerance and respect. (Teacher’s reflection, 2018) 

Finally, many of the teacher participants affirmed that the instructors’ presence played an 

important role in making the MOOC impactful. Indeed, many posts in the final week’s 

discussion forum showed appreciation toward the regular feedback and responses from the 

instructors. They claimed that they had their questions answered and felt supported by the 

instructors. One teacher exclaimed: “Thank you so much to our wonderful instructors who 

strived to respond to many of our posts! I know that I am not alone in the learning journey and 

can always get help when needed.”   

In conclusion, the teacher participants in this IC-focused MOOC attributed the impacts of 

the MOOCs on their PD experience to four main factors. They admitted that it was a challenge at 

first because “[this MOOC required them] to stretch out [their] traditional impression of culture,” 

but through the challenge, they became aware of cultural diversity and became motivated to 

teach IC. This would not be possible without the ability to host thousands of learners that 

MOOCs brought about and the encouragement of the MOOC instructors and participants. Many 

of them showed appreciation to the MOOC for bringing about a valuable learning opportunity 
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that they did not frequently have in war-torn or low-resourced developing countries. To 

illustrate, one teacher shared: 

As teachers, we need to keep up the pace with the latest innovative methods of teaching 

and learning English, especially in our country Iraq due to the long years of war that we 

went through and the hard times of post-war recovery. Hence our appreciation to MOOC 

program for bridging the distances and make it easy for us to compensate what we have 

missed online. Thank you all for the effort and time you have devoted to us. (Teacher’s 

reflection, 2018) 

Summary of Research Question 3 

In summary, most of the nonnative English language teachers who completed the MOOC 

reported that the IC-focused MOOC improved the teacher participants’ IC and enabled them to 

become aware of the importance of IC and the inclusion of IC in their teaching practice. This 

MOOC, from their reflection, challenged their perspectives of who they were, whom they would 

become, and what they could contribute. In addition, the teachers affirmed that the MOOC 

allowed them to view culture and cultural diversity from a new perspective, which enabled them 

to realize the importance of IC and IC teaching in their students’ personal and professional lives.  

They dedicated the success of the MOOC to the safe and supportive community of 

practice, sharing opportunities with peers, practical teaching materials and activities, and the 

instructors’ presence. Taking one teacher’ reflection to sum up the content of this section, 

This online course has helped me to think, rethink and relearn a lot of things. Before 

taking this course, I would consider myself as culturally sensitive but after finishing it, I 

could say that I am in the path to becoming a more culturally competent person. Can’t 

wait to share all these learnings with my students! Language simple cannot be taught 
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without discussing even some aspects of culture. Thank you so much for all the learning 

gems! (Teacher’s reflection, 2018)  
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CHAPTER 5: DISCUSSION AND CONCLUSION 

This study aimed to address IC in the context of English language education in 

developing countries as a response to the emerging importance of this competence in the 21st 

century. IC enabled individuals to behave and communicate “effectively and appropriately” in 

cross-cultural settings, avoid miscommunication and consequences with culturally different 

others, and contribute to building the world a better place. 

This case study examined the IC performance and the perspectives toward IC and IC 

teaching of nonnative English language teachers in developing countries participating in an IC-

focused MOOC and explored the impacts of the IC-focused PD MOOC on these teachers’ IC 

performance and perspectives. The qualitative data came from the MOOC discussion forums 

over the four weeks. The massive dataset was sorted through topic modeling (Blei et al., 2010; 

Blei, Ng, & Jordan, 2003; Grimmer & Stewart, 2013) and then analyzed with priori and open 

coding (Creswell, 2013; Stake, 1995).  

This chapter summarized the research findings and then discussed implications for 

theory, research, practice, and policy, finally accompanied by a conclusion. The research 

questions below guided the study design:  

1. How do nonnative English language teachers in developing countries demonstrate IC 

in an IC-focused MOOC? 

2. How do nonnative English language teachers in developing countries participating in 

an IC-focused MOOC perceive the importance of IC for their English language students and the 

importance of explicitly teaching IC in English language education? 

3. How does the IC-focused MOOC impact the IC and perspectives toward IC and IC 

teaching of nonnative English language teachers in developing countries from their perspectives? 
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Discussion 

This section situated the research findings of this study in the context of the existing 

literature to understand the climate of IC in English language education in developing countries. 

The discussions were organized as responses to the three guiding research questions. From now 

on, the researcher used phrases such as “the teacher participants” or “the teachers” to refer to the 

nonnative English language teachers in developing countries who participated in the MOOC 

discussion forums. 

Research Question 1 

This research question examines how nonnative English language teachers in developing 

countries participating in an IC-focused MOOC demonstrated their own IC. Using Deardorff’s 

(2006) Pyramid Model as a theoretical framework to guide the qualitative data analysis, the 

study found that the nonnative English language teachers in developing countries participating in 

this MOOC could be characterized as culturally competent.  

It must be noted that much of the scant literature in this arena did not examine similar 

constructs as in Deardorff’s Pyramid Model, which made it challenging to link the findings of 

this study to similar empirical evidence. Nevertheless, in some cases, the researcher attempted to 

examine the study's findings in relation to research on similar constructs or in similar fields (e.g., 

telecollaboration, virtual exchange programs).  

Attitudes 

The findings found that the nonnative English language teachers in developing countries 

participating in this IC-focused MOOC had compelling intercultural attitudes: respectful, open, 

and curious about other cultures and people from other cultures.  
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The study's findings supported existing literature on nonnative English language 

teachers’ high levels of intercultural sensitivity (Chao, 2016; Chen & Starosta, 2000; Jantawej, 

2011; Mostafaei Alaei & Nosrati, 2018; Nieto, 2008; Petrović & Zlatković, 2009). The teacher 

participants in this study highly valued respect in intercultural communication, showing respect 

towards the other culturally different teachers (Mostafaei Alaei & Nosrati, 2018) and their 

students, and desired to help their students realize and embrace this attitude in their lives. They 

were open-minded about other cultures and were fascinated about exploring other cultures 

(Chao, 2016; Mostafaei Alaei & Nosrati, 2018) while avoiding having stereotypes about 

culturally different others (Mostafaei Alaei & Nosrati, 2018), and wanted to learn more about 

other cultures (Chao, 2016; Mostafaei Alaei & Nosrati, 2018).  

The findings contradicted those in Saricoban and Oz's (2014) study in which the authors 

found that the Turkish EFL pre-service teachers were not enthusiastic about getting to know 

other cultures and could not tolerate ambiguity and uncertainty in cross-cultural encounters.  

Knowledge  

Due to the nature of the data set, while the study was not able to delve into the (surface 

and deep) levels of knowledge that the nonnative English language teachers in developing 

countries in this study possessed, the study found that the teacher participants demonstrated 

substantial cultural self-awareness and socio-linguistic awareness.  

In terms of cultural self-awareness, the teacher participants knew the characteristics of 

their own cultures on both surface levels (e.g., daily life activities, living conditions, dialects, 

etc.) and deep levels (e.g., values and beliefs). They understood the importance of knowing their 

own cultures in developing IC. As cultural self-awareness has not drawn the attention of 

researchers in the field of IC, this finding expands the existing literature on nonnative teachers’ 
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intercultural knowledge (Aleksandrowicz-Pędich et al., 2003; Luk, 2012; Sercu, 2006; Xiaohui 

& Li, 2011).  

Regarding socio-linguistic awareness, the nonnative English language teachers 

participating in this IC-focused MOOC understood the crucial role of socio-cultural contexts on 

the meaning of language. They affirmed that language teaching and learning should emphasize 

not only syntax (i.e., forms) and semantics (i.e., meaning) but also pragmatics (i.e., the meaning 

in relation to the relevant contexts). Due to the awareness, the teacher participants strongly 

advocated for developing socio-linguistic awareness in language teachers. The finding supported 

Byram’s (1997) study that affirmed a close relationship between language and culture. 

Skills 

The teachers in this study demonstrated good intercultural skills: to listen, observe, and 

interpret and to analyze, evaluate, and relate to culturally different people. The findings support 

the existing literature on nonnative teachers’ intercultural skills (Chao, 2016; Mostafaei Alaei & 

Nosrati, 2018). Similar to participants in Chao (2016) and Mostafaei Alaei and Nosrati (2018), 

they listened attentively and engaged positively in conversations with their culturally different 

peers, using different techniques such as paraphrasing repeating, verbal affirmation, etc.  

They could analyze and evaluate intercultural materials and concepts they learned in the 

MOOC and relate them to their own experience and knowledge. They were also able to analyze 

and relate the experiences their peers shared in the discussion forum to their own experiences. As 

the existing literature does not have a similar emphasis on the relating skill as in Deardorff’s 

Pyramid Model, it is impossible to map this study's findings with similar studies in the field.  
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Internal Outcomes 

Internally, the nonnative teachers in this study portrayed all the sub-components in 

Deardorff’s Pyramid Model: empathy, ethno-relative view, flexibility, adaptability, and shift of 

the frame of reference. Similar to previous studies (Mostafaei Alaei & Nosrati, 2018; Salazar & 

Agüero, 2016), they were empathetic with people from other cultures, showed support, and 

viewed cultural encounters from different perspectives (Mostafaei Alaei & Nosrati, 2018; 

Salazar & Agüero, 2016). They demonstrated an ethno-relative view by equally valuing their 

own cultures and cultures of their peers and not judging culturally different others by the beliefs 

and values of their own cultures.  

The teachers valued flexibility in intercultural experiences and were willing to change 

their own attitudes and behaviors to adapt to new cultural environments (Salazar & Agüero, 

2016). Similarly, they valued adaptability as a key to surviving and thriving in intercultural 

contexts, showed an intention to adapt to new cultures, and overwhelmingly were willing to 

adjust in and outside school (e.g., teaching content and methods, clothing, behaviors, etc.) to 

better facilitate students’ personal and academic growth (Salazar & Agüero, 2016). 

External Outcomes 

Externally, while it was not possible to observe non-verbal cues through the data from a 

discussion forum, the study found that the nonnative teachers in this study were able to skillfully 

negotiate a shared understanding verbally with culturally different others without making them 

feel uncomfortable. This finding supports preceding studies (Chao, 2016) in which EFL teachers 

could hold conversations and build rapport with people from different cultures (Chao, 2016). 

They adopted a rather indirect communication style when conversing, especially when they 

showed disagreement or wanted to reach agreements.  
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However, the MOOC demography was primarily composed of non-native speakers from 

developing countries. Hence, it is inconclusive whether the teachers in this study had a good 

understanding of communication styles and social expectations (i.e., direct or indirect styles, 

etc.) of different cultures, including cultures of native speakers of English, and were able to use it 

appropriately with people from different cultures as in preceding studies (e.g., Chao, 2016). 

IC Inter-Component Correlations 

Although this study did not attempt to measure the competence levels of the teachers’ IC 

components as in the existing literature (e.g., Mostafaei Alaei & Nosrati, 2018; Saricoban & Oz, 

2014; Zhou, 2011), the study found interrelationships between IC components and between each 

component and IC overall.  

This finding is similar to the findings from previous studies (Chen & Starosta, 2000; 

Mostafaei Alaei & Nosrati, 2018; Sarwari & Abdul Wahab, 2017; Saricoban & Oz, 2014) that 

affirmed a positive correlation between the nonnative teachers’ IC level and their intercultural 

attitudes, knowledge, and skills. In this study, the nonnative teachers consistently showed 

interculturally competent across all the IC components as in Deardorff’s Pyramid Model (i.e., 

attitudes, knowledge, skills, internal and external outcomes). 

Hence, the study showed that teachers who had high overall levels of IC were open-

minded and respectful toward foreign cultures, knowledgeable about their cultures and others, 

and able to initiate and handle interactions with culturally different others.  

Nature of the Nonnative Teachers’ IC 

Apart from the data analysis findings, the study also found a few emerging findings that 

reflected the dynamics of the nonnative English language teachers in developing countries 

participating in this MOOC concerning IC.  



165 
 

Native-Speakerism Bias. Interestingly, the nonnative teachers in this study did not seem 

to subscribe to native-speakerism bias. The finding contradicts several previous studies in EFL 

teacher professional development (Chao, 2016; Xiaohui & Li, 2011). During the discussion with 

their peers on IC, most of them did not refer to particular native-speaking cultures (e.g., the UK, 

the USA, Australia, etc.) as the cultures they wanted to explore. Instead, when referring to 

cultures other than their own, they either used generic terms such as “other cultures” and 

“foreign cultures” or mentioned names of countries in the outer and expanding circles of Kachru 

(1990)’s framework, such as India and Uzbekistan.  

It may be questionable whether they ignored the nuanced differences among cultures 

when using generic terms “other cultures” and “foreign cultures.” However, the fact that some of 

the teachers mentioned cultures that were not traditionally considered as “native-speaking 

cultures” (e.g., Uzbekistan, etc.) proves that they did not possess a fixed image of what cultures 

were native and what were not. The findings supported the “critical language awareness” 

approach that promoted a pluralist stance regarding language instruction (Clark, Fairclough, 

Ivanič, & Martin‐Jones, 1990; Fairclough, 2014) and advocated critical conversations concerning 

the use of language, its powers, which cultures should be taught, and which culture should be 

considered as superior (Mautner, 2010). 

English Language Ownership. As the nonnative teachers in this study did not support 

native-speakerism bias, they were confident in owning their English language without fearing 

being judged for how they said it.  

This finding does not support the existing literature on nonnative teachers’ English 

language and culture ownership (e.g., Rodgers & McGoven, 2002; Mostafaei Alaei & Nosrati, 

2018; Pourakbari & Chalak, 2015) that showed a lack of confidence in their English language 



166 
 

proficiency, especially in cross-cultural communication (Pourakbari & Chalak, 2015) although 

they respected and enjoyed exploring other cultures (Mostafaei Alaei & Nosrati, 2018). 

English Culture Ownership. Interestingly, although it is inconclusive what these 

teachers knew about other cultures, they demonstrated pride in their own cultures and confidence 

in knowledge about other cultures. To explain this phenomenon, the researcher reasoned that 

perhaps, it is because they did not fall for the trap of “standard English culture” perception that 

values cultures of native speakers of English (Widdowson, 1994) solely. As a result, they 

acquired English culture ownership. This finding contradicts Chao (2016), in which a majority of 

the nonnative teachers associated English culture with native speakers.  

Another possible explanation is that their confidence stemmed from their perspectives of 

cultures: “Knowing there's no right or wrong in terms of culture will help them be open and 

receptive to the new culture elements” (Teacher’ reflection, 2018). This finding contradicts the 

findings in previous studies (Aleksandrowicz-Pędich et al., 2003; Luk, 2012; Xiaohui & Li, 

2011) that showed teachers’ “rarely [feel] qualified or confident enough to delve into 

intercultural communication” despite their extensive working and studying experiences abroad 

(Aleksandrowicz-Pędich et al., 2003, p. 11). 

Research Question 2 

This research question examines how nonnative English language teachers in developing 

countries participating in this IC-focused MOOC perceived the roles of IC in student success and 

the explicit teaching of IC in English language classrooms. 

Teachers’ Perspectives of IC 

The nonnative English language teachers in developing countries participating in this 

study were shown to have an evidently positive perspective of IC in English language 
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classrooms, with none of the posts refuting the important roles of IC for their students. The 

teachers’ positive perspective is similar to the findings of previous studies that examined how 

nonnative teachers view the roles of IC in language classrooms (Aleksandrowicz-Pędich et al., 

2003; Luk, 2012; Xiaohui & Li, 2011).  

The teachers in this study believed that IC was inseparable from teaching English 

(Aleksandrowicz-Pędich et al., 2003), without which students would not be able to become 

global citizens (Aleksandrowicz-Pędich et al., 2003), effectively interact with culturally different 

others, and successfully avoid miscommunication and consequences (Xiaohui & Li, 2011).  

Teachers’ Perspectives of IC Teaching 

Similarly, this study's nonnative English language teacher participants had an evidently 

positive perspective of teaching IC in their language classrooms. None of them evidenced a 

negative view toward the inclusion of this skill in their teaching practice. The consistency in the 

way they viewed the roles of IC in English language classrooms and the teaching of IC to their 

students is worth noting in the context of the existing literature. Most of the prior studies 

reflected nonnative teachers’ ambivalence in culture teaching in English language education 

despite their overwhelmingly positive view about integrating culture and language teaching 

(Chao, 2016; Luk, 2012; Xiaohui & Li, 2011). These teachers explained that it was because, in 

their opinion, the goal of English language education was to develop students’ English language 

skills (Luk, 2012) and prepare them for the tests (Chao, 2016). 

Notably, in this study, the teacher participants acknowledged the constraints they must 

overcome to teach IC in the classrooms. However, those constraints did not discourage nor 

demotivate them to include IC in their practice. This finding corroborates Noom-Ura (2013), in 

which EFL teachers acknowledged similar constraints (e.g., students’ low English language 
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proficiency, students’ low maturity levels, and lack of PD and materials) but were motivated to 

take PD to improve their IC teaching. 

The study's findings also yielded several emerging themes that should be noted regarding 

teachers’ perspectives of the explicit teaching of IC in English language education. Notably, the 

researcher found a correlation between the teachers’ beliefs of culture and beliefs of IC teaching. 

Accordingly, they did not believe in native-speakerism, which dictates which English variations 

and cultures should remain central to teaching English and learning. That belief was reflected in 

how they viewed IC teaching (Atay et al., 2019).  

Also, the nonnative English language teacher participants were not concerned about 

which cultures they should teach. Instead, they did not discriminate or emphasize particular 

cultures in their IC teaching. This finding contradicts many of the previous studies (Chao, 2016; 

Xiaohui & Li, 2011) in which the EFL teachers emphasized cultures of certain English-speaking 

countries such as the UK, the USA, Australia, and New Zealand (Chao, 2016) and favored 

materials developed by native speakers (Xiaohui & Li, 2011). 

Similarly, the nonnative English language teacher participants strongly emphasized 

teaching students the awareness of and characteristics of their own cultures. They believed that 

teaching their own cultures was as crucial as teaching other cultures. This finding supports a few 

previous studies (e.g., Aleksandrowicz-Pędich et al., 2003) in which teachers affirmed it should 

be a teaching priority for nonnative teachers to educate their students about their own cultures. 

Moreover, it contrasted that of several preceding studies (Han & Song, 2011; Luk, 2012; Xiaohui 

& Li, 2011) that showed teachers had a vague conceptualization of IC teaching (Luk, 2012) 

despite their desire to help their students develop this competence (Han & Song, 2011). 
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Constraints 

The nonnative English language teacher participants in this study acknowledged several 

constraints that created challenges in their teaching of IC in the English language classrooms. 

The constraints included students’ low English language proficiency, students’ low maturity 

levels, and the lack of IC-focused teacher PD and teaching materials. This finding is similar to 

previous studies on constraints in the contexts of developing countries (e.g., Karabinar & Guler, 

2013; Munandar & Newton, 2021; Noom-Ura, 2013). 

Teachers’ Views on Teachers’ Roles 

An important theme that must be noted for this section is that the nonnative English 

language teachers in developing countries participating in this MOOC viewed their roles beyond 

the classrooms’ walls: the diplomats, the social activists, the educators, and the role models.  

As for the finding that the teacher participants viewed themselves as intercultural 

diplomats, to the researcher’s current knowledge, there has not been much research that yielded 

similar findings. Therefore, the findings of this study contributed to the scant literature by 

revealing different teachers’ perspectives toward their contemporary roles.  

The finding of being intercultural activists supports the scarce empirical studies (e.g., 

Aleksandrowicz-Pędich et al., 2003). Teachers believed teaching IC is a socio-political act that 

helps their students become open-minded and respectful toward culturally different people and 

eventually “helps the world come closer and [fights] against discrimination (Aleksandrowicz-

Pędich et al., 2003, p.13).  

Being role models was a prominent theme that occurred in the data analysis, which 

resonates with a scant body of research in teachers’ perspectives of professional identity in the 

contexts of developing countries (e.g., Habibi, Razak, Yusop, & Mukminin, 2019; Sulistiyo, 
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2016). The teacher participants believed that teachers must be role models for students to look up 

to inside classrooms (Habibi et al., 2019) and outside classrooms (Sulistiyo, 2016). Being 

intercultural educators was also an important emerging theme of this study. This finding of this 

study corroborates with Sercu (2006). 

The researcher concluded that perhaps because the teachers in this study understood the 

important roles of IC in student outcomes and because they took pride in their roles, they were 

motivated to overcome constraints and try to include IC into their classroom practice.  

Foreign Language and Intercultural Competence (FLIC) Teacher Profile 

Based on the study findings on nonnative English language teachers in developing 

countries participating in an IC-focused MOOC, the study had evidence to establish an 

international FLIC teacher profile. The researcher proposed that FLIC teachers do not only 

possess good IC performance, positive perspectives of IC and the explicit teaching of IC in 

English language education, and effective IC knowledge and pedagogy (Sercu, 2006). Within the 

scope of this study, the proposed FLIC teacher profile focused on teachers’ IC performance and 

their perspectives toward IC and explicit IC teaching in English language education.  

The FLIC teacher profile proposed by this study corroborates with Sercu’s (2006) FLIC 

teacher profile regarding their intercultural attitudes. It differed from Sercu’s teacher profile by 

providing additional components and a clear description of IC performance, based on 

Deardorff’s (2006) Pyramid Model. The FLIC teacher profile of this study also expands Sercu’s 

(2006) teacher profile by presenting FLIC teachers’ perspectives toward IC and the explicit 

teaching of IC in English language education.  

FLIC Teachers’ IC Performance. This section presented FLIC teachers’ IC 

performance, including critical intercultural awareness, attitudes, knowledge, skills, internal 
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outcomes, and external outcomes (Deardorff, 2006). FLIC teachers’ IC performance starts with 

critical intercultural awareness. They must be aware of cultural diversity and value cultural 

diversity.  

As for intercultural attitudes, FLIC teachers must demonstrate respect, openness, and 

curiosity towards other cultures and people from other cultures. Accordingly, FLIC teachers 

should be open-minded about cultures other than their own and do not demonstrate preferences 

toward particular cultures to others. They should initiate and maintain communication with 

people from other cultures and withhold any judgment against them because of their cultural 

backgrounds. They should continuously ask questions and seek ways to explore other cultures 

from multiple perspectives. They should have no preferences toward particular foreign cultures 

(e.g., the UK, the USA, etc.). 

Regarding knowledge, FLIC teachers should understand the sophisticated aspects of their 

cultures and know other cultures well. They should seek to answer complex questions about the 

values and biases of their own cultures to be insightful about their values and avoid biases and 

judgments. Also, they need to show substantial knowledge of foreign cultures at both surface 

levels (e.g., holidays, clothing, etc.) and complex levels (e.g., values, beliefs, practices, etc.). 

They should be aware of the close relationships between language and societal contexts. 

In terms of skills, FLIC teachers need to actively listen to culturally different others’ 

sharing and interpret the sharing from their own perspectives and the perspectives of the others. 

They should analyze and evaluate a cultural phenomenon and cognitively relate the phenomenon 

to their experience and knowledge.  

As for internal outcomes, FLIC teachers should display empathy for culturally different 

others and have an ethno-relative view toward other cultures and culturally different others. In 
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addition, they must possess a flexible mindset that allows them to adjust behaviors and 

communication styles in intercultural situations. Finally, they should demonstrate a shifted frame 

of reference when exposed to other cultures and people from other cultures.  

As for external outcomes, FLIC teachers should understand verbal and non-verbal 

communication etiquettes in different cultures and effectively put them into practice in 

interaction with people from other cultures. They must skillfully negotiate with culturally 

different others to reach an agreement without creating discomfort in the others. They must have 

the adaptability to change behaviors and communication styles to adapt to new cultural 

environments. Finally, they should take actions to support culturally different others in 

recognition of their feelings.  

FLIC Teachers’ Perspectives of IC and Explicit IC Teaching. This section discusses 

perspectives toward IC and the explicit teaching of IC in English language education that FLIC 

teachers should possess. Accordingly, FLIC teachers should demonstrate a positive perspective 

of IC in English language education. They should understand the crucial roles IC plays in student 

outcomes both inside and outside classrooms. They should be strong advocates for including IC 

in the English language curriculum. 

FLIC teachers should have a positive perspective of the explicit teaching of IC in English 

language education. They should understand the importance of including IC in the curriculum 

and desire to help their students develop IC. They should clearly define the objectives of foreign 

language education and prioritize language teaching and culture teaching in their classroom 

instructions. They should understand the importance of teaching their students cultural self-

awareness. In teaching, their classroom materials should reflect a wide variety of cultures 

worldwide, including cultures of both native and nonnative speakers.  
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Research Question 3 

This research question investigates how this IC-focused MOOC impacted the IC 

performance of the nonnative English language teacher participants in developing countries. It 

also examines how the MOOC affected their perspectives of the roles of IC in English language 

learners’ success and the explicit teaching of IC in English language classrooms. 

MOOC Impacts on Teachers’ IC 

The study found that the nonnative English language teachers saw the changes in their IC 

after the MOOC. This finding supports previous studies that affirmed that MOOCs and 

telecollaboration could be good tools to improve teachers’ IC (e.g., Fajaria & Abdulrahman, 

2021; Lehotska, 2021; Raluy & Szymańska-Czaplak, 2019). Of all the IC components, attitudes 

(Raluy & Szymańska-Czaplak, 2019) and knowledge were the components that witnessed the 

most evident change. They reportedly became more open-minded and respectful toward other 

cultures and people from other cultures (Fajaria & Abdulrahman, 2021; Lehotska, 2021; Raluy & 

Szymańska-Czaplak, 2019). They also reportedly acquired knowledge on types of cultures and 

technical terms in IC and became more aware of micro-cultures that they moved through daily.  

Internally, the teachers changed the way they viewed other cultures and culturally 

different others. As a result, they learned to see cultural incidents from culturally different 

others’ perspectives (Raluy & Szymańska-Czaplak, 2019). They started viewing their students as 

cultural beings and became more mindful of their cultural values in the classrooms. 

Apart from the IC components, intercultural awareness also saw a notable change after 

the MOOC. The teachers reportedly learned about the concepts of culture and cultural diversity. 

They learned to appreciate cultural diversity ( Fajaria & Abdulrahman, 2021; Lehotska, 2021). 
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They realized themselves as cultural beings and recognized the importance of their own culture 

concerning the cultures of others. 

While the MOOC was shown to strongly impact the teachers’ intercultural awareness, 

attitudes, and knowledge, it did not affect the other components (i.e., skills, internal and external 

outcomes). This finding contradicted Raluy and Szymańska-Czaplak (2019), in which the 

authors found that, externally, the participants started feeling more sociable and reportedly knew 

how to converse with culturally different others on intercultural topics. This finding was in line 

with the existing literature that claimed that IC learning was a long-term process. Short-termed 

PD was solely helpful in improving nonnative teachers’ awareness of cultural diversity and their 

attitudes towards other cultures and people from other cultures. 

MOOC Impacts on Teachers’ Perspectives of IC 

The nonnative teachers in this study claimed that they changed how they viewed IC in 

English language student success. The findings align with previous studies on MOOCs’ impacts 

on teachers’ perspectives of IC and IC teaching in English language classrooms (e.g., Fajaria & 

Abdulrahman, 2021, etc.). Thanks to the MOOC, they reportedly realized the importance of IC 

in English language classrooms and recognized the impacts of culture on language learning 

( Fajaria & Abdulrahman, 2021).  

Like the participants in Fajaria & Abdulrahman (2021), the nonnative teachers in this 

study also reasoned that their change in perspectives was to avoid miscommunication and 

consequences when interacting with culturally different others and better understand other 

cultural beliefs and practices. Interestingly, the teachers in this study realized, from the MOOC, 

that IC was a teachable skill. 
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MOOC Impacts on Teachers’ Perspectives of IC Teaching 

The MOOC was shown to positively impact the nonnative teachers’ perspectives on 

teaching IC in their classrooms. This finding was similar to previous studies (e.g., Fajaria & 

Abdulrahman, 2021, etc.). The teachers in this study affirmed that the MOOC helped them 

realize the importance of teaching IC in English language classrooms and their important role in 

the teaching and learning process ( Fajaria & Abdulrahman, 2021). Hence, they claimed that IC 

should be taught explicitly to students (Deardorff, 2006) and should be used in pedagogy to suit 

diverse cultural backgrounds.  

Notably, the nonnative teachers in this study and Fajaria & Abdulrahman’s (2021) study 

believed that nonnative teachers must possess high IC performance because they were role 

models to whom students looked up. As a result, they had opportunities to reflect on their 

teaching practice and become motivated to teach IC. It must be noted that they reportedly were 

inspired to think big and do big by participating in this MOOC.  

Factors for the MOOC’s Impacts 

To explain the positive impacts of the MOOC on the nonnative teacher participants in 

developing countries, the study found that it was because the MOOC provided them with a 

supportive and safe community of practice, sharing opportunities with peers, practical teaching 

materials and activities, and the instructors’ presence.  

First, this MOOC provided the teacher participants with a safe and supportive online 

community of practice that nurtured IC and IC teaching development in these nonnative teachers 

in developing countries. This finding was in line with research emphasizing the crucial roles of 

an organic community of practice embedded in MOOCs (Devlieger & Goossens, 2007; Gamage 

et al., 2015; Milligan et al., 2013). 
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Second, the teachers in this study appreciated the opportunities to reflect on intercultural 

knowledge and teachers’ intercultural best practices with their peers. This finding reflects 

Vygotsky’s (1978) sociocultural theory in which learning happens in interaction with peers. This 

finding resonates with the findings of several previous studies (DeIaco et al., 2021; Gamage et 

al., 2015; Milligan et al., 2013; Yousef et al., 2014) that highlighted the important roles of 

collaboration (Gamage et al., 2015; Milligan et al., 2013; Yousef et al., 2014), interaction 

(Gamage et al., 2015), collective knowledge (Milligan et al., 2013), and feedback from the other 

MOOC participants (Hone & El Said, 2016). The teachers said that MOOCs allowed them to 

“[engage] in dialogue and learning activities with one another” (DeIaco et al., 2021, p. 20; 

Lehotska, 2021). It is worth noting that the teachers highlighted the diversity of cultures 

presented in this MOOC. The knowledge and experience of teachers from over 100 nationalities, 

as they reflected, was an essential factor that enriched their learning experience, which 

traditional classrooms would not be able to facilitate.  

Third, from the teacher participants' perspectives, an essential component of effective 

MOOC design was practical teaching materials and activities. The teacher participants valued 

materials and activities that were closely tied to classroom practice. This finding resembled those 

of previous studies (e.g., DeIaco et al., 2021; Devlieger & Goossens, 2007; Hone & El Said, 

2016; Milligan et al., 2013; Yousef et al., 2014) in which practical pedagogy and content 

(Devlieger & Goossens, 2007; Noom-Ura, 2013; Yousef et al., 2014) and authentic resources 

(Milligan et al., 2013) are among core components that decided the high completion rate of 

MOOCs. 

Finally, the data analysis reflected that instructors’ presence contributed to the impacts of 

the IC-focused MOOC on the changes in the teacher participants’ IC performance and 
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perspectives. This finding corroborated the existing literature (e.g., Devlieger & Goossens, 2007; 

Hone & El Said, 2016) in which frequent support from course instructors impacted teacher 

participants’ learning experience and outcome. 

It is worth noting that the teacher participants emphasized that all the four factors 

mentioned above were interdependent. According to them, sharing opportunities, effective 

pedagogy, and instructors’ presence helped build the safe and supportive space, while, in return, 

the safe and supportive space provided nurturing conditions for the other factors to flourish. 

Implications 

Implications for Practice 

This study has implications for teaching practice, particularly on teacher professional 

development and MOOC PD in IC, encouraging nonnative teachers in developing countries to 

include this competence in their teaching practice. 

As having a safe and supportive space to share experience and knowledge with 

colleagues was considered as the most prominent factor making this MOOC a success, this study 

recommends that it necessitates building an organic community of practice in which teachers 

have opportunities to interact, co-construct, and negotiate a shared understanding with peers 

without feeling judged (Gamage et al., 2015; Milligan et al., 2013). Intercultural competence can 

only be built and improved through interactions with others, “which has an influence on how we 

think, behave, perform, present ourselves” (Dervin, 2016, p. 72; Gallagher, 2011). 

This study found a correlation between teachers’ beliefs on IC and their beliefs on IC 

teaching. In other words, how the teacher participants view the roles of IC in students’ growth 

decides whether they want to include this skill in their classroom practice. Therefore, this study 

further recommended that it is crucial to help nonnative teachers understand the roles of culture 
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and cultural competence in English language learning to realize the need to teach this skill to 

their students.  

Similarly, this study found a correlation between the teacher participants’ cultural stance 

and their English language and cultural ownership. Therefore, the study recommends that it is 

vital to develop critical pedagogy (Freire, 1970) and critical cultural awareness that promotes “a 

reflective, exploratory, dialogical, and active stance toward cultural knowledge and life” 

(Guilherme, 2002, p. 219) among nonnative teachers. The purpose is to empower them to realize 

the values they contribute to the wealth of World Englishes and cultures and reframe the 

intercultural dialogues and teaching (Bennett, 2002; DiAngelo, 2012).  

Implications for Policy 

This study also has implications for policy on how to view IC and what should be in 

place to facilitate IC PD and teaching.  

Witnessing the positive impacts of the absence of native-speakerism biases among the 

nonnative teachers in developing countries in relation to the existing literature, this study 

recommended the need to challenge the current English language teaching praxis and theories 

that favor white western ideologies (Macedo, 2019). EFL teacher PD that reflects a new balanced 

praxis withstands coloniality of English (Hsu, 2017) and combats power imbalances between the 

Global North and South.  

Since the diversity of cultures represented in the MOOC was believed to enrich teachers’ 

learning experience, the study recommends providing nonnative teachers with MOOC PD 

opportunities that portray a diversity of cultures. The appreciation of the diverse diversities (i.e., 

differences in a multiformity of the self and the others) allows a more dynamic understanding of 

“culture” that reflects its hybrid, co-constructed, and fluid nature (Dervin, 2015). In addition, 
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with the ability to host learning experiences for a massive participant population, MOOCs 

represent a disruptive alternative to teacher PD that traditional face-to-face or blended learning 

can afford.  

As an emerging finding of the study, with the nonnative teachers viewing their roles and 

responsibilities both in and outside the classrooms (i.e., the diplomats, the educators, the social 

activists, and the role models), this study suggested policymakers and teacher trainers diversify 

the opportunities and contexts to facilitate and expand teachers’ influences on improving 

students’ IC. IC teaching is not necessarily limited to inside the classrooms but can be indulged 

in after-school curricula and clubs in collaboration with other subject matters to build 

interculturally competent students.  

The study found that the compassionate perspectives toward their roles in English 

language teaching kept the teachers motivated to teach IC despite the constraints in daily 

practice. The findings recommended that policymakers take advantage of this compassion and 

empower nonnative teachers to take ownership of their roles, eventually motivating them to 

perfect their IC teaching. Furthermore, although the mentioned obstacles did not discourage the 

teacher participants from teaching IC in their classrooms, the study recommended that 

policymakers remove or lessen the obstacles to make the journey less challenging for nonnative 

teachers to develop interculturally competent students.  

Implications for Research 

As this study examines IC across a massive population of nonnative teachers from 

developing countries, the researcher was aware of the risks of over-generalization of the study 

results and acknowledged the nuanced differences across cultures, even within the same country. 
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Therefore, it calls for more research on a similar scope to triangulate and reflect the dynamics of 

the nonnative teacher population. 

Similarly, to the current knowledge of the researcher, there have not been studies that 

covered a massive population of nonnative teachers (from 87 countries in the world) as in this 

study. Indeed, there have been a few attempts to investigate international perspectives and build 

an international teacher profile (e.g., Sercu, 2006). However, the number of cultures examined in 

these studies was still limited to single figures (e.g., see Sercu, 2006). Hence, more international 

research is needed to help provide a framework that works for nonnative teachers.  

Using Deardorff’s Pyramid Model, the research had difficulties in locating literature that 

examines similar IC constructs such as cultural self-awareness in Knowledge component, to 

relate in the Skill components, and empathy, ethno-relative view, flexibility, adaptability, and 

shift of the frame of reference in the Internal Outcomes component. Indeed, the existing 

literature strongly emphasizes intercultural attitudes, knowledge, and external outcomes (i.e., 

communication ability). However, there is scant literature on the sub-components mentioned 

above. The study, hence, recommends that future research efforts should focus on exploring 

these sub-components. 

As Deardorff (2006)’ Pyramid Model has been proposed recently, there has not been 

substantial research based on this model. Therefore, the study calls for more studies employing 

Deardorff’s Pyramid Model as a theoretical framework to provide robust empirical evidence and 

promote this IC model.  

As the concept of micro-cultures has been added lately to the traditional view of culture 

(Deardorff, 2006) and has not yet drawn the attention of researchers in the field of IC, this study 
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calls for more research, including this concept in attempts to examine IC and IC teaching and 

learning.  

As teachers’ view of their roles beyond the classrooms’ walls was an emerging theme of 

this study in relation to the existing literature and impacted teachers’ beliefs of IC teaching, it 

necessitates future research investigating how nonnative teachers perceive their roles in IC 

teaching and learning.  

Using topic modeling as a research approach to categorize the massive dataset extracted 

from the MOOC, the researcher explored the prominent topics of the dataset, which she would 

not be able to do otherwise manually. As topic modeling is still a new research method in 

education (Blei et al., 2010), the study encourages more research that deals with big textual 

corpus to employ this innovative approach to take advantage of its values and explore what it can 

do in educational research.  

For this study, the researcher used topic modeling first to explore potential topics and 

then performed qualitative data analysis to gain an insight into the content of the topics found by 

topic modeling algorithms (Blei, Ng, & Jordan, 2003; Grimmer & Stewart, 2013). Topic 

modeling proved useful for big qualitative data research, especially in the early stage of the 

research (Chen, 2014; Nikolenko et al., 2017). The researcher found several emerging themes 

and documented these themes in the discussion. These emergent themes might indicate 

discrepancies between a human coder and a machine coder. The observation calls for further 

research comparing the two data analysis approaches: 1. Using topic modeling to explore topics 

and use qualitative analysis to analyze the content of those topics, and 2. Performing qualitative 

analysis first with random sampling to analyze the dataset and then running topic modeling to 

explore any missing topics and triangulate with the qualitative analysis results.  



182 
 

Implications for Theory 

The study raised some implications for theory. While applying Deardorff’s (2006) 

Pyramid Model to the context of an IC-focused MOOC for nonnative English language teachers 

in developing countries, the researcher found much of the theory was relevant in this space, but 

also found that some elements were not represented due to contextual constraints and some new 

elements were present due to contextual facilitators.  

It is worth noting that the context in which this study was conducted and the context in 

which Deardorff’s (2006) Pyramid Model was developed were somewhat different. While this 

study focused on nonnative English language teachers in developing countries participating in an 

IC-focused MOOC, the Pyramid Model was developed in a Delphi method study with an expert 

panel that represented “a Western and mostly US-centric view of IC” (Deardorff, 2006, p. 245). 

Also, it must be noted that the context and the population of this study (i.e., developing country 

nonnative English language teachers in a MOOC) might be a unique setting that has both 

affordances and constraints in terms of developing and demonstrating IC (see Chapter 2 and 

Chapter 4 for details).  

Thus, in this section, the researcher presented the findings as aligned with most 

framework elements in the setting of this study, and the findings support some additions or 

modifications for considering IC in the context of MOOC PD for nonnative English language 

teachers in developing countries. The researcher then proposed corresponding implications to 

extend Deardorff’s Pyramid Model for nonnative English language teachers in developing 

countries (see Table 5.1 for the illustrations), resulting in an adaptation of the Deardorff model, 

called the Extended Pyramid Model of Intercultural Competence for Nonnative English 

Language Teachers in Developing Countries. It is adapted from Deardorff (2006) (Figure 5.2) 
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and accompanied by the Extended Codebook (Table 5.2). The Extended Pyramid Model and the 

Extended Codebook reflect the researcher’s interpretation of Deardorff’s Pyramid Model in 

reference to the research context, the participant sample, the existing literature, and the research 

findings. The extensions to the Pyramid Model are aligned with the existing theoretical and 

empirical literature on IC (e.g., Byram, 1997; Fantini, 2006, 2012, among others). 

Table 5.1 

 
Illustration of Implications for Theory 

Component Sub-Component Definition 

External 

Outcome 

Behaving and 

communicating 
effectively and 

appropriately 

Behaves and communicates effectively and 

appropriately (based on one's intercultural knowledge, 
skills, and attitudes) to achieve one's goals to some 

degree (sub-categories are written below:) 

  Demonstrates effective VERBAL COMMUNICATION 

(e.g., demonstrates an understanding of the degree to 
which people use direct/indirect and explicit/implicit 

meanings) 

  Demonstrates effective NON-VERBAL 

COMMUNICATION skills when communicating with 
culturally different others (e.g., demonstrates an 

understanding of the degree to which people use 
physical contact in different cultures) 

   Skillfully negotiates a shared understanding with 

culturally different people 

 *Supportiveness Takes action to show support to culturally different 

people (e.g., encouraging, complimenting, and 

celebrating) 

  *Providing 

resources and 
feedback 

Gives links or names of resources; make suggestions 

and feedback to help culturally different others; explains 
a point for culturally different others (similar to a 

critical friend) 

Internal 

Outcome 

Shift of the frame 

of reference  

Construes events “as if” he/she were the other person; 

changes the set of ideas that he/she accepts and that 
influences his/ her behavior, opinions, or decisions. 

 Adaptability (will 

move to External 

Outcomes) 

Have an intention to adjust his/her own communication 

styles and behaviors to adapt to new cultural 
environments 
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Table 5.1 (Continued) 

 Flexibility  Knows how to and is willing to select and use 
appropriate communication styles and behaviors 

 Ethno-relative 
view  

Accepts cultural differences; values cultures and 

cultural groups equally; adapts to differences; 

integrates differences into his/her world view. 

  Empathy  Views intercultural experience from multiple 

perspectives; and acts in a supportive manner that 

recognizes the feelings of another cultural group (e.g., 
share the feelings of the other, ask appropriate 

questions, have appropriate verbal and non-verbal 
behavior) 

Skills To listen, observe, 

and interpret  

Gives full attention to one's sharing and interprets it 

from the perspectives of his/her own and the other(s); 
uses active listening strategies to show the full 

attention 

  To analyze, 

evaluate, and 

relate 

Analyzes intercultural experiences and cognitively 

relates intercultural experiences to his/her own 

knowledge and experiences 

Knowledge  Cultural self-

awareness  

Articulates insights into own cultural rules and biases; is 

aware of how her/his experiences have shaped these 

rules 

 Knowledge of 

cultural worldview 
frameworks  

Demonstrates sophisticated understanding of another 

culture (i.e., deep level, intangible values) 

 Culture-specific 

information  

Demonstrates knowledge of elements of cultures (i.e., 

surface level) 

  Socio-linguistic 

awareness 

Is aware of the relation between language and meaning 

in a societal context  

Attitudes Curiosity  Seeks out and /or asks complex questions about other 

cultures and his/her own culture; tolerates ambiguity 
and uncertainty 

 Openness  Initiates and develops interactions with culturally 

different others; withholds judgment to intercultural 
learning and culturally different people 

  Respect  Values cultural diversity; values other cultures and 

culturally different people 

Critical 

Cultural 

Awareness 

 Acknowledges cultural diversity 

Note. * denotes emergent codes. Bold font denotes added phrases or actions. 



185 
 

As for the respect sub-component, the data analysis reflected that “valuing other cultures 

and people from other cultures” and “valuing cultural diversity” demonstrated different 

phenomena. While the former reflects intercultural attitudes one has toward other cultures and 

people from other cultures (i.e., respect, openness, curiosity), “valuing cultural diversity” is 

skewed toward one’s perspectives or awareness of cultural diversity (i.e., how one views culture 

and cultural diversity). This implication is aligned with Fantini (2012) that suggested cultural 

awareness was a critical IC component. Hence, the findings of the study suggested assigning 

“valuing cultural diversity” as a new sub-component and calling it “acknowledging cultural 

diversity,” meaning accepting or admitting the existence of cultural diversity(Byram, 2011), 

which serves as the point of departure of IC. 

As for the Curiosity sub-component, the findings from this study suggested that for the 

population of nonnative English language teachers in developing countries, their English 

language proficiency characteristics allowed the teachers to ask questions reflecting curiosity but 

might not allow them to demonstrate complete curiosity as a component of IC as represented by 

complex questions. During the data analysis, the researcher found that the nonnative teachers 

overwhelmingly used statements and simplified question forms (mainly Yes/No questions) to 

render complex cognitive questions with their interculturally different peers. It resonates with 

existing literature in English language teaching and learning that simplified language is common 

and somewhat unique to non-native speakers, especially those who speak English as their foreign 

language. Hence, for nonnative teachers of English, the researcher recommended curiosity could 

be demonstrated by the act of asking questions, leaving the word “complex” from the definition 

of this sub-component to match nonnative speakers’ linguistic nature.  



186 
 

In addition, the findings from this study suggested that the use of the sub-component To 

listen, observe, and interpret might overlap with the sub-component Empathy. While the sub-

component To listen, observe, and interpret described an ability to “interpret it from the 

perspectives of own and the other(s),” the Empathy sub-component presented an ability to “view 

things or intercultural experience from multiple perspectives.” As the two phrases were 

somewhat similar in semantics and reflected more the ability to empathize with others’ feelings, 

the findings recommended removing this phrase from the sub-component To listen, observe, and 

interpret while keeping it in the Empathy sub-component. Also, as an emerging theme, the 

findings from this study demonstrated that the nonnative English language teachers in 

developing countries participating in this IC-focused MOOC employed several strategies to 

show active listening skills such as paraphrasing, repetition, verbal affirmation, etc.). Hence, the 

research recommended adding these strategies to clarify and aid the assessment. 

Also, during the data analysis, the researcher found the findings of the sub-component 

Empathy to partly reflect external outcomes, with the phrase “acts in a supportive manner that 

recognizes the feelings of another cultural group.” As this sub-component was intended to reflect 

an outcome that happens cognitively in one’s mind, the findings of this study suggested 

removing this phrase from its definition.  

Notably, in the setting of a MOOC for nonnative English language teachers in developing 

countries, supportiveness was an emerging theme that overwhelmingly appeared in the data 

analysis. The researcher found that the nonnative English language teachers frequently took 

actions to support the culturally different peers in the discussion forums to recognize their 

feelings. Examples were “Keep up the good work!” to encourage their peers in their IC teaching 

practice, “Your teaching methods are super useful.” to compliment the others and provide 
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resources and materials to their culturally different peers. As supportiveness demonstrated 

supportive actions that recognized the feelings of others, it acted as an external outcome that 

supplemented the internal outcome empathy. Hence, the study recommended adding 

Supportiveness as a sub-component of the external outcomes complimentary of the sub-

component empathy. 

Similarly, the data analysis of this study suggested moving the adaptability sub-

component to the external outcomes for several reasons. First, the data analysis found some 

potential overlaps between flexibility and adaptability sub-components for this population of 

participants. Both sub-components are cognitive outcomes that happen internally in one’s mind 

in which flexibility expresses the willingness to select and use appropriate communication styles 

and behaviors. At the same time, adaptability shows the intention to adjust communication styles 

and behaviors in new cultural environments. Second, the data analysis yielded plenty of actions 

the teacher participants took to adapt to intercultural environments. Third, while the external 

outcomes component clearly explained communication styles (i.e., verbal and non-verbal 

communication styles, direct and non-direct communication styles, etc.), it did not clarify 

intercultural behaviors. As a result, the findings of this study suggested moving the adaptability 

sub-component to the external outcomes. With this change, flexibility and adaptability served as 

two opposite complimentary values: while flexibility reflects the intention and willingness to 

adapt, adaptability shows actions to adjust behaviors and communications styles to adapt to other 

cultures. By doing so, it provides insights into these sub-components and provides an additional 

indicator for IC assessment.  

After the addition of Supportiveness and the moving of Adaptability sub-components, the 

External Outcomes component was comprised of communication styles (i.e., intercultural verbal 
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and non-verbal styles, etc.) and behaviors (i.e., supportiveness, adaptability). Supportiveness 

reflected actions of Empathy; Adaptability showed actions of Flexibility. As the added 

components served as guiding sub-components of External Outcomes, the phrase “Behaves and 

communicates effectively and appropriately (based on one's intercultural knowledge, skills, and 

attitudes) to achieve one's goals to some degree” could represent the goals of IC that individuals 

desire to achieve.  

As for the Ethno-relative View sub-component in the Internal Outcome component, the 

researcher found the findings of this study to be partially overlapped with Flexibility and 

Adaptability sub-components. Therefore, the findings suggested removing the phrase “adapts to 

difference” from the definition of Ethno-relative View sub-component because the idea of this 

phrase was already reflected in the definitions of Flexibility and Adaptability sub-components 

nested under the same category of Internal Outcomes.  

Also, on analyzing the discussion among the nonnative English language teachers in 

developing countries in this MOOC, the findings of the study found an overlap in definitions 

between Ethno-relative Views and Shift of the Frame of Reference in which the former denotes 

an ability to “integrate difference into his/her world view.” At the same time, the latter reflects a 

change “in the set of ideas/facts that she/she accepts and that influences his/her behavior, 

opinions, or decisions. Hence, the findings recommended removing the phrase “integrate 

difference into his/her world view” from the definition of ethno-relative view sub-component. 

Table 5.2 presents the Extended Codebook of the Extended Pyramid Model of 

Intercultural Competence for Nonnative English Language Teachers in Developing Countries, 

adapted from Deardorff (2006), for nonnative English language teachers in developing countries. 
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Table 5.2 

 
The codebook of the Extended Pyramid Model of Intercultural Competence for Nonnative 

English Language Teachers. Adapted from Deardorff (2006) 

Component Sub-Component Definition 

External 

Outcome 

Communication styles Demonstrates effective verbal and non-verbal 

communication styles in intercultural contexts; 
skillfully negotiates a shared understanding with 

culturally different people 

 Adaptability Is able to adjust his/her own communication 
styles and behaviors to adapt to new cultural 

environments 

 Supportiveness Takes action to show support to culturally 

different people (e.g., encouraging, 

complimenting, celebrating, providing 
resources) 

Internal 
Outcome 

Shift of the frame of 
reference  

Construes events “as if” he/she were the other 
person; changes the set of ideas that he/she 

accepts and that influences his/ her behavior, 

opinions, or decisions. 

 Flexibility  Knows how to and is willing to select and use 

appropriate communication styles and behaviors 

 Ethno-relative view  Accepts cultural differences; values cultures and 

cultural groups equally 

  Empathy  Views intercultural experience from multiple 

perspectives 

Skills To listen, observe, and 

interpret  

Gives full attention to one's sharing; uses active 

listening strategies to show the full attention 

  To analyze, evaluate, 

and relate 

Analyzes intercultural experiences and 

cognitively relates intercultural experiences to 

his/her own knowledge and experiences 

Knowledge  Cultural self-awareness  Articulates insights into own cultural rules and 

biases; is aware of how her/his experiences have 

shaped these rules 

 Knowledge of cultural 

worldview frameworks  

Demonstrates sophisticated understanding of 

another culture (i.e., deep level, intangible 
values) 

 Culture-specific 

information  

Demonstrates knowledge of elements of 

cultures (i.e., surface level) 

  Socio-linguistic 

awareness 

Is aware of the relation between language and 

meaning in a societal context  
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Table 5.2 (Continued) 

Attitudes Curiosity  Seeks out and /or asks (simple or complex) 
questions about other cultures and his/her own 

culture; tolerates ambiguity and uncertainty 

 Openness  Initiates and develops interactions with 

culturally different others; withholds judgment 

to intercultural learning and culturally different 
people 

  Respect  Values other cultures and culturally different 
people 

Critical Cultural 
Awareness 

 Values cultural diversity 
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Figure 5.3 demonstrates the Extended Pyramid Model of Intercultural Competence for 

Nonnative English Language Teachers in Developing Countries. Adapted from Deardorff 

(2006).  

Figure 5.3 

The Extended Pyramid Model of Intercultural Competence for Nonnative English Language 

Teachers in Developing Countries. Adapted from Deardorff (2006) 

 

 

Requisite Critical Cultural Awareness 

Attitudes: 

Curiosity 
Openness 
Respect 

Knowledge: 

Cultural self-awareness 
Knowledge of cultural 

worldview frameworks 

Culture-specific information 

Sociolinguistic awareness 

DESIRED INTERNAL OUTCOMES: 

Shift of the frame of reference 

Flexibility 
Ethno-relative view 

Empathy 
 

DESIRED EXTERNAL OUTCOMES: 
Communication styles 

Adaptability 

Supportiveness 

Skills: 
To listen, observe, and interpret 

To analyze, evaluate, and relate 

 

Move from personal level (critical cultural awareness) to interpersonal/interactive level 

(outcomes) 

Degree of intercultural competence depends on acquired degree of underlying elements 
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Conclusion 

This case study aimed to examine the IC performance and perspectives toward IC and 

explicit IC teaching in English language education of nonnative English language teachers in 

developing countries in an IC-focused MOOC. The data were collected from the discussion 

forums in an IC-focused PD MOOC and were analyzed using topic modeling and qualitative 

analysis (Chen, 2014; Nikolenko et al., 2017).  

The findings of this study revealed that most of the nonnative English language teachers 

from developing countries participating in this IC-focused MOOC were interculturally 

competent, based on Deardorff’s (2006) Pyramid Model. The researcher found that the teacher 

participants in this MOOC had evidently positive perspectives of the roles of IC and the explicit 

teaching of IC in English language education. The researcher found that the MOOC had notably 

positive impacts on the teacher participants in their IC and their perspectives of IC and IC 

teaching to varying degrees. The teachers attributed the impacts of the MOOC to the safe and 

supportive online space, the sharing opportunities during the MOOC, the practical course 

activities, and the instructors’ presence. 

A number of prominent emerging themes should be noted. Notably, the researcher found 

that most of the teacher participants were aware of the importance of cultural self-awareness in 

developing their IC. In addition, almost every teacher participating in this MOOC was willing to 

adapt to the cultures of diverse students. Although a few teachers resisted changes in 

intercultural environments, these teachers still showed the intentionality to adjust pedagogy and 

even their lifestyles to make the learning experience worthwhile for their students.  

Notably, the researcher noticed that the teacher participants tended to avoid complex 

questions but instead preferred the use of statements and simple questions (Yes/No questions, 
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etc.) to render their complex questions. Second, the data analysis revealed substantial evidence of 

the teacher participants' actions to support their culturally different peers, which the researcher 

called a “supportiveness” sub-component. 

Notably, many of them viewed their roles extend beyond the English language 

classrooms to become intercultural diplomats, intercultural activists, intercultural educators, and 

role models. Some of them acknowledged several constraints that made it challenging for their 

IC teaching practice. However, the constraints did not prevent them from supporting IC and IC 

teaching. As for the nature of their IC teaching, most of them emphasized the roles of teaching 

cultural self-awareness to their students. Many of them did not fall for the native-speaker bias.  

The study's findings provided evidence to build a FLIC teacher profile that portrays FLIC 

teachers who demonstrate good IC performance and possess positive perspectives toward IC and 

the explicit teaching of IC in English language education.  

This study has a number of significances in the current sociocultural and political 

contexts of globalization and the current climate of IC teaching in English language education. It 

has several limitations that were acknowledged and compensated by a variety of validity and 

reliability strategies. This study has implications for policy, practice, research, and theory in IC-

focused PD for nonnative English language teachers in developing countries.   
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APPENDIX 

The Co-coder’s Position Statement  

My Background 

Growing up watching Disney channel, HBO and MTV, I was exposed to American pop 

culture from an early age and soon became fascinated by the way of life depicted in movies and 

music. At the same time, having a close childhood friend who is Vietnamese-Australian and a 

brother-in-law who studied in the U.S who would tell me anecdotes about life in Australia and 

America means that cultural differences were soon brought to my attention. My curiosity about 

the cultures of English-speaking countries and an identification with them led me to choose 

English studies as my university major. During this time, I became more deeply aware of cultural 

knowledge, especially thanks to the module in Culture and Civilization of English-speaking 

countries. Other experiences that taught me to be more socio-linguistically aware, for example in 

adjusting the formality of my English, included working at international events, e.g. APEC; 

Operation Walk Ireland, or international education fairs for US, Canadian, and British schools. 

In my full-time job as a university lecturer of English studies, I frequently find myself in a 

liaison position for academic events such as the Cambridge assessment workshop where a high 

degree of cultural competence in communication with foreign scholars is expected. Most 

recently, I spent 1.5 years in England attending a master’s program where my cultural 

competence was challenged and thereby expanded due to meaningful connections at school, at 

work and in social life. Despite finding myself in an unfamiliar environment at first, I felt at 

home and thoroughly enjoyed the exploration of differences in values, customs and ways of life 

between me and my new friends, which taught me to be even more open and respectful to other 

cultures. 
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My Views on IC 

Coming from this background, I view IC as having the positive attitudes (respect, 

openness and ambiguity tolerance) toward a foreign culture, as well as cultural knowledge and 

skills to listen and interpret situations where differences might emerge. This view resonates 

strongly with Deardoff’s (2006) IC model.  

Potential Biases 

On the one hand, I am aware that my experience and viewpoints may motivate some 

expectations for other language teachers. As someone who has some intercultural experiences, I 

expect other language educators to be perceptive of culture differences, especially those related 

to English speaking communities. A culture-sensitive approach in the use of teaching materials 

so as not to offend students’ cultural values is also important. I also consider the teaching of 

intercultural awareness to students an essential part in the language curriculum. Although 

language proficiency is at the heart of language studies, IC is another major goal as defined by 

the 5 C’s by the National Standards for Foreign Language Learning (2006) (Communication, 

Cultures, Connections, Comparisons, and Communities). On the other hand, I also remind 

myself that nonnative teachers who are less well travelled or come from under-privileged 

communities, e.g. mountainous areas of Vietnam, may have less access and exposure to the 

knowledge and opportunities to develop IC. Therefore, it is my intention to create a mental state 

as bias-free as possible during the research. This positionality statement which outlines major 

biases relevant to the research questions is a useful first step. During the stage of data analysis, 

best efforts will be made to fairly analyze information. 


