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Abstract

This research aims to add to the scholarly discourse on the topic of fostering intercultural
competencies (IC) in Language Instruction for Newcomers to Canada (LINC) programs. This
single qualitative case study explored how IC are perceived and fostered in a LINC program and
sought to understand the challenges associated with fostering IC. The study’s data sources were:
(a) Semi-structured interviews with program administrators, instructors, and students; (b) In-
depth analysis of program documents, and (c) Field notes from classroom observations. Findings
from the study indicated that students, instructors, and program administrators perceived IC as
attitudes, skills, and knowledge. Social interactions were a significant finding; all three groups of
participants perceived social interactions as IC. In addition, classroom and out of class activities
offered opportunities to foster dialogue and increase cultural awareness, respect, and curiosity,
but fostering IC was not a specific objective in the LINC program. The main challenge that
students faced in fostering IC was language, while instructors and program administrators
reported time, resources, and knowledge as challenges. Stakeholders in the LINC program, as
well as researchers, and practitioners and policymakers of LINC programs may find these
findings and recommendations useful in developing a curriculum that embeds intercultural
education approaches.

Keywords: intercultural competencies, intercultural praxis, Language Instruction for

Newcomers to Canada Program
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CHAPTER ONE: INTRODUCTION
Overview

| begin this chapter with the background of immigration in Canada, the English language
field and the role of intercultural competencies (IC) in English as Second Language (ESL)
classrooms. Next, | discuss the research problem, the purpose of the study, the research questions
and the rationale and significance of the study. Last, I discuss how I locate myself as a researcher
in the study and assumptions, and biases | come to the research with.

Background

Canada plans to welcome 341,000 immigrants in 2020 (Immigration, Refugees, and
Citizenship, Canada [IRCC], 2018). Language Instruction for Newcomers to Canada (LINC)
programs are part of IRCC’s integration strategy and they fund language classes in Canada’s two
official languages, English and French. Permanent residents of Canada and protected persons are
eligible for these classes (IRCC, 2018b). The LINC program was launched by the federal
government in 1992 with the intent of helping newcomers integrate into Canadian communities
with the objective of facilitating the cultural, social, and economic integration of refugees and
immigrants into Canada (IRCC, 2012). In 1993, the federal government set up a representative
national working group on National Language Benchmarks. Over the years, the working group
continued to ensure that the tasks and examples in the Canadian language benchmark (CLB)
guidebook align with their theoretical framework, which is primarily principles of the
communicative language ability. They have concluded that the benchmarks and tasks are reliable
standards for English and French for those living, studying, and working in Canada (Centre for

Canadian Language Benchmarks [CCLB], 2012).



In addition to language learning, the ability to engage in intercultural dialogue is a new
literacy, along with reading and writing (United Nations Educational, Cultural, and Scientific
Organization [UNESCO], 2009). Intercultural dialogue requires more than just being able to
speak the host culture’s language; it also requires skills, knowledge, and attitudes to be able to
interact effectively in intercultural situations. Heyward (2002) described intercultural literacy as
“the understandings, competencies, attitudes, language proficiencies, participation, and identities
necessary for successful cross-cultural engagement” (p. 10). Moreover, UNESCO (2013)
emphasized the importance of incorporating intercultural education in all formal, informal, and
non-formal schooling. They indicated that it is part of the solution to fulfilling the fourth pillar of
education, learning to live together, in addition to the other three pillars: learning to know,
learning to do and learning to be. The following UNESCO (2013) publication highlights the
importance of raising awareness of IC.

These competencies should be studied, taught, and promoted, not only at a theoretical

level, but also as a toolbox of knowledge, skills, and abilities to prepare individuals to a

wide variety of diverse situations in daily life within and among our contemporary plural

societies. (p. 6)

For this study, | adopted Sorrells’ (2016) definition of IC, “the knowledge, skills, and
attitudes needed to engage effectively in intercultural situations” (p. 234). According to Sorrells
(2016), IC are inquiry, framing, positioning, dialogue, reflection and action, and these IC are
needed to enter into intercultural praxis. She described intercultural praxis as “a process of
critical reflective thinking and acting that enables us to navigate the complex and challenging
intercultural spaces we inhabit interpersonally, communally and globally” (Sorrells, 2016, p. 16).

As people continue to move to different countries for work, for safety, and for family, the



likelihood that intercultural interactions will take place are greater. With such interactions, there
is also the possibility of intercultural misunderstandings and conflicts arising out of fear and
ignorance. Intercultural education aims to provide students with strategies to communicate in
diverse situations, which may lead to a deeper understanding of one another, develop
relationships, and foster a community of inclusiveness.

ESL instructors can play an instrumental role in improving the lives of this growing
group of newcomers. For example, in addition to developing their students’ English skills, they
can also foster their students’ IC through purposeful activities to develop IC. If students are
equipped with the skills, knowledge, and attitudes to interact effectively in intercultural
interactions, this may help break down barriers and lead to a more welcoming and inclusive
community. Several organizations, including The United Nations Educational, Scientific, and
Cultural Organization (UNESCO, 2016), the Canadian Council for Refugees (CCR, 2011) and
The Alberta Teachers of English as a Second Language (ATESL, 2016) have highlighted the
importance of fostering IC in language education contexts.

For instance, CCR has made a call for more research on the existing language programs,
by encouraging researchers and practitioners to examine the shortcomings of these programs and
recommend the development of intercultural communication as a solution to breaking down
barriers (CCR, 2011). Furthermore, UNESCO (2016) has continued to promote intercultural
education for all levels of education, including non-formal contexts. Non-formal contexts are
described as an addition or alternative and a complement to formal education (UNESCO, 2011).
Examples of non-formal education can include adult and youth literacy, education for out-of-
school children, as well as programs on life skills, work skills, and social or cultural development

(UNESCO, 2011).



Moreover, ATESL is an organization specific to the English language field that
recognizes the importance of fostering intercultural communication competencies in the
classroom and they include intercultural communication as an integral component as part of their
framework. The ATESL framework is comprised of recommendations for ESL instructors,
including instructors who are teaching LINC programs, to design a curriculum that helps build
on the linguistic and cultural knowledge, awareness, skills and attitudes that each student brings
to the ESL classroom (Chambers, Gnida, llott, Messaros, & Dawson, 2009). Intercultural
communication is an integral component of the ATESL curriculum framework. The Intercultural
Knowledge and Skills strand of the Massachusetts Curriculum Framework is the framework used
in the ATESL curriculum (Chambers et al., 2009).

Examples of intercultural learning strategies included in their framework are analyzing
and contrasting Canadian behaviors and values to one’s own culture and recognizing cultural
stereotypes and understanding one’s cultural adjustment process while preserving one’s own
culture (Chambers et al., 2009, p. S7-13). More recently, ATESL, in partnership with Norquest
College and Bow Valley College, has developed a set of resources in how to teach intercultural
communication in the classroom (ATESL, Norquest College & Bow Valley College, 2016).
However, the above-mentioned curriculum framework and the resources are recommendations to
ESL instructors and not requirements.

The settlement provider organization where the study took place was founded in 1988
and offered three different types of programs to newcomers. These programs include English
language training, employment training and settlement assistance programs across three different
locations in the city. The organization comprises of 1400 students from 80 nationalities and 510

staff. As of 2019, they offered 11 different language programs, one of which is the LINC



program. The LINC program encompassed 1142 clients mainly from Syria, Ethiopia, Eritrea,
India and Vietnam. According to the organization’s website, “in these LINC classes students
learn the basics of reading, writing, speaking and listening, in addition to gaining the skills that
are needed for healthy everyday communication” (2019). Most students will likely join these
classes to improve their English or French language skills to increase their opportunities and
integrate into the community, both professionally and socially.
Research Problem

Despite recommendations put forth by several organizations (e.g., ATESL, CCR,
UNESCO) for language educators and researchers to foster IC, research showed that instructors
and program administrators spend little time and attention on fostering students’ IC in ESL
classes (Bickley, Rossiter, & Abbott, 2014; Weber, Abe, Whitelaw, Odgers & Steels, 2015;
Young & Sachdev, 2011). Studies revealed that while the content of the curriculum integrates
language and culture, the focus is on Canadian culture and does not incorporate cultural diversity
into the curriculum (Fleming, 2015; Guo, 2009, 2015). According to the findings from previous
studies (Bickley et al., 2014; Weber et al., 2015; Young & Sachdev, 2011), the absence of
cultural diversity in the curriculum is often due to instructors’ lack of understanding, time,
beliefs, resources, and training. Furthermore, students and instructors face additional challenges
in introductory and intermediate language courses due to the target language proficiency of the
students (Garrett-Rucks, 2013). For example, students' limited vocabulary may inhibit their
ability to participate in deep conversations with their classmates about their cultural perspectives
and assumptions. Also, instructors may have difficulties incorporating meaningful cultural

content (Garrett-Rucks, 2013).



Currently, pedagogical approaches that encourage students to share their diverse
perspectives and inquiry about others are limited, and ESL instructors should take advantage of
those opportunities (Garret-Rucks, 2013). Overall, more research is needed to better understand
what pedagogical approaches are required to foster IC. Thus, this study aims to add to the body
of literature on IC in beginner level LINC programs, ESL programs, and other adult education
programs. | maintain that program administrators and instructors in ESL programs have a
responsibility to ensure that students have the necessary skills, attitudes, and knowledge to
support effective engagement in a variety of intercultural situations (Byram & Wagner, 2018;
Chambers et al., 2009; East, 2012; Kramsch & Hua, 2016; Porto, 2019; Sorrells, 2016).

Statement of Purpose

The purpose of this study was to understand how students, instructors, and program
administrators in a LINC level four class perceived IC, how IC were fostered in the LINC
program, and what challenges students, instructors and program administrators faced in fostering
IC. Findings from interviews, document review, and classroom observations provided a better
understanding of the current practices in the LINC programs and to what extent approaches were
implemented that prepared students with the skills, knowledge, and attitudes to engage
effectively in intercultural situations and build meaningful relationships. This research
contributes to the scholarship on IC in LINC programs and can be useful for stakeholders in
LINC programs.

Research Questions

The research questions that informed this study were:

e How do students, instructors, and program administrators perceive intercultural

competencies?



e How are intercultural competencies fostered in a Language Instruction for
Newcomers to Canada program?
e What challenges do students, instructors, and program administrators face in
fostering intercultural competencies?
Rationale and Significance of the Study

Over the past few years, Canada has continued to welcome more immigrants and
refugees, many whose first language is not one of Canada’s official languages, English or
French. Additionally, given that the number of non-native speakers in English speaking countries
is on the rise, the likelihood that people of different first languages will be using English as a
lingua franca to communicate with one another is high. Thus, the need to gain skills to interact
with people from a variety of cultural and linguistic backgrounds and perspectives is critical to
enhancing one's ability to thrive in a variety of situations (Garrett-Rucks, 2016). In the LINC
classroom, students from a variety of cultures are together in one space, and instructors can
leverage this environment to broaden their students' perspectives and cultivate their openness and
curiosity. There is a call for second language instructors to facilitate learner's reflection on their
own culture and identity while exploring the target culture (Byram, 1997; Fantanti, 2011), yet
there is limited research and a lack of understanding of IC in LINC programs.

This study aimed to address the topic of IC in a beginner level LINC program. Based on
the findings, this study provides recommendations for program and policy for LINC instructors,
program administrators, and policymakers of LINC programs. This study is significant because it
explored the perspectives of students, instructors, and program administrators of 1C, how they
were fostered, and the challenges they faced in fostering IC. Also, the findings from this study

may have increased the awareness of IC in a beginner level LINC program. While the



scholarship on IC in post-secondary contexts is significant, research on IC in LINC programs is
less prevalent.

Furthermore, studies in lower-level language classes is even less common and, in fact is
in its infancy (Garret-Rucks, 2016). Hence, the findings from this study will add to the body of
literature in LINC programs, particularly in beginner level LINC programs. In my study,
students, instructors, and program administrators are invited to share their perspectives of IC.
Understanding the perspectives of three important stakeholders will help develop a deeper
understanding of how IC is perceived and help instructors and program administrators create a
curriculum that acknowledges these perspectives. As Bok (2009), stated, "we will never find
answers to IC unless those actively engaged, with these questions talk seriously with one
another" (p. x).

Additionally, recommendations are offered to instructors to include IC activities for
beginner level students in LINC programs. The recommendations from this study may also
encourage program administrators to examine their leadership and IC practices. Lastly, this
research contributes to policy and may encourage policymakers and curriculum developers of the
CLB guidebook to re-examine the LINC program in relation to IC. For example, they may
consider if adding an IC competency aligns with their objectives of increasing intercultural
understanding and integrating newcomers into the community.

Research Design

For this study, | adopted a qualitative approach, employing a single case study, drawing
on Merriam’s (2009) approach to a case study. A qualitative approach aligns with my worldview,
research questions, and methodology. | approached this research with a socio-constructivist

orientation; | believe that we all construct our meanings through our interactions with others



(Merriam, 2009). I am not seeking to find out one single truth, but I realize there are multiple
interpretations (Merriam, 2009) of IC. The methods included semi-structured interviews with
three program administrators, 15 students and four instructors, document review of relevant
program documents, and 39 hours of classroom observations of three-level four classes and one
level three-four split class in a LINC program situated within a settlement provider organization.
My research questions are exploratory and are well suited to a qualitative single case study. I will
elaborate more on my rationale for using this approach and on my worldview in the methodology
chapter of this dissertation.
Locating the Self in the Research

| have had the opportunity to travel overseas in a few different roles; | was a volunteer in
Ecuador and Brazil, a language student in Mexico, and an ESL activity leader in the south of
England. While all these experiences were different, there was one commonality, | was a
newcomer immersed in a new culture. Even when the first language was English, the dialect, the
accent, and the meaning of the words were often different. While | certainly learned a lot about
myself and other cultures during these experiences, | never felt as though | had an opportunity to
get to know people beyond the surface. | also encountered a few cultural misunderstandings,
which | could have handled better if | had the skills, knowledge, and attitudes to be able to
handle these situations and embrace these conversations. Reflecting on my experiences, |
question if formal intercultural education would have helped develop skills, attitudes, and
knowledge that would enhance my insights about others and myself.

In Canada, | worked as an Excursion Coordinator, which involved coordinating and
facilitating social, cultural, and physical activities for students in an ESL program. The purpose

of these socio-cultural (field trips) activities was to provide opportunities for students to practice



10
their conversational English outside of the classroom to enhance intercultural relationships
between students and encourage them to communicate in various situations in their day-to-day
lives.

As | continued to design and facilitate activities, | noticed that while students appeared to
be having fun, they only affiliated with students from their cultural backgrounds. Through formal
evaluations and informal evaluations, my students indicated that they wanted opportunities to
interact more with people from Canada and other international students outside of the program.
Several students expressed they had difficulties engaging in intercultural interactions because
they were shy and did not feel as though they spoke English well enough. | was already
providing opportunities for students to learn about aspects of what some call Canadian culture by
taking them to hockey games and camping. Additionally, | was providing project managers from
China with the opportunity to network with other project management professionals in the city.
Despite these efforts, | felt as though | could be doing more to help my students make sense of
their intercultural experiences and provide them with strategies to interact with people from
different cultures.

| also had the opportunity to work as an ESL teacher in a community-based ESL
program that consisted of adult immigrants and refugees. The curriculum was a one-page
document of general themes to cover, which included money, getting a job, and housing, to
prepare students to engage in tasks such as going to the bank, renting an apartment and writing a
resume in English. While these are necessary skills to learn and may improve one's chances of
gaining access to the community, implementing approaches that will help students foster their IC
in and out of the class may facilitate a deeper understanding and appreciation among newcomers

and people from the host culture.



A key theme that emerged from my overseas and Canadian experiences was a lack of
support, knowledge, and resources to implement activities to foster IC. Although cultural
immersion and learning a language can certainly help one appreciate and understand cultural
differences and even understand one's own culture and values more, immersion and language
learning does not necessarily guarantee the enhancement of these competencies (Porto, 2013).
Hence, educator facilitation is beneficial and necessary to help foster a student’s 1C (Porto,
2013). Ensuring that students have the tools to engage in intercultural interactions is becoming
increasingly critical. A combination of my work and personal experiences has led me to seek
insights into exploring this topic further.

Assumptions and Biases
Entering the research with assumptions is inevitable, and a part of the researcher's

responsibility is to ensure that these assumptions are recognized and examined. | followed

11

Merrriam and Grenier's (2019) recommendation about reviewing the research process concerning

the context, the participants, and the data as a starting point for conducting an ethical study. | was

aware that | came to the research with a few assumptions based on my personal experiences,

conversations with people, and concepts | had encountered in the literature. First, | went into the

research with the assumption that people working in the ESL field were open to learning about

diverse cultures, as well as how the curriculum can include an intercultural dimension. Second,

assumed that instructors in LINC programs focused on teaching students' Canadian values and

cultural practices. Third, LINC curriculum guidelines were restrictive and inflexible, thus

making it difficult for instructors to take up more intercultural approaches in the classroom. The

review of the literature influenced my assumptions (Byram, 1997; Fleming, 2015; Guo, 2009)

and my personal beliefs.
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Recognizing my assumptions, | assured my participants that there were no right or wrong
answers, and | was open to learning about their perspectives on IC. | also tried to remain neutral
during interviews by not giving my opinions or asking leading questions. In addition, throughout
the research process, | engaged in reflexivity by keeping a journal of my assumptions, research
strategies, selection of participants, and decisions made in collecting and interpreting the data
(Merriam, 2009). Doing this made me more aware of my potential biases and assumptions.

To safeguard against my potential biases, | piloted my interview questions with my
supervisors, classmates, and friends who are non-native English speakers. Testing my interview
questions with my supervisors helped highlight the possibility of biases so that I could deal with
them beforehand. I relied on their critical feedback to detect any biases that might have been
inherent in the questions. One piece of valuable feedback my supervisor gave me was to ask
open-ended questions rather than asking leading questions.

Definition of Terms

ATESL curriculum framework: Intended to be a supportive reference guide for effective
curriculum development in a variety of adult ESL programs, both existing and new, throughout
Alberta (Chambers, Gnida, llott, Messaros, & Dawson, 2009).

Canadian Council for Refugees: A non-profit umbrella organization committed to the
rights and protection of refugees in Canada and internationally, and to the settlement of refugees
and immigrants in Canada

Community-based ESL program: Community-based ESL programs, which offer English
as a Second language (ESL) classes to permanent residences and refugees. Settlement

organizations, churches, and libraries typically offer community-based ESL programs
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Convention refugee: People who are outside their home country or the country they
normally live in. They are not able to return because; of a well-founded fear of persecution based
on race, religion, political opinion, nationality, or membership in a social group (Canadian
Council for Refugees, 2010).

Immigrant: A person who has settled permanently in another country (Canadian Council
for Refugees, 2010).

Intercultural competence: Skills, knowledge, and attitudes needed to be able to
communicate effectively in intercultural situations (Sorrells, 2016).

Intercultural education: Intercultural education provides all students with cultural
knowledge, attitudes, and skills that enable them to contribute to respect, understanding and
solidarity among individuals, ethnic, social, cultural and religious groups and nations (UNESCO,
2013).

Intercultural praxis: A framework that captures the practices individuals may use to
navigate everyday intercultural interactions and a blueprint for developing IC for global
citizenship in the 21% century (Sorrells & Nakagawa, 2008).

Intercultural praxis model: A way of being in the world that joins critical, reflexive, and
engaged analysis with informed action for socially responsible action and global justice (Sorrells
& Nakagawa, 2008).

Language Instruction for Newcomers to Canada (LINC): A language-training program
funded by Immigration, Refugees, and Citizenship Canada. This program is free of charge for

adult newcomers who are permanent residents of Canada and refugees (IRCC, 2019b).
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Permanent resident: a person granted the right to live permanently in Canada. The person
may have come to Canada as an immigrant or as a refugee. Permanent residents who become
Canadian citizens are no longer permanent residents (Canadian Council for Refugees, 2010).

Refugee claimant: Someone who is seeking international protection, but his/her claim has
not been determined (Canadian Council for Refugees, 2010).

Settlement: The initial and short-term transitional issues faced by newcomers (IRCC,
2019b).

Settlement provider organization: A service provider organization is an agency that
provides services for newcomers to Canada. Service provider organizations offer programs that
can give newcomers resources and training to live and work in Canada (IRCC, 2019b)

Summary

In Chapter One, | discussed the background of the study, the research purpose, questions,
and the conceptual framework. I also located myself in the research, the research design, the
rationale, the significance and the assumptions | bring to this study based on my personal
observations and biases. In Chapter Two, | discuss and synthesize key literature streams that

informed this research.
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CHAPTER TWO: LITERATURE REVIEW
Overview

In this chapter, | provide an analysis of the literature | reviewed. The primary literature
streams were: (a) Intercultural competence (IC), (b) Community-based ESL program, and (c)
Challenges instructors, students, and program administrators face in developing IC.

I begin with an overview of IC and the contested definitions, approaches, and models
developed over the last few decades. The second theme addresses community-based ESL
programs, the current curriculum, and empirical studies that have explored the current
curriculum in LINC programs. The second theme also includes intercultural education and the
benefits and challenges of intercultural education from the perspectives of instructors, program
administrators, and students. The third theme addresses challenges that instructors, program
administrators, and students face in fostering IC. The last section of the literature review includes
my conceptual framework.

Literature Search Strategy

From September 2016 to June 2019, | conducted a review of sources of both theoretical
and empirical literature on the areas of IC, adult community-based ESL programs, and LINC
programs. | searched the literature through Google Scholar, ERIC, and Academic Search
Complete. While there was a plethora of research on IC and in academic ESL contexts, there
were significantly less empirical studies on community-based ESL programs and fostering IC in
these programs. Hence, this analysis will include literature from study abroad students in
academic ESL programs, English as a Foreign Language (EFL) programs, and non-LINC ESL
programs. | begin with an overview of IC and an analysis of three IC models that have been

influential in the field of language education.
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Intercultural Competence

IC has been studied for decades and fostering IC has become increasingly more important
as our world becomes more global. The terminology that is used, how it is approached and
assessed, is not always clear or consistent (Deardorff, 2011; Fantini, 2009; Perry & Southwell,
2011). There is, however, a consensus that IC refers to the ability to communicate effectively and
appropriately in intercultural situations based on one’s intercultural knowledge, skills, and
attitudes (Deardorff, 2004; Sorrells, 2016). For this study, | will be using Sorrells’ (2016)
definition of IC. She defined IC as “the skills, knowledge, and attitudes to effectively engage in
intercultural situations” (p. 234). She also has specified that it is necessary to combine the
development of skills, knowledge, and attitudes with proactive engagement and collective action
for social justice and look at the larger purpose of IC. | will expand more on Sorrells’ definition
and the intercultural praxis model in the theoretical section at the end of this chapter.
Different Perspectives on Intercultural Competence

Functionalist perspective. In the field of intercultural communication, two different
approaches to looking at IC are the functionalist and dialogic or non-essentialist perspectives.
Individuals who view IC from a functionalist perspective have already shown that practitioners
want practical tools they can use in praxis in everyday life (Jensen, 2000). Still, they do not
account for the dynamics of intercultural communication. Poststructuralists have challenged
those who come from a functionalist perspective for viewing IC as idealistic and focusing too
much on cultural differences and portraying attributes as essentialist (Dervin, 2016; Xu, 2013).
Additionally, ignoring historical contexts and power relations are other critiques of these models

(Xu, 2013).
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Dialogic perspective. According to the dialogic perspective, relationships are central in
the human experience, and engaging in intercultural relations is a dynamic, fluid, and ongoing
process (Martin & Nakayama, 2014; Matsuo, 2015). Individuals who view IC from a dialogic
perspective also recognize the actual interaction between both individuals and that both
individuals co-create the relationship. Furthermore, dialogue is central in the dialogic
perspective, and the role of intercultural relationships is instrumental.

Intercultural Competence Models

In this section, | examine three different IC models that have appeared in language
education studies around the world. These models include the intercultural sensitivity model
(Bennett, 1986), the intercultural communication model (Byram, 1997), and the pyramid model
(Deardorff, 2006). An analysis of these IC models may provide an understanding of current work
in the field of IC and limitations that are evident in these models. | first give a brief description
of the three models, followed by a critical analysis of the models.

Bennett (1986) developed his model of intercultural sensitivity from observations of
individuals in a variety of educational contexts. The intercultural sensitivity model consists of six
stages: the first three stages are ethnocentric, which include denial, defense, and minimization,
and the last three steps are ethnorelative, which includes acceptance, adaptation, and integration.
Drawing from his observations on students, Bennett concluded that as individuals became more
interculturally competent, the quality of their experience will improve, and they will acquire
ethnorelative attributes.

Byram’s (1997) intercultural communication model has been prominent in the foreign
language field. Byram has designed his intercultural communication model to help language

teachers understand the meaning of IC and to develop teaching and assessment objectives
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(Byram, 1997). He proposed five elements in his model: attitudes, knowledge, skills of
interpreting and relating, skills of discovery and interaction, and critical awareness. Additionally,
he has highlighted the importance and necessity of intercultural interactions and the importance
of relating to people in these interactions.

Deardorff (2004) conducted a study on the definition of IC and the attributes associated
with this concept. She interviewed 23 scholars from the US (21), the UK (1), and Canada (1).
Byram (1997) and Bennett (1986) were among the 23 scholars that participated in her study. The
scholars in Deardorff’s study concluded that IC was, “The ability to communicate effectively and
appropriately in intercultural situations based on one's intercultural knowledge, skills, and
attitudes"” (p. 184). The scholars also agreed that interculturally competent individuals should
have attitudes of openness, curiosity, and respect for other cultures, and have the ability to
analyze, interpret, relate, listen, and observe (Deardorff, 2004). Deardorff developed a pyramid
model out of the results of her study, placing attitudes at the foundation of this model, and she
has proposed that individuals must first have attitudes of curiosity and openness to engage in
intercultural interactions. If one has the knowledge, skills, and attitudes, this may lead to the
growth of empathy, flexibility, and adaptability from an ethnorelative perspective (Deardorff,
2004). She acknowledged the limitations of her study; her participants were from Western
cultures, most of them were from the United States, and the scholars were from the United
Kingdom and Canada.

After a thorough search of the literature, | found several critiques concerning these
models. Even though these models have been influential in both education and language
education contexts, they are critiqued for not aligning with the objectives of intercultural

education, which include fighting against othering, hierarchies, and power differentials (Dervin,
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2016). Additionally, newcomers are often responsible for the outcome of intercultural
interactions, instead of both individuals co-creating the interaction (Dervin, 2016; Hoff, 2014).
For instance, Byram (1997) implied that newcomers must adapt to the standards set by the other
in the interaction and if there is a communication breakdown, the newcomer is often perceived to
be at fault for not adapting to the situation and the behavior of the other individual. Additionally,
the principles put forth by Byram (1997) have been critiqued for being too individualistic, and
because of this ethnocentric and too rational (Matsuo, 2015). Bennett's (1986) and Deardorff's
(2006) models have also been described as ethnocentric, linear, and rational (Bazgan & Popa,
2014; Dervin, 2016).

For instance, Dervin (2016) challenged Bennett's (1986) conclusion, arguing that
individuals develop their IC rather than acquire them. Moreover, individuals may feel more
comfortable in some situations than other situations. They may be able to interact, build
intercultural relationships, and empathize more readily in certain situations better than others.
Thus, it is crucial to consider the context and the effect it has in either facilitating or constraining
one's ability to foster their IC. Individuals can go back and forth in these stages, depending on
the context, their situation, and other internal and external factors, which may be affecting them
at that time.

Additionally, individuals, such as immigrants and refugees, are likely to experience
internal psychological tensions that may inhibit them from engaging in intercultural interactions
and fostering IC. Both Bennett (1986) and Deardorff’s (2006) models do not account for the
psychological and emotional needs of people interacting in diverse contexts in their models

(Bazgan & Popa, 2014; Spitzberg & Changnon, 2009). Thus, it is critical to consider the prior
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experiences and challenges that individuals face, which may affect their emotional well-being
and ability to engage in intercultural communication and foster IC.

As well, these models usually consider the individual outcomes and do not consider what
happens in the actual interactions and when people are communicating with one another
(Spitzberg & Changnon, 2009; Xiaodong & Chen, 2009). Furthermore, scholars have stated that
communication competence models focus too much on individual goals; they are self-orientated
and encourage assertiveness (Xiaodong & Chen, 2009). Conversely, in many Confucianism
Heritage countries, such as Korea, Vietnam, China, Singapore, and Japan, preserving harmony in
relations is the main objective (Phuong, Cees & Pilot, 2005; Tran, 2013). Furthermore, Asian
students are considered to be shy, passive, and unwilling to ask questions (Tran, 2013). Hence,
individuals from Asian countries may have a different interpretation of what they consider
effective behavior (Martin & Nakayama, 2014).

The critical analysis of these three IC models highlights the complexity of defining and
fostering IC. Fostering IC is not a systematic process and necessitates flexibility, adaptation, and
empathy, amongst other attributes. It requires an in-depth look at oneself and others. Hence, an
approach to IC that does not look at the complexity of the self and the Other fails to accomplish
what it should do, which is to help people to see beyond appearance and simplify discourses
(Dervin & Gross, 2016).

Hence, there is a need for more studies that explore the concept of IC in the ESL
classroom. Therefore, as our world becomes more global, we must move beyond existing work
and account for the interrelations of so many elements (UNESCO, 2009). There is a need to
reconceptualize IC in a broader project of democratic citizenship, promoting intercultural

interaction and dialogue in complex societies and emerging communities (Dervin & Gross, 2016;
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Sorrells & Nakagawa, 2008; Sorrells, 2016) and consider the complex, relational, interconnected
and often ambiguous nature of our experiences (Sorrells, 2016). In the next section, | describe
the current curriculum in LINC programs to provide background information on the program |
explored.
Community-Based ESL Programs
Language Instruction for Newcomers to Canada Programs

IRCC funds the LINC program to facilitate the successful integration of adult immigrants
and refugees into the promotion of Canadian citizenship (IRCC, 2019). The Centre for Canadian
Language Benchmarks (CCLB) is Canada’s national standard for describing, measuring and
recognizing the proficiency of adult immigrants and prospective immigrants in LINC programs
and has developed curriculum guidelines for ESL instructors to follow. The intended audience
for the CLB is the professional field of adult ESL instructors, assessors, curriculum and resource
developers, test designers, and academics (CCLB, 2012).

According to the CCLB website, instruction is to be task-based, and tasks focus on real-
world issues, events, and use authentic text such as job postings in the local newspaper to teach
students (CCLB, 2017). Specifically, the CLB guidelines focus on preparing students for
Canadian day-to-day experiences, which include banking, procedures, community involvement,
and the importance of carrying identification. The CCLB website (2016) stated: “Sharing these
daily Canadian experiences with learners can create an understanding about how their cultural
assumptions, behaviors, and values may synchronize or collide with the host culture and
facilitate their settlement within it (p. 1). The CCLB emphasized that this approach is not
acculturation, but information (CCLB, 2016). Although the CLB is not a curriculum, it informs

curriculum development in LINC programs. Several LINC program directors and instructors use



22
the CLB guidelines to develop and deliver the curriculum (Ricento, Cervatiuc, MacMillan &
Masoodi, 2008). In 2014, the CCLB developed a portfolio-based learning assessment (PBLA) in
response to several recommendations from language studies (CCLB, 2019). PBLA is a
comprehensive, systematic, and collaborative approach to language assessment based on the use
of real-world language tasks (CCLB, 2019). Essentially, instructors ask students to keep a binder
of their learning journey so that they can assess their English learning and personal goals
throughout the semester. Instructors will then regularly meet with students to discuss their self-
assessment and modify the curriculum based on the students’ needs (Pettis, 2014).

Immigrant and Refugee Adult Learners

Traditionally adult learners were described as 25 years of age, white-middle-class,
employed and better educated (Merriam, Caffarella & Baumgartner, 2012). However, adult
learners enrolled in LINC classes are a lot different from the characteristics mentioned above.
For instance, students range from 18 years and older with educational backgrounds ranging from
no prior schooling to postgraduate education. Additionally, students come from a variety of
socio-economic and culturally diverse backgrounds. Consequently, the diverse makeup of
today’s immigrants presents unique challenges to adult instructors of adult education programs
as they strive to meet the needs of this increasingly diverse group of newcomers (Merriam et al.,
2012).

Adults learn in formal, informal, and non-formal settings. Formal settings include
educational institutions, ESL classrooms, and basic adult education programs. In contrast, non-
formal settings are sponsored by agencies and institutions whose primary goals are not

education, such as training sessions. Lastly, non-formal learning is characterized by learning in
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public settings, such as short-term volunteer programs or learning in parks and museums
(Meriam & Bierema, 2013).

Knowles’ (1980) concept of andragogy in adult education stresses both the importance of
the learner-centered approach and the significance of the experience that individuals bring to
education. He made six assumptions about the characteristics of adult learning. The
characteristics are:

1. Need to know means that adult learners need to understand why they are learning

something and how this new knowledge will solve a problem.

2. Self-concept refers to an adult becoming more self-directed and independent as she or

he matures.

3. Prior experience refers to the experiences that adults bring to their new learning

environment.

4. Readiness to learn is connected to an adults’ need to learn.

5. Learning orientation (problem-centered learning) refers to the need to solve a

problem.

6. Motivation to learn (internal) refers to a learner’s intrinsic motivation to learn.

Knowles' (1980) adult learning principles are important in the context of my study as the
students are adult learners, and these principles apply to this group of adult learners. Adults often
display many of these characteristics when they move to a new country and enroll in LINC
classes. For example, in LINC classes, students are typically taking these courses to solve a
problem: to learn English to find a job and to be able to communicate with people in work and
social situations. Further, they bring a wealth of prior experiences to their new learning

environment, they are usually ready to learn based on their need to learn English, find
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employment, and make friends. They are extremely motivated to learn to gain access to social
and work situations. Hence, as students are already motivated to learn, instructors and program
administrators should capitalize on their students' prior experiences and invite them to share their
diverse perspectives and previous experiences. Doing this may sustain and improve students'
motivation and curiosity. Of course, instructors need to be prepared to continue to foster their
own IC, which will help them prepare their students.

Empirical Studies of Language Instruction for Newcomers to Canada Programs

A few researchers have explored the content of the curriculum in LINC programs
(Cervatuic & Ricento, 2012; Fleming, 2015; Guo, 2009; Ricento et al., 2008). The results from
these studies indicated that the content of the curriculum mainly focuses on how to act
appropriately in various Canadian contexts (Fleming, 2015; Guo, 2009; Ricento et al., 2008).
Research conducted in a community-based LINC program in Western Canada reported that
immigrants were more likely to gain access to social and professional opportunities if they
reduced their accents and anglicized their names (Guo, 2009).

Several scholars have identified the policy as having a direct influence on the curriculum
that teachers deliver (Fleming & Morgan, 2011; Morgan, 2009). Although IRCC does not fund
the development of teaching materials for LINC programs, they do recommend textbooks that
focus on Canadian culture such as Canadian Concepts and Canadian Crossroads, which align
with the objectives of the CLB 2000 guidelines (Ricento et al., 2008). Furthermore, Fleming
(2015) found that teachers in second language education often adopt a position at the bottom of
the curriculum development hierarchy, which means that teachers exercise control over the

“how” of teaching but not the “what.”
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Research findings have supported the argument that teachers felt limited by the
curriculum guidelines imposed on them by the policy implemented by the CLB policy (Fleming,
2015; Haque & Cray, 2007). For instance, teachers stated that CLB 2000 was central to the
program. They were encouraged to use the themes, grammar points, and skills outlined in the
guidelines and were obligated to report students' progress based on the benchmarks (Haque &
Cray, 2007). If teachers continue to spend their time focusing on fulfilling requirements for the
CLB, they may have little time and support to develop a curriculum that differs from the
guidelines that the CLB has proposed. Another possible explanation for the superficial content of
the curriculum is because of the instructors’ relatively low wages and limited access to
professional development (Fleming, 2015; Haque & Cray, 2007).

Lastly, some scholars refer to the LINC program as having a hidden curriculum
(Cervatiuc & Ricento, 2012; Fleming, 2015). Jackson's (1968) concept of the hidden curriculum
stated that the content is only one aspect that students learn in school. Students also learn sets of
implicit rules that often privilege specific ways of knowing and behavior. According to Leask
(2015), there are three elements of the curriculum: the formal curriculum that includes the
syllabus, the informal curriculum, which includes extracurricular activities, and the hidden
curriculum that consists of the incidental lessons that s about power and authority and about
whose knowledge is valued. In LINC programs, Cervatiuc and Ricento (2012) asserted that
instructors base the curriculum on their values and own agendas. More recently, Fleming (2015)
argued that the hidden curriculum is represented in the CLB guidebook. For example, the sample
tasks in the CLB guidebook indicates what students should learn and how they should act. He
stated that "the CLB represents second language learners as infantilized, passive and unable to

exercise the rights of citizenship until they have reached a higher level of English” (p. 34). Yet,
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Leask (2009) posited that the hidden curriculum is not necessarily negative, stating that students
can learn incidentally in the informal curriculum, which is typically evident in the way informal
activities are planned, what activities are offered, and whose knowledge is valued or not valued.
These lessons learned from the hidden curriculum can be positive or negative (Leask, 2009).

Gathering data through interviews, classroom observations, and document review can
provide a deeper understanding of the I1C in the LINC program and the challenges that students,
instructors, and program administrators face in fostering IC. In turn, the knowledge gained can
help instructors and program administrators shape their practices more effectively.
Intercultural Education

Intercultural education is a mechanism to provide quality education for all, and it is
framed within a human rights perspective (UNESCO, 2013). Several scholars consider
intercultural education as the most appropriate approach for recognizing, respecting, and coping
with all forms of cultural diversity (Barrett, Byram, Lazar, Mompoint-Gaillard & Philippou,
2013). Further, intercultural education has become an objective for many organizations,
associations, and practitioners. One key point that emerged from a discussion from the World
Education Forum was, “Inclusion and equity in and through education is the cornerstone of a
transformative education agenda, and we, therefore, commit to addressing all forms of exclusion
and marginalization, disparities and inequalities in access, participation and learning outcomes”
(UNESCO, 2016, p. 7). Stakeholders in LINC programs can adhere to UNESCO’s agenda by
ensuring that students are prepared to address and challenge inequalities and disparities and
exclusion. This can be part of intercultural learning. Promoting meaningful intercultural learning
requires instructors to be able to design well-designed tasks and activities, as well as provide

appropriate guidance and support (Leask & Carroll, 2011).
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While assessing IC has been debated in intercultural language education research
(Borghetti,2017) research results indicated that 1C can be assessed (Deardorff, 2011a; Fantini,
2009), but the definition of IC must be determined, as well as what aspects of IC are a priority
based on the programs goals, mission, and purpose (Deardorff, 2011a). To assess IC, a variety of
indirect and direct methods can be included such as asking learners to develop their own IC
objectives, to create a learner contract and keeping e-portfolios which can consist of reflection
papers, documentations, other forms of student learning and critical reflection through
journaling, blogging and reflection papers (Deardorff, 2011a).

In the next section, | discuss qualitative and mixed methods studies that have highlighted
the role of the educator, their perspectives on the meaning of IC, and the outcomes of
intercultural education implemented by instructors. I also discuss the role of program
administrators in providing leadership related to IC.

Role of instructors. Instructors are often the first point of contact for immigrants and
refugees, and they play an instrumental role in providing students with the necessary linguistic
and “real-world” skills to be able to function in the host community. Instructors can also develop
and implement approaches that foster IC in and out of the classroom, provide students with
opportunities, and foster the skills, knowledge, and behaviours to interact in intercultural
situations (Apedaile & Whitelaw, 2012; Barrett et al., 2013; Magro & Ghorayshi, 2011; Yates,
2011).

In community-based ESL programs, instructors play several different roles, which can
include an ESL instructor, a community connector, and a cultural bridge (Apedaile & Whitelaw,
2012). As LINC programs become more diverse with the growing number of refugees and

immigrants, the instructor’s role becomes more diverse, and instructors need to consider what



28

“real world” they are preparing students for (Kramsch, 2014). Hence, having the skills,
knowledge, and attitudes to interact effectively in a variety of situations and with people from
diverse cultures is necessary. Kramsch (2014) argued that while communicative language
teaching has certainly prepared students to speak to native speakers, over the last ten years,
instructors are challenged with what should be taught and what students will need in the real
world once they have left the classroom. Furthermore, "IC has shifted from a focus on the
individual and personal enrichment to a focus on community building, participating and
interacting in multilingual groups” (Sercu, 2010, p. 22). Thus, it is evident that as the world
becomes more global, there is a need to adapt practices in LINC programs to ensure that students
are prepared to engage in a variety of situations and with people from diverse cultures.

Several studies have found that ESL teachers did not have a solid understanding of what
IC meant. For example, in a study conducted in Western Canada with pre-service teachers, Guo,
Lund, and Arthur (2009) found that instructors had a lack of understanding of what IC meant and
a lack of understanding of how to apply it in practice. If ESL teachers are poorly equipped in
their understanding of intercultural communication competence, and they do not have the skills
that are necessary to foster IC, nor know their purpose in helping students improve intercultural
communication competence, then they are less likely to implement intercultural activities in the
classroom (Zhang, 2017). Findings from several studies have reported that many teachers do not
have the knowledge, time, or resources to implement approaches that foster IC and require
professional training in this area (Apedaile & Whitelaw, 2012; Bleszynska, 2008; Manjarrés,
2009; Young & Sachdev, 2011). Furthermore, in Young and Sachdev’s (2011) study, their
findings indicated that fear of controversy and a lack of intercultural testing was a concern

expressed by instructors.
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The findings from these studies reveal that instructors lack awareness of what IC means
and experience several challenges in fostering IC. Hence, they could benefit more from
professional development in this area, and program administrators need to ensure that instructors
are prepared to foster their own IC in addition to fostering their students’ IC. Findings from some
studies have revealed that when instructors have implemented approaches that fostered IC,
students recognized that they were valuable contributing members of the community (Apedaile
& Whitelaw, 2012; Campbell, Macpherson, & Sawkins, 2014; Magro & Ghorayshi, 2011). For
example, perceptions of immigrants, refugees, English teachers, and service providers in a study
in Western Canada revealed that the students responded well to a curriculum that helped them
realize their full potential because they participated in activities that reflected an intercultural
approach (Magro & Ghorayshi, 2011). Moreover, teachers spoke about the need for an inclusive
and flexible curriculum to address diversity, encouraging the need to develop IC (Magro &
Ghorayshi, 2011). Most recently, the findings from a needs assessment on refugee resettlement
in Alberta revealed that programs should be more holistic, client-centered, aware of the barriers
and challenges refugees face, and culturally sensitive (Alberta Association of Immigrant Serving
Agencies|[AAISA], 2016). Apedaile and Whitelaw (2012) conducted a pilot study entitled Roots
and Connections in four community-based LINC programs in rural Alberta. They concluded that
the implementation of a culturally sensitive resource that went beyond teaching survival level
English provided immigrants with the ability to break down stereotypes and foster IC. They
concluded that such an approach provides opportunities for immigrants to reflect on their own
cultures, prior experiences, and to engage with community members (Apedaile & Whitelaw,

2012).
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Overall, these studies have provided us with an understanding of teachers’ perceptions
and challenges that they experience in implementing a curriculum that embeds approaches that
foster IC. These studies call for further investigation of LINC programs that includes the voices
of immigrants and refugees. For instance, Young and Sachdev (2009) admitted that they relied
solely on the views of instructors who made assumptions about their learners’ needs. Hence, it is
necessary to provide students, instructors, and program administrators with the opportunity to
share their views on IC. Gaining a more in-depth understanding of IC in this context calls for the
perspectives of these three groups of stakeholders.

Role of program administrators. The role of program administrators is also vital to take
into consideration when exploring IC in LINC programs. The work of program administrators is
multifaceted; they determine the criteria necessary for hiring instructors, the content of the
curriculum and contribute to the overall environment of the school. They are responsible for
implementing the programs, determining program success, hiring instructors, and managing
policy and financial requirements in addition to ensuring that instructors and learners’ needs are
met (Rodriguez, Burt, Peyton, & Ueland, 2009).

Culturally responsive leadership, derived from the concept of culturally responsive
pedagogy, involves those leadership philosophies, practices, and policies that create inclusive
schooling environments for students and families from ethnically and culturally diverse
backgrounds (Johnson, 2014). Johnson’s (2014) examples of culturally responsive leaders show
actions as advocating for culture-based curriculum, race equality, civic rights issues and the
involvement of diverse and ethnic communities in the school. LINC programs already attract
diverse populations due to the nature of the programs offered, and some people may assume that

LINC program administrators are in their role because they are interested in working with people
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from diverse cultures. However, program administrators must not assume that intercultural
contact is enough to foster their IC, their instructors, or their students’ IC. They still need to
provide students and instructors with opportunities to develop their IC with planned activities.
Finally, program administrators need to take time to foster their own IC before, during, and after
the development of these activities.

Experiential Learning and Intercultural Learning

The social context of teaching and learning settings in developing IC is critical, and
intercultural communication training should allow for situational learning (Sorrells, 2016).
Several intercultural educators recommended that formal intercultural education should
accompany real-world experience (Campbell et al., 2014 & Dervin, 2017). Experiential learning
can come in many different forms, such as role-plays in the classroom, volunteering, field trips,
and taking part in citywide events.

Instructors can play a valuable role in including an out of class component as part of the
curriculum and building in time for students to step out of their comfort zone, reflect, and make
sense of their intercultural experiences and misunderstandings.

Studies have supported the benefits of experiential learning in fostering IC. For instance,
when instructors implemented experiential learning activities such as volunteering or work
placements, students reported an increase in cultural awareness, empathy, and an understanding
of one’s self as well as others (Andrew, 2011; Apedaile & Whitelaw, 2012; Campbell et al.,
2014; Magro & Ghorayshi, 2011).

Andrew (2011) conducted a study in New Zealand, focusing on the experiences of
migrants, immigrants, refugees, and study abroad students in structured community placements,

relating community placements to communities of practices. The data sources included reflective
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journals, transcripts of group seminars, and text messages. Students reported that speaking with
community members and critically reflecting on their experiences helped them gain a sense of
belonging. By doing this, they were also able to increase their cultural awareness and engage in
intercultural communication (Andrew, 2011). As well, Campbell et al. (2014) conducted a case
study in Western Canada to support immigrants and post-secondary students enrolled in a
university-based ESL program. While CLB principles guided the curriculum in this program, the
researchers combined the CLB principles with approaches that included an intercultural
component. The students in this study took part in a variety of communities of practice, which
included work-based, community, and academic communities. For example, the curriculum
developers went beyond the traditional outcomes to prepare learners for a variety of activities
such as hypothesized, simulated activities, and real-world activities. As students took part in the
communities of practice, instructors guided them through a cycle of doing, analyzing, and
reflecting on their learning with opportunities to practice their English in a variety of settings.

Furthermore, Apedaile and Whitelaw (2012) conducted a study in a community-based
ESL program in rural Alberta in which they included an intercultural approach to the current
curriculum. The instructors who took part in the study concluded that combining community
connection and intercultural activities were useful to bridge their role from the classroom to the
community. Consequently, they found that providing students with these tools provided them
with the opportunity to seek out opportunities on their own. As well, these intercultural activities
helped break down stereotypes among the students and members of the community.

The studies mentioned above provided us with insights into the value of providing
facilitated intercultural learning opportunities outside of the classroom. However, despite the

efforts in implementing intercultural education into programs, several scholars have challenged
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the current intercultural education model. For instance, according to Gorski (2008), “despite
unquestionably good intentions on the part of most people who call themselves intercultural
instructors, most intercultural education practice supports, rather than challenges, dominant
hegemony, prevailing social hierarchies, and inequitable distributions of power” (p. 515). Thus,
the results from the above-mentioned studies suggested that including intercultural approaches
are beneficial; however, further investigation is required to determine how students, instructors,
and program administrators perceive IC, how IC are fostered, and challenges that are faced in
fostering IC. Furthermore, while instructors in community-based ESL classes often include a few
out of class components (e.g., field trips) as part of the program and most of the tasks are
experiential, instructors should prepare students for the positive and negative experiences that
may arise from various interactions. They should provide students with the opportunity to
critically reflect and make sense of these experiences before, during, and after these activities.

Challenges Faced in Developing Intercultural Competencies

Intrinsic or extrinsic motivation is at the root of a person’s desire to engage in
intercultural encounters and fostering intercultural relationships (Nakayama & Martin, 2014).
The willingness and desire to know, to ask, to find out, and to learn can lead one to engage with
others and to challenge stereotypes, to re-examine one's views, and suspend judgments about
others (Sorrells, 2016). However, there are several barriers, which may affect the likelihood of an
interaction. In the following section, | discuss language, psychological, environmental,
institutional, and systematic, social, and attitudinal barriers.
Language Barriers

Being able to communicate in the host culture’s language can be a gateway to the

community, employment, and social services, which may help foster one’s IC. Language is a
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crucial factor for individuals, given that it can impede a smooth interaction (Byram, 1997). If
immigrants and refugees are unable to communicate in the host culture’s language, it is often
more challenging to engage in intercultural conversations and build connections in the
community (Syarizan, Minah, & Norhafezah, 2014; Yates, 2011). In a need’s assessment of
refugee resettlement in Alberta, refugees reported language as their top priority (AAISA, 2016).
Furthermore, given that countries, cities, and classrooms are becoming more diverse due to
globalization, people are likely speaking in English as a lingua franca. Thus, this highlights the
importance of being able to understand different English accents and to have the ability to
interact with people from different cultures.

However, while language proficiency in the host culture’s language may increase one’s
chances of carrying on a conversation, language proficiency does not necessarily guarantee
participation or acceptance into the community (Derwing & Waugh, 2012; Qin & Blachford,
2017; Yates, 2011). Lack of awareness of the cultural dimension of communication can lead to
communication breakdowns (Newton, Yates, Shearn, & Nowitzki, 2010). Moreover,
psychological, environmental, social, attitudinal, institutional, and systematic barriers can affect
the development of IC.

Psychological Barriers

Both immigrants’ and refugees’ prior experiences may affect their ability to participate in
activities that may foster their IC. While every person’s story is unique, unlike most immigrants,
refugees did not move out of choice and consequently they often experience psychological
trauma because of war, separation from family, and personal tragedy (Brigham, Abidi,
Tastoglou, & Lange,2015; Magro & Ghorayshi, 2011). Consequently, many refugees are

diagnosed with post-traumatic stress disorder (PTSD) (Finn, 2011) and possess many PTSD
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symptoms, which include difficulty in beginning new tasks, inability to trust those in power, lack
of self-confidence, and an inability to concentrate (Kerka, 2002). Hence, participation in social
contexts can be challenging for refugee trauma survivors. Thus, it is critical for ESL instructors
and program administrators to understand the additional challenges that these students may be
experiencing, which may affect their ability to foster their IC (Bleszynska, 2008; Brigham et al.,
2015; Segal & Mayadas, 2005). While students can undoubtedly overcome PTSD or other
stresses and are often resilient, without the opportunities to gain confidence, IC, and meaningful
employment, they may be unable to overcome these barriers (Magro, 2009). Instructors and
program administrators can play an instrumental role in providing students with the opportunities
that may help them overcome these challenges. Still, they must be prepared themselves to be
able to assess their students' needs and adapt their lessons accordingly.

Environmental Barriers

The environment can play a role in an individual's comfort level and if they engage in
intercultural dialogue. Poverty, with the likelihood of living in unsafe neighbourhoods, is often
another reality some newcomers face (Magro, 2009; Magro & Ghorayshi, 2011; Yu, Quettlet &
Warmington, 2007). Consequently, living in these conditions may leave little time for
immigrants and refugees to participate in intercultural situations outside of their community,
which may help them foster their IC.

Several researchers have argued that community building and creating a welcoming
environment is essential in the ESL class (Gobel & Helmke, 2010; Mercer & Carter, 2018;
Scarino & Liddicoat, 2010). Instructors and program administrators can create an inclusive and

welcoming environment that may help increase students’ comfort level, confidence, and
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willingness to talk to one another. As a result, students can enhance their cultural awareness of
other cultures and their own.

Institutional and Systematic Barriers

Institutional and systematic barriers can influence the overall culture of the school and
affect the content of the curriculum. For example, IRCC funds the LINC program, and while
there is not a mandated curriculum, they do provide CLB guidelines, and instructors are required
to assess students based on the PBLA implemented by IRCC. Thus, institutional guidelines
implemented by IRCC may restrict instructors and program administrators. As the LINC
program is an initiative created by IRCC, several instructors have felt constrained by these
systematic barriers, which include shortages of resources, professional development, and
curriculum restrictions (Fleming, 2015).

According to Fleming (2010), the nature of English language programming in Canada
positions ESL learners as powerless and passive. Fleming (2010) argued that the CLB documents
in the study he conducted established a hierarchy of Canadian citizenship based on normative
standards of what constitutes English fluency. Fleming (2010) described normative standards in
terms of how the CLB defined being Canadian, which included social behaviours which he felt
were behaviours and practices of the dominant culture to which second language learners are
expected to conform. Hence, according to Fleming (2010), the developers of the CLB guidebook
are in a position to suggest what students should know and how they should act.

Social Barriers

In a study conducted by AAISA on the resettlement of Syrian refugees, the Syrian

participants interviewed cited social integration as one of the top five refugee needs (AAISA,

2016). Social interactions take place in a variety of contexts, which can influence the outcome of
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the interaction, whether an interaction takes place at all (Derwing & Waugh, 2012; Magro &
Ghorayshi, 2011; Yates, 2011). Many refugees do not feel as though their needs are being met,
and hence, they are not integrating into the community even if they can communicate in the host
culture’s first language. In a study conducted in Australia, refugees and immigrants stated that
they did not participate in intercultural interactions because of the constraints of the context, not
because of their linguistic proficiency (Yates, 2011). Furthermore, the results from Derwing and
Waugh’s (2012) study found that several factors such as personality, attitudes, the context, self-
confidence, or communicative competence played a role in an immigrant’s willingness to
communicate with others.

Attitudinal Barriers

One's attitude can affect whether or not an interaction takes place, and the outcome of the
interaction. Ethnocentrism is one attitude that can prevent intercultural relationships from
occurring or destroy existing relationships. Sorrells (2016) described ethnocentrism as the belief
that one’s way of acting, thinking, and being in the world is superior to others. Furthermore, both
newcomers and individuals from the host culture can possess ethnocentric attitudes, which
intercultural education can address if individuals are willing to take the risk to learn about others
that are different and delve into unknown territory.

In the context of LINC classes, an instructor’s attitude can affect the development of their
own IC and their students. Macpherson (2010) argued that attitudes were one of the teacher’s IC,
stating that the attitude of the instructor can have a profound effect on the interactions with their
students. Thus, teachers who possess preconceived assumptions of students’ characteristics and
behaviors and who believe that they are superior to their students can have a negative effect on

their students’” willingness to participate in class. In contrast, instructors who are open-minded
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and curious about their students and their backgrounds can be encouraging to students and help
facilitate their willingness to participate in and out of class.

Students’ perceptions of themselves and their attitudes can play a role in whether they
take the initiative to interact with people from different cultures. For instance, migrants in an
Australian Adult Migrant English Program (AMEP) in Australia did not engage in intercultural
interactions because of how they positioned themselves in relation to others (Yates, 2011). They
expressed feelings of powerlessness, felt anxious, and were afraid to engage with individuals
from different cultures. Similarly, students in Magro and Ghorayshi’s (2011) study also reported
personal barriers such as lack of confidence, fear, lack of opportunities, and lack of
understanding of how to make these connections. As a result, students felt isolated and lonely
because they were unable to gain access to social networks in the community (Magro &
Ghorashi, 2011; Yates, 2011).

The above-mentioned studies highlight the crucial role of the instructor in helping
students overcome attitudinal challenges. ESL instructors can play a critical role in addressing
the role of othering in the ESL classroom (Brotto, Huber, Katarzyan Karwacka, Neuner, Ruffino
& Teutsch, 2012; Linares, 2016). By recognizing and addressing discrimination, racism, power,
and hierarchical differentials, instructors can have a positive influence on their students’
experiences. Instructors can help students by facilitating opportunities to engage in a variety of
intercultural situations outside of the class and develop activities that help them critically reflect
on their experiences. Several scholars have recommended critical cultural incidents to encourage
students to face differences and to engage in challenging conversations, which may potentially
lead to an increase in understanding and appreciation of other cultures, empathy, and cultural

awareness (Linares, 2016; Morrice, 2012). Additionally, to address the issue of “othering,”
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instructors can implement activities such as case studies and ethnographic methods (Brotto et al.,
2012; Linares, 2016).

These studies revealed that intercultural education could increase students’ cultural
awareness and break down barriers to intercultural communication with students and community
members. The findings from some studies also showed that instructors and program
administrators experienced numerous challenges, which prevented them from implementing
activities to foster IC. Gaining an understanding of the current practices in a LINC class,
perspectives, and conceptualizations of IC and challenges encountered will add to the body of
literature on IC and help inform practice in lower level LINC classes.

Conceptual Framework

Principles from the intercultural praxis model (Sorrells & Nakagawa, 2008) and
experiential learning (Dewey, 1938; Jarvis, 1987, 2010) informed my study. The intercultural
praxis model is grounded in social justice and captures the practices individuals may use to
navigate everyday intercultural interactions in the context of globalization (Sorrells &
Nakagawa, 2008). Principles from experiential learning promote the importance of learning
through experience and critically reflecting on these experiences (Dewey, 1938; Jarvis,
1987,2010). Sorrells (2016) acknowledged several areas that are absent in several IC models
discussed in the previous sections, such as power imbalances and inequality. Instructors can
increase students' awareness of these realities and incorporate students' experiences and
perspectives into discussions. Several theorists' perspectives inform the intercultural praxis
model and its six points of entry. For instance, action and reflection are informed by Freire's

(1970) idea of reflection and action while positionality is related to standpoint theory (Collins,
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1986; Harden, 1991) and dialogue is influenced by Bohm (1996) and Buber's (1970) connection
with dialogue and community building.

The intercultural praxis model was useful in my study because it is beneficial to look at
the practices of students, instructors, and program administrators as they engage in intercultural
interactions. Experiential learning principles are useful to look at the learning processes of
students and how they make meaning out of their informal and formal experiences. Additionally,
experiential learning principles are used to look at the teaching processes and what instructors
and program administrators do to optimize students’ intercultural experiences.

Experiential Learning in the Context of Adult Learning

John Dewey (1938) is most influential in the field of education, believing in the unity of
theory and practice. He stated that experience is an interaction between the individual and the
environment and emphasized the need for experiential learning and education. Dewey (1938)
acknowledged the role and significance of critically reflecting on these experiences to harness its
potential. He emphasized that observation is only the first phase, and the learner must reflect and
summarize their experiences. Several scholars have built on Dewey’s (1938) philosophy of
experience and interaction, such as Kolb’s (1984) experiential learning model, Knowles’ (1980)
concept of andragogy in adult education and Jarvis’s (1987,2010) experiential learning model.

In adult education contexts, Jarvis (1987, 2010) is influential in the field of adult learning
and proposed that adults learn from everyday life, their cultural frameworks, and social contexts.
According to Jarvis (2010), people learn from their primary experiences via their senses and
through secondary experiences when they learn cognitively by a mediator or a teacher. Jarvis

(2010) proposed that there has been an increased emphasis on having a primary experience in the
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classroom in which instructors are designing role-play and simulation activities that prepare them
for the real world.

Merriam and Bierema (2013) are also influential in the field of adult learning, both
teaching and evaluating many adult education courses. They discussed the significance of
experience and learning in adulthood and bring forth the importance of the readiness to learn,
which is related to an adult’s social and development roles. Like Jarvis (2010), they referred to
the critical role of the instructor in creating experiential instructional techniques and in providing
opportunities for students to reflect on these experiences.

Intercultural Praxis Model

Sorrells and Nakagawa (2008) developed the intercultural praxis model out of a need to
re-theorize intercultural competence for the 21st century. As our world becomes more global,
people will inevitably be interacting with people from diverse cultures, and it is necessary to
acknowledge the inequalities and complexities of intercultural interactions and dialogues
(Sorrells, 2016). According to Sorrells (2016), intercultural competence is “the knowledge,
attitudes, and skills needed to engage effectively in intercultural situations” (p. 234). Further, she
described intercultural praxis as the process of thinking, reflection, and acting (Sorrells, 2016).
The intercultural praxis model captures the practices individuals use to navigate everyday
intercultural interactions. The purpose of engaging in intercultural praxis is to raise one's
awareness, increase one's critical analysis, and develop socially responsible action (Sorrells,
2016). Sorrells (2016) proposed that engaging in intercultural praxis could foster IC in the
context of globalization. Inquiry, framing, positioning, dialogue, reflection, and action are IC and
make up the intercultural praxis model (Sorrells & Nakagawa, 2008).

Sorrells (2016, p. 18) lists six points of entry:
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Inquiry: A desire and willingness to know, to ask, to find out, and learn. Being
curious, being motivated to learn about people from diverse cultures, and taking
risks.
Framing: Being aware that frames constrain our perspectives of others, the world,
and ourselves.
Positioning: the ability to understand how we position ourselves with others, to
challenge inequitable systems, and to be mindful of how communication can be used
to marginalize and exclude some people.
Dialogue: A critical point of entry into intercultural praxis. Dialogue occurs when
there is regard for both the self and others. Both individuals challenge their ways of
knowing in the dialogue allowing for the possibility of share ground, new meaning,
and mutual understanding.
Reflection: The ability to deal with ambiguity when engaging in intercultural
interactions, the ability to critically analyze intercultural issues, and reflect on these
interactions. Central to inquiry, framing, positioning, and dialogue. Self-awareness
gained through reflection allows us to critically analyze one’s position and
interrelationship with others, which are essential for the competencies of positioning,
framing, and dialogue.
Action: Joins analysis and reflection. The IC of inquiry, framing, positioning,
dialogue, and reflection can be a catalyst for actions that make a difference in the

world.
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Figure 1. Intercultural praxis model comprises of six interrelated points of entry: inquiry,
framing, positioning, dialogue, reflection, and action.

Adapted from Intercultural Communication Globalization and Social Justice (2nd ed.), by K.
Sorrells, 2016, p. 18. Copyright 2016 by Sage.

In this model, each point of entry draws from a few different theorists, depending on the
point of entry. For example, action is influenced by Freire's (1970) work on reflection and action.
According to Freire (1970), conscientization is a process of developing a critical awareness of
one's social reality through reflection and action. Action is fundamental because it is the process
of changing the reality (Freire, 1970). As for dialogue, Sorrells' (2016) work was informed by
Bohm (1996), Crapanzano (1989) and Buber's (1970) work on dialogue. Dialogue is critical in
the process of intercultural praxis. Engaging in intercultural dialogues can help foster trust,

empathy, and relationships. While these conversations will not necessarily be easy, they will
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enable individuals to address inequalities and discriminations that manifest both in and out of the
classroom. As a result, these interactions and discussions may help develop trust, openness, and
an appreciation for one another, while bringing assumptions and concerns to the surface (Bohm,
1996; Crapanzano, 1989; Sorrells, 2016). Sorrells (2016) also discussed the importance of
building relationships through intercultural interactions, suggesting that there are possibilities
and intercultural alliances that may be the outcome of these interactions. I resonate with several
principles in this model, including dialogue, addressing power imbalances, and being curious and
motivated to learn more about oneself and other cultures.

Intercultural Praxis Model and Experiential Learning

Principles from the intercultural praxis model (Sorrells & Nakagawa, 2008) share
characteristics of experiential learning (Dewey, 1938; Jarvis, 1987, 2010) and using principles
from both the intercultural praxis model and experiential learning can be used to understand
program administrators', instructors' and students' perspectives of IC, their practices to develop
IC and challenges they face in fostering IC. Both the intercultural praxis model and experiential
learning share characteristics of action and critical reflective thinking. For example, intercultural
praxis is a "process of critical reflective thinking and acting" (Sorrells, 2016, p. 16). Similarly,
Merriam and Bierema (2013) and Jarvis (1987, 2010) argued that both action and critical
thinking are features that make up experiential learning. Hands-on tasks such as case studies,
role-playing, internships, volunteering, and field trips all provide learning in an experiential
context, but time for critical reflection must be included.

Principles from the intercultural praxis model have been included in intercultural
communication courses at the post-secondary levels as a framework for a study abroad program,

and in one organizational behavior mixed methods research study. From the literature review I
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conducted, it appears that principles from the intercultural praxis model combined with
experiential learning, exploring the concept of IC in a LINC program, have not been used in a
qualitative research study. I chose the experiential learning theory and the intercultural praxis
model for several reasons. This framework is beneficial in understanding the students,
instructors, and program administrators' perspectives of IC, practices related to IC, and
challenges they face. As students are immersed in a new culture, they are faced with new
situations in which they may or may not have the IC to handle these experiences. Program
administrators and instructors are often the first point of contact for students in LINC programs
and often are sources of information to help students make sense of these experiences.

Summary

In the literature review, I addressed three main themes; (a) Intercultural competence (IC),
(b) Community-based ESL programs, and (c) Challenges faced in developing IC. The
intercultural praxis model and experiential learning theoretical framework that guide this study
have concluded this section. An extensive search of the literature in these three literature streams
revealed that while the scholarship on IC is vast, instructors are still not entirely clear on the
definition of IC, and they face challenges in fostering IC in the ESL classroom. Furthermore,
many scholars have critiqued several IC models for focusing on the individual, for being linear
and rational, and for not addressing power imbalances, hierarchal structures, and relationships as
a co-created process (Bazgan & Popa, 2014; Dervin, 2016; Matsuo, 2015).

The studies reviewed in this chapter revealed that IC is a concept that is not easily
defined by instructors, and fostering IC is not straightforward. It depends on numerous factors
such as the situation, the other person in the interaction, the classroom contexts, the support of

the institution, and the knowledge of the instructor. It is evident that the concept of IC requires
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further exploration in these contexts, specifically in beginner level LINC classes. [ want to build
on these studies and understand how program administrators, instructors, and students perceive
IC, how IC are fostered in the LINC program, and what challenges are faced in fostering IC. In

Chapter Three, I provide a detailed overview of my methodology.
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CHAPTER THREE: METHODOLOGY
Overview

The purpose of my study was to understand how instructors, program administrators, and
students perceived IC, how IC were fostered, and what challenges were faced in fostering IC in a
LINC program. I gathered answers to the research questions from three different stakeholders’
perspectives, classroom observations, and review of relevant documents. Based on the findings
from the study, adaptations and suggestions for curriculum modifications can inform practice.
The research questions were: (1) How are IC perceived? (2) How are IC fostered? and (3) What
challenges are faced in developing I1C?

Ontology and Epistemology

| align with a relativist ontology; there are multiple perspectives, which are all valid, but
different (Guba & Lincoln, 1994). Furthermore, we should go beyond treating people with
respect and all instructors and program administrators have a responsibility to develop a
curriculum that fosters students with the skills, knowledge, and attitudes that will help them
engage in intercultural interactions. | identify mainly with a socio-constructivist worldview in
that I believe that we all construct our meanings through our interactions with others (Merriam,
2009). My worldview, research question, purpose, and methodology align; | am interested in
learning the perspectives of the participants in the LINC program on the topic of IC, which
requires induction and in-depth exploration. | feel that it is necessary to take the time to listen to
the stakeholders’ views, understanding that they all have their unique perspectives, all of which
are equally valuable. | approached my research with an open mind, but also with the awareness

that | had assumptions and biases. | engaged in reflexivity throughout my study and presented
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my assumptions upfront. | also recognized that my assumptions were not necessarily an accurate
representation of the participants within the program, particularly on their personal views of IC,
their practices, challenges, and needs.

Rationale for Research Methodology

A qualitative paradigm was most appropriate to address my research questions, and it
aligns with my worldview. Qualitative research is comprised of multiple methods, perspectives,
and observers involved in a single study (Denzin & Lincoln, 2011). While there are several
different qualitative approaches, a single case study was the most appropriate design to address
my research questions: (1) How are IC perceived? (2) How are IC fostered in a LINC program?
and (3) What challenges are faced in fostering IC? | followed Merriam’s (2009) approach to case
studies. She explained that “the case could be a program, a group, an institution, a community, or
a specific policy” (p. 40). In line with her explanation, I looked at a LINC program and the
stakeholders in the program. In order to gain an in-depth understanding of the participants in the
LINC program, it was necessary to focus on one specific program and learn about the multiple
perceptions of participants involved in one bounded case, the bounded case being one LINC
program and the participants in the program. A case study is an in-depth analysis of a bounded
case (Merriam, 2009; Smith, 1978) which can be a single program (Merriam, 2009; Simons,
2009; Stake, 2005) or/and people in the program (Merriam, 2009; Stake, 2005). The approach of
a case study can be through a qualitative, quantitative, or mixed-methods design, accompanied
by different worldviews. For instance, four prominent case study scholars, Yin (2014), Stake
(2005), Merriam (2009), and Simons (2009), have approached educational case study from
different philosophical underpinnings, which influence the way they design their study and

interpret their findings. | approached this case study from a qualitative socio-constructivist
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paradigm, influenced by the research questions and my worldview, as | was interested in gaining
an in-depth understanding of the participants’ perspectives, practices, and challenges concerning
IC. I resonate with Merriam’s (2009) approach to a case study because she provides structure in
designing the case study, yet she allows for flexibility. She also used case study research to
explore and evaluate education programs which aligned with my research. In my study, |
recognized that | needed structure when designing my research as | had to complete my research
within a specific time. Still, | was open to changes to the design and interview guestions as the
research continued. Focusing on one LINC program provided me with the opportunity to explore
this specific LINC program in depth.

There are many advantages to case study research, such as the results can provide rich,
holistic data that can contribute to the understanding of complex situations (Timmons & Cairns,
2010). IC in LINC programs is an example of a process that is complex and not necessarily
straightforward. Further, case study research has proven to be a valuable way to investigate
educational contexts and improve professional practice (Corbett-Whittier & Hamilton, 2013). As
an increasing number of studies in inclusive education become available, patterns may arise,
which may influence policy and practice (Timmons & Cairns, 2010). Case study research can
also explain why things happened (Simons, 2009; Timmons & Cairns, 2010; Yin, 2014), and it is
an excellent design to solve practical problems (Merriam, 1998). For instance, Dytynyshyn and
Collin (2011) used a case study to investigate how teachers view and teach culture and how their
pedagogical approaches encouraged the development of interculturality. Their research questions
emerged from seeking to understand how the content of the program was developing students’

interculturality.
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Research Setting

The case study took place in a LINC program situated within a service provider
organization in a mid-sized Canadian city of North America in the Western hemisphere. The
settlement provider organization has been in operation for 30 years and has served over 250,000
newcomers during this time. The organization is a not-for-profit organization that offers three
different types of programs to permanent residents, convention refugees, and Canadian citizens:
English language programs, employment, and settlement assistance.

The LINC program is one of several English programs they offer and is a federal
government-funded program offered to permanent residents, refugees, and protected persons. My
study focused on the LINC program, which is situated within the English language programs
portfolio of the settlement provider organization. Most student participants were taking the face-
to-face LINC class, except for three who were taking the online LINC class. The settlement
provider organization offers the following Canadian Language Benchmarks (CLB): Foundation
Literacy, CLB 1 Literacy, CLB 2 Literacy, CLB 3 Literacy, CLB 4 Literacy, Pre-CLB, CLB 1,
CLB 2, CLB 3, and CLB 4 (phase 1), CLB 5-8 (phase 2) are offered in the English Online
classes. LINC students are assessed through Portfolio-Based Language Assessment (PBLA), a
classroom-based language assessment using the Canadian Language Benchmarks (CLB). I chose
this research site because of the number of LINC programs they offer and their long history in
providing programs to permanent residents, refugees, and protected persons.

Research Participants and Recruitment
In this section, | provide an overview of the participants who took part in my study. | start

with my student participants, followed by the instructors, and then program administrators.
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Once the Conjoint Faculties Research Ethics Board approved my ethics application, |
approached the Chief Executive Officer (CEO) of the service provider organization to provide
details of my study and ask for permission to conduct my study in the LINC programs they
offered. After the CEO permitted me to conduct my study in the LINC program, she connected
me with the program manager of the LINC program. After discussing my proposed research with
the program manager, she agreed to let me conduct my research with the LINC level four
classes, upon which | emailed an overview of my study and my request for participants to the
LINC four classes. According to the CCLB (2017), benchmarks one to four are considered a
beginner language ability.

| used purposeful sampling (Patton, 1990) to select students, instructors, and program
administrators. My rationale for using purposeful sampling was because | anticipated that the
students, instructors, and program administrators who responded to my request for participants
would be interested in the concept of IC and would be able to provide me with some insights on
their perspectives, practices, and challenges they faced with IC. The student participants in my
study had to meet the following criteria: refugees or immigrants who have lived in Canada for
seven years or less and they had to be current students of the level four or higher LINC program.
The criteria for program administrators and instructors were that they would have had to work in
the program for one year or longer. To protect the identity of the organization and the
participants, | ensured that the names of the organization and the participants were kept
confidential by assigning pseudonyms to them. In this next section, | provide a more detailed
description of my participants.
Students

The 15 student participants in my study were from 11 different countries. There were
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seven females and eight males who participated in my study, ranging from 19 years of age to 54
years of age. As indicated in the table below, the educational level of participants was from no
prior formal education to one student who had his master’s in education. Most students had
travelled outside of their country. I provide a more detailed account of my student participants’

demographics in the table on the next page.
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Table 1
Student Demographics
Years
Country Additional in Prior
Name Gender Age  oforigin  First language languages Status Education Canada travelling
Henda F 41 Egypt Arabic English Immigrant Law 1 Saudi
Arabia
Amad M 34 Syria Arabic English Refugee High 2.5 Lebanon
School
Ah Ya F 29  Cambodia Khmer English Immigrant Junior 3 None
High
Catarina F 54 Portugal Portuguese English Immigrant Grade 6 3 Spain
Layla F 30 Syria Kurdish Arabic Refugee High 3 None
School
Jack M 45 Rwanda Kinyarwanda French Immigrant Bachelors 3 Burandi
Zozo F 24 Somalia Arabic English Immigrant  Elementar 35 None
y School
Eve F 24 Iraq Arabic English Immigrant High 4 Germany,
School Holland,
Turkey
Suman M 41 Nepal Nepalese English, Immigrant 4 India
Hindi, Masters
Urdu
Shook F 26 Syria Arabic English Immigrant Grade 6 4 None
Roman M 38 Burma Burmase English Immigrant Bachelors 4 Thailand,
Malaysia
Juan M 47 Mexico Spanish English Immigrant  Laboratory 6 United
Technician States
Dave M 35 Philippine Tagalog English Immigrant Bachelors 6 Australia,
S Brazil
Asha F 29 Somalia Arabic Bantu, Immigrant None 6 Saudi
Swahili Arabia
William M 47 Iraq Assya Arabic Refugee High 7 Syria
School
Instructors

The instructors had been teaching in the LINC program for at least one year. Two were

originally from Canada, one was from Eastern Europe, and another one was from Asia. Three out
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of four of the instructors had a master’s degree, and three out of four had an English teaching

certificate. Table two provides an overview of their demographic information.

Table 2

Instructor Demographics

Travelled or

Years worked lived in
Country at First Additional other
Name Gender Age of origin Education organization language languages countries
Mr. Bean F 50-53 Canada Masters of 2 English French - Mexico,
Education — Beginner Cuba,
Technology United
ACE States of
Certificate America
Jill F 50-53  Bulgaria Masters of 4 Bulgarian Slavic Libya,
Bulgarian Languages, England
Theology and Russian (lived)
Literature,
CELTA,
Bridge to
Teaching
Will M 44 Malaysia Masters of 6 English Malay Malaysia
Education, (lived)
CELTA
Don M 44 Canada Bachelor’s in 8 English Spanish Europe
Spanish and
History

Program Administrators

Concerning the program administrator participants, | interviewed the LINC program
director, the LINC program manager, and the LINC program supervisor. Two out of three of the
participants were born in a different country, and the third one was from Eastern Canada. They

ranged in age from 37-63 years. | provide a brief overview of their educational background and

work experience in table three.
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Travelled
Years or lived in
Country worked at Role at First Additional other
Name  Gender Age oforigin Education organization  organization  language languages  countries
Elaine F 42 Moldova Master of 1 Program Romanian Russian, United
Education— Manager French, Kingdom,
TESOL English United
States
Oliver M 62  Tanzania Master of 1 Program Swahili English, Kenya
Social Work Director French,
Kutchi,
Guyjarati,
Hindi,
Urdu
David M 37 Canada Master of 1 Program English None Korea
Education- Supervisor
TESOL

Data Collection Methods

An important element of case study research is the focus upon the collection of multiple

forms of data from multiple sources (Merriam, 2009; Simons, 2009). These qualitative methods

were advantageous and necessary to answer my research questions because they helped
document stakeholder perspectives, engage them in the process, and represented different

interests and values in the program (Simons, 2009). In case study research, interviewing,

document analysis, and observations are the three most common approaches (Simons, 2009).

Hence, | chose to conduct classroom observations, semi-structured interviews, and reviewed

relevant program documents, with the assumption that using multiple sources of data would

increase internal validity (Merriam, 1998).

Semi-structured Interviews

Semi-structured interviews were the primary source of data collection and were

conducted after | completed the classroom observations. My purpose for conducting semi-
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structured interviews was so that my participants would have an opportunity to share their
perspectives on how they perceived IC, how they fostered IC, and what challenges they faced in
fostering IC. Additionally, | had the opportunity to follow up with my participants after the
observations, which provided me with the opportunity to ask questions about what | had
observed in class. | believed that engaging in one on one interviews with my participants would
enable me to get to core issues more quickly and in greater depth, to ask follow-up questions and
to facilitate individuals telling their stories (Simons, 2009). My interview guestions served as a
guide, that allowed me to ask questions that were relevant to the purpose of the research, but |
remained flexible and approached the interview more as a conversation so that participants
would feel more comfortable (Merriam, 2009; Simons, 2009). While I conducted most
interviews in the boardroom at the service provider organization, some student participants asked
if I could interview them at their houses or a coffee shop near to their home.

When | first started interviewing my participants, | encountered a challenge: some of the
questions were too difficult for my participants. While | had piloted my questions with an ESL
instructor and two non-native English speakers that were not a part of my study, | learned that
some of my questions were still too difficult for the English level of the student participants. This
meant that | often had to rephrase the questions to make them understandable to the students, and
| had to make sure they were not too leading. Interestingly, during my data collection, I also
entered intercultural praxis myself. Out of my 22 participants, 18 were from different countries,
and as | interviewed my participants, | was fostering my IC as | interviewed my participants to
ensure that our interactions went well. For instance, this required being aware of my participants’
cultural backgrounds, which may have affected their interactions with me. This also required

patience and adaptability when interviewing my participants. Taking the time to build
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relationships with my participants was critical. | found as | became more relaxed and approached
the interviews with an opportunity to learn about my participants, my participants were more
open with me. Reflecting on this experience, it may be because | was becoming better at
interviewing, or it may be because | was building trust with my participants, and they felt more
comfortable with me. Lastly, | reflected on my position as a white female from the dominant
culture and tried to remain humble throughout the interview. Hence, | was cognizant of the role
of power between my participants and myself (Brinkmann & Kvale, 2015). The rich
backgrounds and experiences of my participants were humbling and made me realize how much
they had to share. | stopped interviewing my participants when categories began to repeat, and |
had reached saturation (Merriam, 2009).

Classroom Observations

| conducted a total of 39 hours of observations from May 2018 - October 2018. |
conducted 32 hours of classroom observations over two weeks in two level four classes and one
level three-four split class, as well as eight additional hours five months later when | observed
another level, four class.

Before | observed the classes, | developed an observation form that included my purpose,
my research questions, and my conceptual framework. My intention for observing the classes
was to look at: (a) instructor practices, (b) inclusion of materials to foster IC, (c) student
interactions with one another and the instructor, and (d) classroom environment. | took notes of
my observations during the class. My role was as a non-participant observer in the classroom.
Document Review

Document review was my third source of data collection. Documents are important in

case studies to portray and enrich the context and contribute to the analysis of the issues



58
(Simons, 2009). Documents are also stable, objective, and unbiased as opposed to other data
such as interviews (Merriam, 2009). Data were collected from four different documents, (a) the
Service Provider Organization blog, (b) CLB Guidebook, (c) lesson plans from the classes that |
observed, and (d) the Service Provider Organization website (mission and vision statement). |
looked for incidents of fostering IC and language related to IC when | was reviewing these
documents.
Data Analysis

My analysis began with my first interview, first observation, and the first document |
reviewed (Merriam, 2009). Once | started collecting my data, | started to engage in pre-cycle
coding by making preliminary jottings of my observations and initial interpretations during the
interviews, observations, and review of the documents. During the observations, | kept a journal
of my observations of the overall classroom environment, students’ actions, and behaviors, and
my first impressions, keeping my research questions in mind as | made notes. | followed the
same approach with the interviews, making analytical memos (Saldana, 2013) of my
participants’ reactions to the interview question and my overall impression of the interview.
Finally, I followed the same format with the program documents for my document analysis,
making initial impressions in the margins of the documents. My initial coding was open coding
(Meriam, 2009). This allowed me to explore all possibilities and where | identified meaningful
segments from my data. The second phase was axial coding (Merriam, 2009); | analyzed and
grouped segments into categories. | found that this was an interactive process (Saldana, 2013),
and | went back to my data numerous times and revised my codes and categories. | organized
and displayed my data using the program NVivo 12. | had over 200 pages of transcriptions from

my interviews, document reviews, and field notes from my observation; | found this to be an
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effective way to store and organize my data, and to compare sets of data. After reviewing each
case (participant), classroom observation, and documents, | conducted a cross comparative
analysis of the 22 interviews, 14 classroom observations, and documents.

Ethical Considerations

As informed consent is most directly under the control of the researcher (deRoche &
deRoche, 2010), I recognized that | had a responsibility to be clear about the objectives of the
study, outlining the risks and benefits and maintaining confidentiality throughout the study. Once
students, instructors, and program administrators responded to my recruitment request and
agreed to participate in the study, I met with them to go over the consent form, informing them
that they could withdraw at any time during the research and that in that case the data collected
from them would be destroyed and not used. To protect the identity of the organization and the
participants, | ensured that the names of the organization and the participants were kept
confidential by assigning pseudonyms to them.

Trustworthiness

Throughout the study, | maintained credibility by using three data sources: interviews
with three different groups of stakeholders, classroom observations, and document analysis of
multiple sources. Crystallizing (Ellingson, 2009) the data allowed me to view data from multiple
sources and multiple perspectives, recognizing that there was no one truth. Member checking is
one of the key strategies for establishing trustworthiness (Denzil & Lincoln, 2011). Once |
interviewed my participants and transcribed the interviews, | offered to meet my participants in
person to go over the transcriptions if they wished. Two students requested a face-to-face
meeting in which we went over the transcriptions and my interpretations. They then agreed or

clarified what they meant. The other participants reviewed the transcriptions and interpretations



60
on their own and sent me any changes they had or clarified their meaning. A further measure to
maintain credibility was peer debriefing (Bloomberg & Volpe, 2015). | provided my supervisors
with my initial findings and interpretations of the data, and then I met with them to discuss what
| had found. To establish further credibility, | asked a couple of classmates to review my findings
and interpretations.

Bloomberg and Volpe (2015) recommended engaging in self-reflection to establish
credibility. Throughout my study, I kept a journal and recorded reflective field notes (Bloomberg
& Volpe, 2015), recording my biases and perspectives. This process was quite humbling as it
allowed me to become more aware of my position and myself and ensure that | was doing what
was best for the participants throughout the study. A valuable lesson I learned from engaging in
reflexivity was the importance of not expecting a specific answer or outcome when interviewing
participants.

Summary

In Chapter Three, | provided an overview of the methodology I used for this study and
my rationale for choosing to adopt a qualitative case study to answer my research questions. |
also provided a description of the methods | used: semi-structured interviews, classroom
observations, and document review. Following this, | described my participants. Lastly, |
described my data analysis and showed how | maintained trustworthiness and credibility. In

Chapter Four, I present the findings that emerged from the three research questions.
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CHAPTER FOUR: FINDINGS
Overview
The purpose of this qualitative single case study was to understand how instructors,
students, and program administrators perceived and fostered IC, as well as to understand the
challenges they faced in fostering IC in a LINC program. In this chapter, | provide the findings
that emerged from the analysis of the one-on-one interviews with 15 student participants, four
instructor participants and three program administrators, 14 classroom observations, and the
review of relevant program documents. Following the analysis of each case (participant), |
employed a constant comparative method (Glaser & Strauss, 1967) in which | looked for
similarities and differences across the cases. | present the categories that emerged from my
analysis of the findings.
Research Questions
The research questions that informed this study were:
e How are IC perceived in a LINC program?
e How are IC fostered in a LINC program?
e What challenges do students, instructors, and program administrators face in
fostering 1C?
Research Question 1: How are Intercultural Competencies Perceived?
When | first asked my participants how they perceived IC, | found that there was a
variety of responses to the question, "what are IC?" When | asked the instructors what IC meant
to them, all instructor participants were aware of the concept, but some spoke more in-depth of

IC and appeared to have more background knowledge. Most instructor participants either said
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they had not thought a lot about IC or questioned their response, as stated by Will, "I am not sure
if this is correct” or by Don, "I have not meditated a lot on this." Most of the program
administrator participants were aware of the concept and spoke extensively about it, likely due to
their background knowledge and interest in the topic. More than half of the student participants
responded directly to the question, what are IC, and all of them responded when | asked them
some follow up questions concerning this question. When | probed with follow up questions,
participants' interpretations revolved around attitudes, skills, and knowledge.

After analyzing the data, | found that the student, instructor, and program administrators’
perspectives of IC revolved around three categories: (a) attitudes, (b) skills, and (c) knowledge.
The student participants perceived IC as consisting of attitudes, which included (a) respect, (b)
curiosity, and (c) open-mindedness. They also perceived IC as comprising skills, which were (a)
social interactions, (b) adaptability, and (c) language.

Concerning the instructors, they perceived IC as consisting of attitudes of (a) respect, (b)
curiosity, (b) cultural humility, and (c) open-mindedness. The instructors perceived IC as skills,
which were further categorized as (a) adaptability, (b) social interactions, (c) listening, (d)
language, and (e) self-reflection. The third category that instructors perceived as IC was
knowledge, which included (a) knowledge about the other culture, including the host culture.

The program administrator’s perspectives of IC were similar to those of the instructors,
but patience was a different skill that they perceived as IC. First, they referred to attitudes as IC,
which included (a) respect, (b) open-mindedness, (c) curiosity, and (d) cultural humility. Second,
they perceived IC in relation to skills, which included (a) adaptability, (b) listening, (c) patience,

(d) social interactions, and (e) self-reflection. Knowledge was the last category that program
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administrators perceived as IC, which included (a) knowledge of the other culture, including the
host culture.

Attitudes. As mentioned earlier, all three groups of participants perceived attitudes as IC.
Respect was a commonly cited attitude by students, instructors, and program administrators.
Several researchers have cited respect as a dimension of IC in the literature (Barrett, Byram,
Lazar, Mompoint-Gaillard, Philippou, 2013; Deardorff, 2006).

Respect. When the instructor participants were asked how they perceived IC, most of the
instructors perceived respect as an IC. For instance, Jill pointed out that respect was an IC,
stating that respect involved being respectful of oneself and the other person. She further
emphasized the positive outcomes of being respectful of oneself and the other person but
confirmed that disagreements and complexities were bound to occur between individuals.
However, individuals need to learn how to deal with these disagreements and grow together. She
commented:

That's a very complex question. | should think more about that. Intercultural competence

is a competence, which allows understanding, respect, and validation, like accessing

things from the broadest point. For mutual cooperation, mutual.... individual respect,
individual growth, you want to validate the person's view, but you also want to make sure
you are understood as well and how we can reach the point where we respect and agree to
disagree. That's possible. If that's the way, it is. How to deal with any complexities,
which may occur from different cultures, perspectives right which is more about... How
to make it possible not to co-exist, this is too narrow, benefit from... grow together and

learn from each other.
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It was clear from Jill’s response that she did not think that IC was simple and required a
multitude of skills to be able to handle the complexities that arose from intercultural interactions.
Like Jill, Will also perceived respect as an IC. He described respect in terms of his role as an
instructor and his attitude towards his students, indicating that by not expecting students to adopt
aspects of Canadian culture, he was showing respect for his students and their cultures. He
commented:

Like I guess, I think that [respect] would mean like, well because Canada is multicultural,

so of course, we teach the students Canadian culture. | think certain things like we

shouldn't necessarily expect them to conform necessarily. They are open to keeping their
traditions, | suppose.

The behaviors and actions of the instructors in the classroom observations supported their
responses of perceiving respect as an IC. For instance, all four instructors regularly encouraged
students to share their prior experiences when introducing topics and asked them to compare
their cultures with their peers' cultures and Canadian culture. As well, students appeared
comfortable in the class, and while some were quieter than others were, they all participated in
the whole group and small group discussions. By modelling respectful behavior and encouraging
students to listen to their classmates and share their perspectives, the instructors may have helped
foster trust amongst their students and develop their IC.

Regarding the program administrator participants, most of the program administrators
perceived characteristics of respect as an IC. For instance, Oliver emphasized the importance of
valuing diversity, which requires respect for the other person. He spoke about how one feels

towards others. He remarked:
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Let’s talk about attitudes. A non-judgmental, non-judging attitude, a valuing of diversity

attitude, a genuine interest in people attitude, an attitude that does not claim dominant

status, and make the other person feel subordinate.

While the previous section focused on program administrator and instructors’
perspectives of IC, I now turn to students’ perspectives of IC. Several student participants’
perceived respect as an IC, which they felt would help them in their interactions with people. For
instance, Layla perceived IC as respecting people from diverse cultures. She shared how she
demonstrated respect towards others by asking questions to ensure that they would not be
offended. In the following interview excerpt, Layla provided an example of inviting someone
from a Muslim country to a party and emphasized the importance of asking them if they are okay
with both females and males attending the party. She stated:

Yes, you have to respect the people from different cultures, because we don't know what

they are like or they are not like what is okay for them and not. We should respect, and

we should always ask them. For example, if | want to invite them to a party, what she's
liking, it's okay the party. You will get boys and girls. The party will be boys and girls.

It's okay for her or not. I have to ask... It's different from Muslim people from Christian

people. All the party is different because if | invite my girlfriends to the party because if

they are Muslim, | have to ask them. The party will be men and women. Is that okay
because | know the Muslim people are not together with men.

For Layla, how she acted towards others was how she showed respect, which implies that
she had respect for her classmates. Interestingly, most of the student participants spoke about

respect in terms of how they should act towards one another.
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A review of the service provider organization’s website indicated that they aimed to
foster an open, inclusive, and respectful environment. Their values, as seen on their website, are
"Caring, Inclusion, Empowerment, and Service.” To carry out these values, one would likely
have to respect one another and oneself. For example, to welcome and embrace inclusion, one
would probably respect others and their cultural backgrounds, accepting diversity, and viewing
diverse perspectives as an asset to the community.

Furthermore, the document review of the service provider organization's blog revealed
that the values listed on the website were being carried out and that building community was a
priority. For instance, there were opportunities for students to learn about Canadian culture and
other cultural traditions, celebrations, and customs. The blog displayed information about local
festivals such as the Calgary Stampede and different culture's traditions and celebrations,
including Ramadan and Chinese New Year. Students' contributions were evident on the blog,
indicating that students' voices were valued. Examples of posting included an article written by a
student about Ramadan and YouTube videos of students cooking and sharing recipes from their
home countries. Overall, postings on the blog appeared to have an adequate mix of various
cultural traditions and included students sharing information about their culture. By representing
multiple cultures and providing students with the opportunity to contribute to the blog, this was
conveying a message of respect for students and their diverse backgrounds.

Moreover, the materials used for the lesson plans reflected information about other
cultures and Canadian culture in the classes, conveying a message of respect. For instance, in
Mr. Bean’s lesson on Mother’s Day, she provided students with a booklet that described
Mother’s Day in Canada and how other cultures observed the holiday. Additionally, Will

developed his lessons from a variety of resources, which included perspectives from countries
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that were different from his students, such as the United Kingdom, in addition to Canada and his
students’ countries.

Cultural humility. Some participants also perceived cultural humility or qualities of
cultural humility to be an IC, which requires an attitude of being respectful towards others and
being aware of power imbalances. Cultural humility has been defined as “an ongoing process of
critiquing one’s own culture while striving to respectfully understand others, recognizing and
redressing power imbalances, and contributing to partnerships that are mutually beneficial and
non-paternalistic” (Cleaver, Carvajal & Sheppard, 2016, p. 1). The interview data revealed that
some instructors thought that cultural humility or qualities of cultural humility were IC. For
instance, Don underscored the negative consequences of not being humble, sharing the damaging
effects it could have on building relationships. He emphasized the importance of not only being
humble but also being aware of how you communicate this to other people. He stated:

| think humility; I think a humble attitude. I think if we come across as my culture is the

best culture on earth, we are going to ostracize a lot of people. We are going to hurt

people, and we are going to destroy any potential for building bridges and relationships
with people, and of course, communication is part of those things, so | think we need to
be humble.

Oliver, one of the program administrators, perceived cultural humility to be an IC. Oliver
referred to the way one positions themselves in an intercultural interaction, underscoring the
importance of seeing the other person as equal, not a lesser human being because they are not
from the host culture. He implied that there was usually a power imbalance in the intercultural
interaction by concluding that an interaction where two people feel equally important is a rare

occurrence. Oliver commented, “An importance of an attitude that does not claim dominant
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status and make the other person feel subordinate regardless of one culture being the dominant
one in the conversation which hardly happens.”

Regarding the student participants, Catarina emphasized the importance of having a
humble attitude and being interested in learning from one another. She believed everyone was
equal, regardless of their culture, but pointed out that there were often people who thought they
were better than others were. Interestingly, she said that some people had more culture, which
could imply that she did not see all cultures as equal. She commented:

| think the people's attitudes is interested, humility. I think about this when the people

think is more high [higher] than another. For me, yes, | think we are the same. However,

some people have more culture, but we are the same.

Curiosity. According to Sorrells (2016), the first port of entry to the intercultural praxis
model is inquiry, which “means a desire and willingness to know, to ask, to find out, and to
learn” (p. 17). The observation and interview data revealed that all instructors, most students, and
program administrators perceived IC as being interested in learning from one another.
Furthermore, one engages in the practice of curious inquiry by asking questions, suspending
judgment, and being open to change (Sorrells, 2016).Regarding the student participants, most of
the students engaged in curious inquiry, they spoke about the importance of asking questions to
learn more about their peers' cultures and seemed genuinely interested in learning more about
other cultures. For example, they shared examples of their interactions with their classmates,
neighbours, and co-workers from different cultures. All the examples shared by the student
participants implied that they were interested in learning about their peers' diverse backgrounds
and were curious by initiating conversations, asking questions, and establishing friendships with

people from different cultures. For example, Juan shared how he had become friends with two
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students from Germany and the Ukraine he had met in a prior LINC class. He had started a
conversation with them because he wanted to make friends, which enabled him to learn more
about their cultures. Juan explained how, by inviting his classmates over to his house, he
discovered more about their traditions and food. He also shared by opening himself to learning
about his classmates’ cultures and perspectives; he was able to confirm what he had heard was
true. He commented:

We [are] meeting after with the families, share the meetings, the barbeques with the

Ukrainian person, we share the New Year and the same. The interesting thing when you

know the different culture is you prove is true. For example, the food, she cooking the

typical food Ukrainian and my wife the typical food and the same for the beers. The same
with the German guy.

As for the instructors' responses to what IC meant to them, two instructors perceived IC
as having an interest in learning about other cultures and having a willingness to learn from one
another. Don believed that one must be interested in learning something from the other person.
He stated, "The attitude of, | am willing to learn. I am willing to learn from you."

Jill added that it was important for both people to learn from one another and grow
together, which requires curiosity about the other person and oneself. She commented: “How to
make it possible not to co-exist, this is too narrow, benefit from, grow together, and learn from
each other.”

The data from the classroom observations supported the students and the instructors’
responses in the interviews. For example, in the 14 classes that | observed, the students appeared
to be interested in learning from their classmates and about their cultural traditions and customs

by asking questions and listening to their classmates. All four instructors cultivated curiosity by
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encouraging students to ask questions to one another and presented readings about other cultural
traditions and customs. For example, Don introduced a lesson, titled Test your Traffic Sign
Knowledge, and introduced the lesson by asking students what getting a driving license was like
in their country. He seemed genuinely interested in learning about his students’ prior
experiences, about their cultures and their perspectives. Mr. Bean also developed a lesson on
Mother’s Day and asked students to share their thoughts on Mother’s Day, inviting them to share
how and if they celebrated this holiday in their countries. The observation data indicated that the
students seemed genuinely interested in learning from one another from their tone of voice, body
language, and willingness to share their perspectives with their classmates and Mr. Bean. Jill
activated her students’ curiosity by regularly asking students to share their prior experiences and
cultural practices from their cultures with the class and encouraged students to ask one another
questions.

Regarding the program administrator participants, most of them said that being interested
and asking questions was an attitude associated with IC. For instance, Oliver stated that a
necessary attitude to having an effective interaction with someone from a different culture is “a
genuine interest in people attitude.” Oliver stressed the value of truly caring about people and
their backgrounds.

Elaine reflected on her prior role as an instructor, explaining that she encouraged her
students to ask questions to increase their understanding of certain cultural practices, rather than
judging their classmates. She commented:

So, this is what | am trying to teach them [Teachers]. | was teaching my students, as well.

Instead of when you see something that is absolutely disgusting and crazy, maybe ask a

question, may | know why is this done? Oh, this is a tradition. Like we were talking about
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slurping, for example. Is that slurping, so that when you eat in some cultures, for
example, and | have some people around the table that students come to me and says, so
and so has no table manners and | say why and they say well, they take a noodle and
slurp it.

By encouraging students and instructors to be curious and to ask questions, Elaine was
cultivating an environment of curious inquiry with her teaching staff and her students. Elaine
appeared to be curious about other people and cultures from the stories she shared with me in the
interview, which likely helped when she modeled how to be curious to her students and
instructors.

Open-mindedness. Open-mindedness was another quality that all instructors perceived as
an IC. Open-mindedness has been a part of several IC models. One instructor, Jill, believed that
openness to learning about another person's cultural perspectives was an IC. She suggested that
being open required listening and understanding, emphasizing that it was not about imposing
one's view on someone nor about tolerating someone. She also indicated that openness included
being flexible and giving in sometimes. It was evident that open-mindedness required several
skills, indicating that to Jill, skills and attitudes are interdependent. She remarked:

Yes, understanding more. Opening yourself to the other person's perspectives and other

cultures' perspectives and trying to understand... and trying to, not to impose your view,

but to listen, | am to saying you do not have to give up your personal core. To be more
open towards others and to accept things. Not just to be tolerant because tolerance is one
thing. Tolerance is more on the verge of, I'm tolerant, but | can be a little bit above that
and better than you. No, not this kind of attitude, you can always dig deeper so that at the

end of the... What is this about? Is this possible?
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With respect to the program administrator participants, Oliver believed that being
interculturally competent required being “non-judgmental and have a non-judging attitude.” His
statement shows that he understood the importance of being open and not judging people.
Similarly, Elaine also emphasized the importance of not judging others, but instead being
open to cultural differences and asking questions to understand more. She also reflected on her
culture compared to North America. She stated:
In different cultures, we eat differently. Like we Europeans eat with a knife and a fork,
and we hold the fork in the left hand, which is absolutely taboo in... The fork is in the left,
and the knife is in the right, so this is how you cut. So, this is how you're eating. That is
the European norm, in North America, you switch them. So, North America focuses on
comfort; we focus on beauty and all that jazz. So, that's one thing. So, instead of
criticizing and why are you doing this, maybe you know say wow, when the Japanese
slurp, when the Japanese take their noodle and suck their noodle, that means that's
enjoyable, they enjoy the food. So, before being judgmental, maybe just ask questions.
Several students perceived open-mindedness as an IC. For instance, Juan underscored the
importance of managing his expectations of peoples’ responses, which he thought would prepare
him for every situation. This required being open to people’s responses and actions. He
commented:
Yeah, the people help you, but some people don't have the time. Maybe don't understand
or maybe busy? | don't know, but you need to open. It's maybe not a good time for
talking. Maybe it's offensive. You need to learn about that. If you have an open mind, this

will prepare you for every situation.
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Eve also discussed the importance of being open-minded by making an effort to get to
know people from different cultures and opening herself up to different perspectives, recognizing
that her culture was not superior. She remarked, "Open-minded and you have to try with other
people, and not only your culture is right.”

In the following quote, Eve pointed out the importance of being open-minded as well.
Although Eve did not use the term cultural humility, it appeared that she understood the
importance of not being ethnocentric and considering other cultural perspectives.

The field notes from the classroom observations revealed that the students were open-
minded by their willingness to consider experiences, beliefs, values, and perspectives that were
different from their own. The instructors and program administrators also showed an open-
minded attitude and cultivated open-mindedness by encouraging students to share their cultural
traditions and customs with one another. They also understood when students did not want to
adopt certain cultural practices, such as handshaking.

Skills. Several definitions and models of IC include skills as a competency (Bennett,
1986; Deardorff, 2006; Sorrells, 2016). The types of skills vary depending on the definition and
model, but the ability to adapt is in most models. Most program administrators, instructors, and
students also perceived adaptability as an IC.

Adaptability. All program administrators perceived IC as the ability and willingness to
change. For example, Oliver perceived IC as a deliberate set of actions and commented on the
outcomes of these actions. He also emphasized that one must want to change, implying that
fostering IC requires a lot of effort. He said: "Cultural competency has got to do with a deliberate

set of actions that creates that awareness, sensitization, and the internal will to change."
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David referred to adaptation and highlighted the importance of being able to adapt one’s
behavior based on the other person’s reactions. He believed that individuals have the right to
choose to adapt and felt that they should learn how to convey this positively. He commented:

Understanding, empathy, patience, able to adapt and change behaviors based on reactions

that you might receive from others in the community. Learning to stand your ground

when you don’t want to adapt. Learning how to make that work in a positive way.

A few of the student participants also perceived IC as the ability to adapt. For instance,
Juan perceived IC as the ability to adapt to the new culture, which was Canada in his case, but he
was explicit about not forgetting about his own culture. He remarked, "I am in Canada; this did
[does not] not mean that I forget about my culture, but I will try to adapt.”

Juan referred to the importance of being flexible as all situations are different. He also
viewed the interaction as a two-way process, stating that they were a team, and both people were
required to try to make an effort. He commented:

It depends on the situation. I tried to look in another way. You are looking at another exit,

another door. Well, it’s not possible. I need to think in another situation. Sometimes you

feel not angry, it’s like feel like. The problem, it’s too much situation, but you feel like.

How do you say in English when people? Frustrated? ...Me or the person, because this is

a team. You know when you start to chat, you need the person. You need both sides.

Another student, Jack, spoke about adaptation from a macro perspective, implying that
adaptation is required by an entire country, which means that immigration policies and
policymakers have a responsibility to adapt. For Jack, IC was the mixing of cultures, which

required a new system to live together. In the following interview excerpt, he commented:
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Jack: Intercultural means, in Canada, we have different people from [a]different country,
every country had her culture, so this different people, different culture, forms a new
culture. For example, I come from Rwanda. My friend came from Syria, and another
came from France. These different cultures, you need a system for living with different
people
Researcher: What kind of system?
Jack: I think it is a new system because | necessary live [have to live] with other people
in Canada. In class, in [at]work, everywhere...I think it is adaptability for different
cultures. Different program for the development of the country
Suman’s interpretation of adaptation was different from both Juan's and Jack's
interpretation of adaptation. Suman viewed IC as gaining capital and appeared to view adaptation
as assimilating into the new culture to fit in, which meant that he might have to give up his way
of thinking. He commented:
Competence means like try [trying] to get something that is very valuable. Suppose, I'm
from my country Nepal and | might have some understandings of my backgrounds, yeah
and then suppose | am now in Canada, yeah. I'm in new land. It's totally new destination
for me, and I'm not supposed to treat the peoples as my understanding, means what I had
before if that thing is bad and | need to take something new from the new place so | can
compare the people in that areas. Competence means to have some understanding to cope
with the new cultures, to adapt with the new systems so we can fit in the new, we can
exist. | need to understand them, and my listening and language may not fit into the new

place and giving up my own thinking.



76
Most of the instructors viewed adaptation as an IC. For instance, Jill thought one should
be aware of changes within oneself, and she also believed in the importance of adjusting to the
host culture. Like Oliver, the program director, she spoke about being willing to change. Jill
talked about change in relation to her students adjusting to Canada, believing that accepting
change would facilitate a positive transition to Canadian culture. Jill commented:
First of all, they have to understand the culture, and second, they start to understand that
there are changes happening in them as well. How well people flexible, positive towards
change? Change is a big thing. It allows you to have a smoother transition and really
adjust well, and if you are really not able to accept anything new, then this is going to be
a big long road for you. I think they should just be willing to listen about what can help
them both and how they can adjust to Canadian culture because that's the main culture.
Will pointed out that adaptation was partly his responsibility as an instructor. He felt as
though he would also need to adapt to his students’ behaviors and cultural practices, and he
believed that he should be flexible when determining how much he should bend the rules to
accommodate his students’ cultural practices. He commented:
So, yeah. I guess it’s also like trying to strike a balance between what is appropriate and
what are they allowed to kind of like giving them some leeway in terms of their culture.
Okay, I guess I think of the Muslim students going for prayer, every now and then. So, |
am okay with them going out, but missing a lot, like going for very long periods. It's, of
course, not beneficial for their learning, so yeah, | guess the struggle for me would be
trying to strike a balance between what | think they should be allowed to do and what

might be a bit much.
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Social interactions. The majority of program administrators mentioned perceived
building relationships with others as an IC, which included relationship-building skills. For
instance, Elaine discussed the importance of the relationship between her instructors. During the
interview, she reflected on her instructors’ diverse backgrounds, stating that while conflicts
occurred between her team of instructors, they prioritized saving the relationship over what
caused the situation in the first place. Elaine noted:

Even if they [instructors] argue about certain things, the one good skill that they have is

making sure that they don't ruin the relationship, so they try to build this comradery, so

they have a friendly relationship. | feel like the majority of people |1 am in charge of that's

what they are trying to save the relationship, so sometimes you see that they will give up

on a very valid point.

Most students perceived the ability to interact with people and build connections as an
IC. In the interview, they mentioned that the friendships they had formed led to furthering their
knowledge about their peers’ culture. For instance, Ah Ya spoke about her Canadian co-worker;
the two of them had formed a connection, leading to the sharing of their cultural norms. By
asking her co-worker questions, she learned something new about her friend. Ah Ya was able to
reflect on similarities between her former country and Canada. She remarked,

She told me Canadian culture. For example, when | go to her house, or | have to invite

her to go somewhere, I have to call them first because Canadian. You know they work

very hard. For example, when | go to your house, | have to call you first. The same in my

country. Sometimes we didn't stay home, and we have to make plans. We don't like it

when we go to the house and didn't call them.
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Another student Asha reflected on the benefits of making friends from another culture.
As a result, she learned more about what some Canadians do and reflected on the differences
between her culture and Canada. "For example, [some] Canadian people drink coffee and [some]
Somalian people they drink tea. It's different, and then you learn that one if you have friends in
other countries."

Several instructors brought up the importance of building a community. They referred to
the importance of community in their classroom to build trust and create a safe place for students
to share their perspectives and learn more about one another’s cultures. Fostering positive
interactions also helped build relationships. For example, Don referred to his classroom as a
community and a safe place where his students could feel comfortable sharing their perspectives
with one another. Don’s interest in learning about his students’ cultures helped create a space
where students could feel a sense of community with one another and where they could feel safe.
He commented:

Part of that is because | love to learn about other countries, in a general sense. How is this

done in your country, and | think that's part of fostering community, fostering a place of

safety where they can feel comfortable and valued in the class.

My observational data also indicated that the other instructors created opportunities for
students to build friendships and created a sense of community. For example, Don allotted time
for students to contribute to the community garden at the service provider organization. He
introduced the project by inviting students to share their prior experiences related to gardening,
which led to a deeper understanding of students' previous experiences and what gardening was
like in their country. My observations indicated that the community garden was an experiential

learning opportunity that provided students with the opportunity to develop their IC, such as
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dialogue, framing, reflection, inquiry, and action. Still, I did not observe structured IC activities
associated with the community garden.

Overall, all four instructors created an inclusive and safe class environment by providing
opportunities for students to share their perspectives with the whole group, small group, and pair
discussions, which offered opportunities for informal conversations with one another.

Patience. Most program administrators stated that being patient was an IC. For instance,
Elaine pointed out the importance of being patient, which required the ability to understand that
not everyone expresses his or her views in the same way. She noted:

| think one of the most important things is number one, patience. You have to be patient.

Somebody's saying maybe they will make a paragraph of whatever happened, but maybe

the whole idea is in that sentence, but they will have to listen to a paragraph to get that

idea, so having this patience.

Listening. Another skill that most program administrators perceived as an IC was
listening. For example, Oliver pointed out that that one should be able to “listen well.” He
emphasized the importance of listening well, which he implied was not an easy skill and was
different from merely listening.

Elaine also perceived listening as an 1C, emphasizing the importance of being aware of
the differences in communication styles. Elaine saw patience and listening as interdependent of
each other. In her previous quote, she spoke about patience and then added the importance of
listening. She remarked:

Listening skills are very important. Sometimes | notice that we don't have the...We can't

listen. | don't know what's happening to us, and also, people like me are very

straightforward. I will tell you what | want, but someone from Asia; you know |
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remember in university we were thinking... Asians will allude, for example; they will not
tell you directly. They will tell you, you know George has a mansion in Florida, and he
has two companies in Japan, and you know five villas in Mexico and drives five different
cars and his wife has diamonds and diamonds.

Some instructors perceived listening as an IC. Don referred to active listening, pointing
out that listening was a skill he fostered with his students and himself. Don assessed his students'
active listening skills by their body language, which he used as a model. He stated:

Yeh, well, I think general life skills would be listening. That's a big one. | struggle with

this myself. My oldest son says, dad, you don't listen to me, so | am preaching it myself.

We need to listen to each other. Every Friday, we offer how is your weekend, what are

you going to do this weekend? | was really impressed with one of the Ethiopian students

and how he was actively listening to his neighbour. He was engaged. He had eye contact.

He was nodding. All the things we would want to tell someone to do. I kind of use that as

a model.

Language. The analysis of the interview data indicated that several students perceived
language proficiency as an IC. For instance, several student participants referred to their
language proficiency. They felt that the higher their language skills, the more effective an
intercultural interaction would be, which in turn would improve their social and work
opportunities.

In the following quote, Juan referred to mastering the English language so that he could
access employment opportunities and improve his personal and financial skills. Juan saw English
as a gateway to changing his life in several ways. In the following interview excerpt, he

explained:
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My priority was to learn English because | know [it]is the key for open [for opening] all

the doors for obtain [obtaining] another job, for best salaries, and the best opportunities

for another kind of life. I want someday to dominate this language, not like a write or
something like that, but my goal is back to the school and take some not career, but
improve my personal and financial skills.

Later in the interview, he shared the positive outcomes of having the language skills to be
able to carry on a conversation with someone from another culture and being able to discuss
more in-depth topics. However, he expressed that it was much more than language skills but
required building friendships and choosing a topic. He commented:

It's possible to talk a little more deep[deeper] about it. This the dishes, this is very hot and

do you know this is very spicy. This is the question. Oh, you know, my grandma in the

second war, because... and this topic starts the conversation.

Catarina's ability to speak and understand her co-worker's first language influenced her
capability to carry on a conversation and build a friendship with her co-worker. She commented:
"I speak with my one friend I have here, from Colombia. She speaks Spanish, and | understand
Spanish. Sometimes we talk about the... I like [to] knit. | made some things, and sometimes we
speak about these or [other interests.]"

Catarina also shared that her interactions were limited to people who spoke Spanish or
Portuguese because they were able to understand each other. She remarked: "l don't speak many
times with people from another country because if it is Spanish, | speak Portuguese, and my boss
understands me in Portuguese. She speaks Spanish, and | speak Portuguese."

Overall most student participants believed that the more advanced their English language

skills, the more opportunities they would have in either getting a job in the host country. They
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may also be able to make friends more quickly as they would be able to engage in an ongoing
conversation and learn more about one another.

Concerning the instructor participants, some of the instructors also perceived language as
a skill associated with IC, indicating that language skills were a significant factor in improving
one's ability to learn more about one another and their culture. Jill spoke about the importance of
language as a vehicle to open the lines of communication to increase one's cultural awareness
and build friendships. She emphasized the importance of having language skills to express
oneself but indicated that language skills alone were not enough to develop friendships and
awareness. She stated:

Language | just think communication gives you an opportunity to learn more and when

you learn something you can understand better, why people are like that, so by learning

someone's language. Well, I think if you are a hard-core extremist, | don't think the
language will change you, but it will give you the opportunity to at least express yourself
and communicate what you think and really create friendships and contacts with other
people which definitely will make you more aware of...

Similarly, Will focused on the benefits of language in terms of being multilingual, stating
that language and culture were connected. He believed that if one knows a language, they are
likely to know more about the culture. Will reflected on his experience as a Spanish language
learner, mentioning that it helped him when talking to people from a Spanish background. In the
following interview exchange, he remarked:

Will: I mean, | guess it helps if you know more than one language. If you are

multilingual, although I don't think that's necessary. I think skills...That are a good

question.
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Researcher: Why do you think it helps if you are multilingual?
Will: Because language and culture go together, so if you have learned that language, a
foreign language, you probably will learn the culture that goes with it or cultures, so |
think you have a better idea of how you will interact with someone from that culture |
think. I don't think it's isolated. You will try to learn the culture of the country that it's
from, so I think in that sense, you have a better idea of how what is appropriate and not
appropriate in interacting with someone from that culture. | did learn about the culture,
about Spain and Latin America, so some things I picked up from there. I think that helped
with the intercultural competencies when talking to someone from a Spanish background.
Self-reflection. Having the ability to be able to reflect on oneself and culture emerged
from the analysis of the data. The majority of the instructors perceived reflection and self-
awareness as an IC. For instance, Mr. Bean believed that reflecting on one's own culture and
limitations were necessary before initiating a conversation about one another's culture. She also
emphasized the importance of being aware of different personalities and not judging people
solely based on their culture. She illustrated:
It is important to be aware of different personalities instead of different cultures. To teach
well within different cultures, I think it’s important to provide those opportunities for
them to do that and awareness of our own. You can’t just go in blindly and think you are
going to be able to tell another culture about our own culture if we haven’t thought about
how we respond and generally as a group what we do in our own culture. We couldn’t
tell them if we haven’t reflected on that.
Jill believed that one must have the ability to know oneself well, which required

self-reflection, a skill that individuals acquired at different times. She felt that knowing
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oneself well would enable one to be able to understand the internal changes in oneself, as
well as the influence that one’s cultural background can have on one’s action.
Furthermore, she also asserted that the instructor and the student have a responsibility to
try to understand one another’s perspectives. She noted:

First of all, they have to understand the culture, and second, they start to understand that

there are changes happening in them as well. They mirror themselves. Self-reflection,

which can come later on, but it can depend on people, and it's very personal too. Well, the
knowledge that we are who we are, and our background sometimes steers some direction,
and it has to be understood by the instructor and then not to impose... try to
teach...facilitate the ideas with each other for mutual understanding.

Will referred to his role as an instructor, expressing the importance of engaging in self-
reflection to ensure that he was sensitive to his students and their cultural practices. He
commented:

| guess one thing is | mean also check in myself right. So, sometimes | might not be very

sensitive sometimes to certain... I am not sure if it’s cultural, but things like being late or

I don’t know. So, yeh. I guess it’s also like trying to strike a balance between what is

appropriate and what are they allowed to kind of like giving them some leeway.

Several program administrators also perceived reflection as an IC. Throughout the
interview, David spoke extensively about the value of experiential learning and the importance
of reflecting on the situation. He believed that it was important to evaluate a situation after it
occurred to determine what he could have done differently to improve the situation, which

required assessing his communication skills. He stated:
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So, you might go home and think about how I could have communicated that better. | still

don't think I understand. Maybe I'll do a little bit of research, and I'll come back and try to

explain again, so that happens sometimes, or sometimes our client's family member will
call whose better in English, and she tells us that this is what my wife, or daughter or
whoever mean to say, so that's actually what | think happens.

This section answered the research question, how are IC perceived in a LINC program.
Four main findings emerged from the analysis of the data. First, | found that instructors, students,
and program administrators perceived attitudes as IC. The attitudes included respect, curiosity,
and open-mindedness for all three groups of participants. The instructors and the program
administrators also perceived cultural humility as an IC. The second category that emerged was
skills as an IC. The skills category for students consisted of adaptability, language, social
interactions. The instructor participants perceived skills as social interactions, adaptation,
listening, language, and reflection. The program administrators perceived skills in terms of social
interactions, adaptability, patience, listening, and reflection.

Interestingly, patience was the one skill that program administrators perceived as an IC,
but instructors or students did not mention it. Lastly, the third category that emerged from the
analysis of the data was knowledge. The majority of the instructors and program administrators
perceived IC as prior knowledge of the host culture and other cultures.

In the following section, I discuss the findings and the categories that emerged from the
analysis of the data for the second research question, how are IC fostered.

Knowledge. Prior knowledge of other cultures is an IC that appears in several models
(Bennett, 1986; Deardorff, 2006; Sorrells, 2016). The majority of instructors and program

administrator’s perspectives of knowledge as an IC aligned with the descriptions in these models.
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Prior knowledge about other cultures. The majority of instructor participants perceived
background knowledge about another culture as an IC. One way they acquired background
knowledge was by researching diverse cultures. For example, Don believed that if one were to
research what was appropriate behavior in another culture, this might help avoid a cultural
misunderstanding. He remarked:

I think it would do everyone such a world of good to do just a small bit of research.

What’s acceptable in the culture? What’s not acceptable in the culture?

For example, in Canada I invite people over to my home, and | have my lazy boy rocking

chair, and I pull up the handle, and my feet will automatically go up, and that’s relaxing,

that’s comfortable, but if [ am hosting someone from an Arabic speaking country whose

Islamic and maybe not, and they’re sitting across from me, and they are looking at my

feet, that’s very offensive.

Will also perceived prior knowledge of another person’s culture as an IC. He emphasized
the role of the instructor in learning about their students’ customs and traditions. Will shared the
example of handshaking and his Muslim female students. He commented:

I think learning about the customs or traditions about people from that culture would help

because I think |1 remember at the beginning of the term; usually, we teach the students

introductions, greetings, and all that, and we taught them how to do a handshake. How

Canadians usually do a handshake, and the thing was because women from Muslim

countries, to them they wouldn’t shake hands with the person from the opposite sex.

Will also brought up the role of religion. He pointed out that having background
knowledge about his students’ religious practices was important to be able to understand their

actions. He commented:
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Some of the Muslim students, they need to pray, leave class for 5- 10 minutes to pray

now and then, like I think it's five times a day, so yeah. | mean, it's good if the instructor

would understand that or at least the student would tell the instructor because they might
be wondering why they are walking out every now and then, so I think some religious
knowledge.

The majority of instructors also thought that providing students with knowledge about the
host culture was an IC. Mr. Bean referred to her role as an instructor in providing students with
the necessary background knowledge so that they would know how to act in various situations in
Canada. In the following interview excerpt, Mr. Bean provided examples of how she teaches IC
explicitly, such as teaching students how to introduce themselves and engage in small talk. She
also explained how IC is taught across the strands and implied that skills and knowledge were
interdependent of one another. She explained:

Well, there’s some things that we teach explicitly [intercultural competencies], like

interrupting or carrying a conversation or small talk or how to introduce yourself. So, we

teach it across the strands, not just one. It wouldn’t be just do you think teaching speaking
teaches students to speak outside of the classroom. They would also have to have
knowledge of culture, knowledge of how to meet somebody else in this culture,
knowledge of what kind of topics would be appropriate, right?

Concerning the program administrator participants, most of them perceived prior
knowledge of the other culture as an IC. For example, Elaine felt that her previous knowledge
about her instructors' cultural backgrounds helped increase her understanding of their various

communication approaches and their intentions. She commented:
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But I understand my experience in dealing with all of these cultures, my background

knowledge of knowing all these cultural approaches and | understand what they mean,

and | know that they are not angry and | know their intentions are not to hurt me, but
that's the way of expressing an opinion, so that helps, but I wish they could filter some of
the stuff. They don't need to tell me everything you think.

Interestingly, Eve, a student participant, shared an example of the importance of what can
happen when one solely relies on background knowledge of another culture to inform their
decisions. For example, Eve’s classmate had assumed she should wear a hijab and became upset
when she was not wearing one. In her interview excerpt, Eve remarked:

| think I'm afraid and | don't like for someone to tell me I'm wrong. Ok, if I'm wrong, |

know | know I'm wrong. It's my problem, not your problem, right and if they said to me

your clothes are haram, you don't wear a hijab, or you are not good. Maybe | am mad,
maybe | told him, it's not your problem. It's not your business to say that to me. He said,
you Muslim, you have to wear something, you have to wear hijab. | told him it's not your
business. It's my business. That's it.

Research Question 2: How are Intercultural Competencies Fostered?

Environment. The classroom and program environment were categories that emerged
from the analysis of the findings. Instructors can play a critical role in creating an environment
that is conducive to fostering IC. This often involves providing opportunities for students to
inquire and ask questions, challenge dominant views, and their own beliefs and creating
opportunities for students to connect and the community. Program administrators also have a
responsibility for students and instructors to learn about one another and provide instructors with

the necessary tools.
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Classroom. The observational, interview and document review indicated that the overall

environment of the service provider organization and the classroom was inclusive and

welcoming. Several instructors spoke about how creating a space that helped students feel

comfortable was a priority in their class. They saw their role as much more than teaching; they

were building a sense of community between their students. For Jill, creating connections and

establishing friendships through social communication amongst her students was a part of her

success as a teacher. Jill saw herself and her students as a community. She commented:

Yeah, | encourage that [social communication]. We are a community. We are not coming
there just to... Yeh, that's what it is for me as well. For me to be a successful teacher, |
need to feel we are more than just a class. You build connections and establish
friendships, and the end comes, and we have to say good-bye, and they always come back
and say, teacher, I miss you or something, and | say, | do too, but that's life. We get
together; we get close, but you know to stay in touch.

Don emphasized the importance of creating a comfortable environment for his students,

recognizing that many of his students have experienced trauma and should feel welcomed. He

said:

A comfortable environment where they can enjoy coming to school. It’s not a chore.
They look forward to it. You know, and I think that’s how I can respond. A lot of these
students have gone through turmoil, they’ve gone through tragedy, heartache, trouble,
turmoil, the list goes on and on and on and how can we in the classroom, give them a
friendly, loving kind reception, make a place where they think they are somewhat at
home.

Program. The overall environment of the service provider organization was inclusive and
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welcoming. The program administrators created an inclusive and welcoming environment by
providing opportunities for students to share their stories, cultural traditions, and skills. A
program blog provided a space for students to increase their cultural awareness, share their
cultures, and build intercultural friendships.

The following blog post shows how the service provider organization provided
opportunities for students to share their perspectives and cultural traditions while raising funds
for the United Way. The blog posting (2018, para 2) illustrated:

November is United Way Campaign month, and the service provider organization has

been busy hosting a number of fun events for its clients and the community to raise funds

for the United Way of Calgary and Area. In what might be our most fun idea yet, the
service provider organization hosted the Global Fashion Show for United Way,
encouraging dozens of students and staff to represent their home countries in their
traditional dress. Participants were proud to showcase beautiful designs from around the
world, representing over 20 nationalities such as Irag, Honduras, Thailand, and Russia,
with each participant accompanied by music compiled by our supremely talented student
musician Amin. Watch our video below for highlights from the show! We were also
proud to host United Way representatives Barb ten Pierik and Julia Choluj, pictured
below.

Classroom activities. Students from a variety of cultures were in the classes that |
observed. These students had opportunities to talk to people from different cultures and learn
about other perspectives in a relatively safe environment. Instructors also had the opportunity to

capitalize on their students’ diverse backgrounds and develop activities to improve their IC. A
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common method that instructors used was asking students to compare their cultures with one
another, as described in the following section.

Cultural comparisons about holidays, traditions, and customs. The interview and
observation data revealed that most of the instructors asked students to work in groups and pairs
with other students from different cultures. Instructors asked students to compare their cultural
practices with one another’s and Canadian cultural practices. The class environment was
conducive to promoting collaboration and communication, following a communicative approach
(Hymes, 1972), which focuses on the target culture norms and teaching students how to greet,
invite, and request information. When the instructors asked students to compare their cultures
with one another, the topics mainly focused on comparing holidays, traditions, customs, and
cultural norms. Two instructors, Will, and Mr. Bean, developed lessons on holidays, April Fools'
Day and Mother's Day. Both instructors facilitated intercultural communication and cultural
knowledge by asking students to share their perspectives about the specific holiday and compare
various elements in their own culture. They also provided students with material related to
holidays in countries other than their own or Canada.

Mr. Bean took advantage of the diverse backgrounds of her classroom, pairing students
up and asking them to compare their cultures with one another and Canada. She shared how she
viewed her class as a small version of the outside world and emphasized the benefits of pair and
group work in preparing students to handle intercultural situations outside of the classroom. She
commented,

Well, 1 think we do lots of things [to foster IC]. That’s why we alternate activity types.

That’s why we alternate pairings and groupings and all those things because the

classroom is a version of the outside world. So, if they’re always dealing with different
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cultures, then they’re going to learn to deal with different cultures outside of the
classroom.

Will also asked his students to work in groups and pairs and share their perspectives on
different holidays and traditions. For instance, in one lesson that | observed, Will asked students
to work in groups, share their views on April Fools' Day, and discuss if this holiday was
celebrated in their country. The classroom observation data indicated that the majority of
students participated in these activities and seemed interested by asking one another questions
and listening to one another.

Another interesting observation was the type of topics that instructors covered in the class
and the ones that they excluded. The data revealed that the inclusion of topics such as religion,
politics, gender roles, and sexual orientation depended on the instructors’ preferences and their
students. Don referred to the importance of listening and recognized that his students might come
from cultures in which they discuss these topics in school. Hence, Don was open to students
discussing their religion in his class. He stated:

And then there’s that opportunity for you to share what you believe, whether it’s about

religion or whatever, the things that people typically shy away from in Canada, so | think

that’s another listening and allowing people to share, not things that are inappropriate, but
things that are part of the culture and part of nature and part of their build-up really.

Jill referred to another sensitive topic, which was sexual orientation. She recognized that
many students might not be accustomed to talking about lesbian, gay, bisexual, transgender,
questioning, and queer (LGBTQ) issues or even allowed to discuss them in their cultures. Jill felt
it was her responsibility to help students deal with this type of culture shock. She commented:

“Many of the students come from many cultures, where [LGBTQ)] is a taboo subject. This is
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another cultural shock for them, how to deal with that. I still have to address that, if | see it
happen.”

As well, Jill discussed the multiple roles she played, due to the nature of the program and
the backgrounds of the students. In the following example, she shared how she is much more
than a teacher as she addressed one student’s struggle who found herself torn between two
cultures. She stated:

My role is to teach English, but I have to be more than that | am an instructor, facilitator,

and helping them to settle. It's a settlement program, so | do take it seriously that | have

to be ready for these sensitive, controversial topics. For example, addressing a woman
who is by herself and she's from a country that's very restrictive, and they are joking why
she is living by herself and what's she doing, and I don't think she knows. She came to me
and said she feels okay, but I think she's in transition, but | think she's strongly connected
to her culture, but also, she likes being free, and | had to bring up independence and
rights.

Will preferred to avoid topics, such as politics, referring to the influx of refugees and
their prior experiences. While Will was aware that some students would be okay with these
topics, he felt it was best to avoid this topic in case it caused trauma. He explained:

I guess in terms of if | have a class with many refugees. Like I try not to make it too

political like I try to avoid talking about the war in their country because some students

are okay. There are no problems, but I wouldn’t want to stir up any trauma. So, I try to
avoid those political issues if I can.

A few of the student participants shared their views on the role of topics such as religion

and politics in the classroom. Their responses in whether they wanted to discuss these topics
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were mixed. For instance, Eve preferred to talk about food, clothing, language, and dance, which
she referred to as nice topics. She commented: “More in-depth about like Christians and
Muslims. I don’t like to talk about things. I like to talk about clothes, food, dance, language.
That’s a nice thing.”

On the other hand, Juan preferred to discuss topics like religion, but only after, he had
formed a connection with the other individual. He stated, "For example, for you, maybe | ask
you, what your religion is because | now feel a little more confident with you, but the first time |
prefer don't [to not] touch this topic.”

Juan also shared an example of a writing assignment in his LINC class, indicating that the
topics were mainly about holidays, and he would prefer to discuss topics related to politics and
finance, topics he felt were part of everyday life. He noted:

Juan: One topic was the Stampede [Calgary Stampede] or something like that.

Researcher: Okay, so you had to write about the Stampede [Calgary Stampede]

Juan: Yes, for me, it’s boring. I don’t like it. I prefer another thing more. | prefer the

topics, like the political, financial, like more today, you live every day, not like its

Halloween, yeh Halloween is here and believe me, the United States and Mexico.

Most of the program administrators shared similar views on the role of religion and
politics in the LINC class. For instance, all three program administrators asserted that these
topics were sensitive, indicating that these topics were not typically part of the lesson. Like the
instructors and students, they varied in their opinions on whether the curriculum should include
these topics.

First, David shared his opinion on speaking about religion in the class, highlighting the

diverse backgrounds of the students, and the importance of knowing the students and their
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backgrounds. While he was not opposed to discussing the topic, he pointed out that some
students were not as open-minded as others were, and it depended on their backgrounds. He
concluded that it was a matter of assessing the comfort level of the students. He stated:

I mean, it depends on how you approach it [religion] because some of our clients are

open-minded about discussing different backgrounds and cultures, some of them are not

because they've grown up in very monoculture places. It just depends. You have to feel
the room, so you get to know your clients and if someone... I would never bring it up, but
what we do is we talk about the Charter of Rights and Freedoms and just discuss that
everyone is welcome to have their beliefs and cultures.

Elaine voiced her concern about the inclusion of these topics, which she feared would
lead to conflict. She was particularly cautious about the addition of these topics in lower level
English classes, but she did not elaborate on why. She further reiterated the settlement objective
of the LINC program and the differences in an ESL class compared to a LINC class. Other topics
such as racism and respecting others were discussed, but more informally and not as a subject in
class. She said:

No, absolutely, it's Taboo [to discuss religion and politics]. We do not want them to talk

about religion, politics, and then because that creates, especially with the new influx of

refugees, we don’t want to. They are all from different minority groups. We don’t want to
create conflict in the class, so we discourage that, especially at the lower levels. We do
not do that. It’s not an ESL classroom, so our goal is to provide settlement, you know to
encourage them to settle down in Canada, get citizenship, that’s our goal, and if it comes

up, it comes up, but we do not teach. I mean we don’t encourage discussions
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about...Very gently, of course, we talk about anti-bullying, racism, and respecting others,
but it’s not done as a subject done in class.

Oliver agreed that these topics were not a regular part of the class but recognized that the
instructors were always supportive and would not hesitate to address the situation if students
were to approach instructors. He commented, “It may not be during class time, but they do know
that there is support available, and the teachers will go right into it.”

Moreover, Oliver referred to the role of management in providing training to increase
instructors' awareness of issues such as racism and discrimination. It was evident that Oliver was
mindful of the importance of increasing instructors' knowledge of the issues that students may
face. He commented: "We were talking about the possibility of bringing full-day training on
racism and discrimination for the teachers."

My analysis of the data revealed that most of the program administrators agreed that
topics such as religion and politics were not included in the LINC lessons. Still, they were fully
aware that given the diverse backgrounds of the students, these topics may be brought up in
class, and instructors should be prepared to address students' questions, comments, and concerns.
Instructors had mixed views on whether these topics should be included, which was likely due to
their prior experiences, personalities, and own backgrounds. Like instructors, students had mixed
views on whether these topics should be included. It depended on their previous experiences and
interest in discussing these topics.

As discussed previously, the analysis of the data revealed that most of the topics focused
on preparing students to complete real-world tasks such as applying for a job and comparing
aspects of their cultures with one another. However, one instructor developed a lesson that

encouraged students to compare their values with Canadian values, concerning topics such as the
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Charter for Right and Freedoms, gender roles, and safety and peace in small groups. The
classroom observation data indicated that when students were asked to compare equality in their
country compared to Canada and one another's culture, they all seemed comfortable sharing their
perspectives and listened attentively to their peers. While some of these topics had the potential
to cause discomfort or trigger emotions, students did not appear to be uncomfortable. For
example, one female student from Libya discussed inequality with men and women in her
country and another student from Burma discussed the political situation in his homeland
compared to Canada. In the follow-up interview with Jill, she reflected on this lesson, and what
she would do differently to make it less challenging for her students. She stated:

Yes, so this is a higher level [the intercultural communication activity]. This is a much

higher level, and that's why | knew that it could be a challenge for them and that's why

I'm saying at the end of the semester after they have knowledge and they're ready to go to

level 5 right because at the end of the semester they can go to level 5 and this is more for

a little bit... Perfect for level five. It wasn’t bad for level four, but it was... | would

probably change some things now. Make it lighter, not that many questions. You know

just take some of the information out because it’s too much and stress on that and maybe
have writing at the end. In my opinion... Just expressing opinions.

Roman, a student participant in Jill’s class, shared his perspectives of the lesson and
mentioned above in the follow-up interview. He shared how the lesson had affected him and led
him to reflect on why he was living in Canada. He explained, "For me, sometimes, | surprise
myself. Why I'm stay [I am staying] in Canada, but I'm born in Burma, and | don't know myself,

sometimes."
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In the same class, Jill introduced another lesson titled: Cross-cultural Communication
Competence, in which she asked students to watch a video on two employees from different
cultures who had different interpretations of time, which led to a misunderstanding. After they
watched the video, Jill encouraged students to share their perspectives on the scenario and
discuss in small groups and with the whole class on the situation. Most students seemed engaged
in the activity, and some shared their perspectives in the whole group discussion. While there
were undoubtedly different perspectives on the scenario, the students appeared to respect one
another's views.

While these lessons explicitly focused on fostering IC, such as intercultural
communication and values, Jill said she usually preferred to weave culture into the class topics.
She remarked, “I try to weave culture into all of the topics as notes or comments. If | try to teach
only cultural concepts separated, it will look like they are taken out of the context.”

In the rest of Jill’s classes that I observed, she took a more informal approach to fostering
IC by using spontaneous incidents in class to encourage students to consider other perspectives,
share their opinions, and think about why they thought about it in this way. For example, on one
occasion, another instructor came to Jill’s class and offered her a piece of cake. She refused the
cake and then reflected on her own decision to reject it and asked students if this was appropriate
and what they would do in their own country. Discussing this situation likely increased students’
cultural knowledge and provided them with the opportunity to reflect on this situation and
determine how they would approach it from their perspective.

Moreover, the document review of the CLB guidelines revealed that the communicative
approach (Hymes, 1972) was recommended. The observation and interview data also indicated

that instructors were following the CLB guidelines, and the class was mainly based on a
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communicative approach. Approaches to foster IC were planned as in the compare and either
contrast activity, unplanned when incidents occurred in class, or embedded into the task-based
lessons as discussed in the next section.

Embedding the fostering of IC into the task-based curriculum. The observational,
interview and document data revealed that the activities were task-based communicative
activities. Examples of these tasks included banking, renting an apartment, and filling out a job
application. While most instructors and program administrators stated that the LINC program did
not have a mandated curriculum, the instructors could refer to the recommendations and
suggestions in the CLB guidebook. The document review of this guidebook confirmed that this
guidebook was not a curriculum or tied to any specific instructional level. However, tasks that
were consistent with the CLB were recommended. The following excerpt from the guidelines
stated: "Although no instructional method is specified in the implementation of the CLB,
instructional practices should focus on preparing learners to carry out contextualized 'real world'
communicative tasks consistent with the CLB" (CLB, 2012, pg. V). At the beginning of the
guidebook, the competencies listed are grammatical, textual, functional, sociolinguistic, and
strategic competency. According to Caine and Swaine (1980), these sub-competencies are
required to communicate.

The CLB guidebook did not list IC as a competency. In the interview data, all the
instructors mentioned that they were required to address the specific competencies in the CLB
guidebook. Still, they also recognized that they had a lot of flexibility if they met the
requirements set out for them.

For instance, Will referred to the guidelines set forth by the CLB but agreed that he had

flexibility in what he could teach. He remarked:
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In terms of curriculum, there are some guidelines from LINC, but we’re not really tied to

those guidelines. It’s just more of the competencies so as long as we address the

competencies for the Canadian language benchmarks for their level.

The observational data in most of the classes revealed that fostering 1C was not the main
intention of the class but often an unintended outcome from the task-based activities. Students
certainly had opportunities to foster their IC while completing the task-based activities, but this
was not the intended outcome of the activity. For instance, Don focused mainly on preparing
students to complete day-to-day tasks, such as how to behave and act in a job interview, how to
deal with workplace accidents and preparing to obtain a Canadian driver's license. He regularly
introduced these topics by asking students to share their prior experiences related to the topic.
When asked how he fostered IC, Don shared how, by teaching students to act appropriately in
specific situations, he was increasing their awareness and helping them to avoid
miscommunication by providing them with the proper tools to succeed in various contexts in
Canada. He noted:

Having that awareness that | really believe they need some of these things, so we can

avoid cross-cultural communication, miscommunication, and faux pas and taboos, but

also specifically in certain units, | address it [IC] in the small talk unit, the employment
unit. For example, in Canada, people shouldn't ask you how old you are in a job
interview, they shouldn't ask you are you pregnant for a woman. In some countries, those
things are acceptable; it is totally acceptable, so, how can we? Oh, | am sorry I'd rather
not answer that question.

As well, the observational and interview data indicated that in Will's class, there were

many opportunities for students to foster their IC. Still, Will mentioned that this was not his main
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objective. His purpose for putting students in pairs was for linguistic reasons, but he noticed that
they were also learning about one another by talking to one another about their background. Will
remarked:

Well, for one thing, in terms of learning English, it helps them because you know when

they're practicing, it's very tempting if there's someone from the same language

background to just speak in their language so they are forced to speak in English. As for
learning about the other culture, well maybe a little, | would say because they do some
small talk about their background.

Don also frequently put students in pairs, but like Will, he mentioned it was mainly for
linguistic purposes. He reflected on the unplanned outcomes of placing students in pairs, such as
increasing understanding and building cross-cultural friendships. He said:

One maybe small thing, the reasoning for this [fostering IC] was not for this purpose, but

it could produce this purpose/fruit as well. Oftentimes, | will match students up with a

different L1, Arabic speakers with Amharic speakers, or whatever. Now sometimes they

might be both Muslim or orthodox or whatever it is, but oftentimes they may be different
cultures, and so | think that is a small way that we can. | mean, | do it because | don't
want them speaking their first language principally, but another benefit may be that they
are getting to understand and building friendships cross-culturally as well.

Regarding the program administrator participants, after comparing the data from all three
program administrators, | found that they believed that instructors were fostering IC. Still, like
the instructors, they mentioned that opportunities to foster IC were built into the task-based

curriculum; however, they were not intentional objectives. For instance, Oliver said that there
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were plenty of opportunities for cross-cultural communication when students were learning how
to complete day-to-day tasks. He said:

They do [foster IC], but even it means teaching them how to connect with a doctor. |

learned how to take the train, and they were told that the receptionist who was answering

the phone does not have time to do that because the emphasis on communication was to
create repertoire first before you make a request.

While Oliver recognized that the task-based activities offered opportunities for students
to foster their IC, he also admitted that there were areas that were missing in the CLB
curriculum, such as communicating across cultures. He commented: “The whole CLB
curriculum is very rich and is laden with opportunity, but there are some areas that are missing,
the focus on communicating across culture. We don’t have a specific module just on that in
LINC.”

Elaine also agreed that instructors provided opportunities for students to foster 1C through
task-based activities, but fostering IC was not the objective of the program. She clarified that the
students determined what topics would be taught, and while culture was built into the need’s
assessment, it was mostly Canadian culture. Once again, Elaine referred to the main goal of the
LINC program to prepare for the citizenship program. She commented,

The outcomes of the LINC program are providing the language knowledge to the

newcomers, to be able to apply for the citizenship exam, so we are preparing them for

taking the test, preparing them for living in Canada, having the skills to work in Canada
and our main outcome is citizenship. The Portfolio Based Language Assessment, [PBLA]
that is what we use in our... [program] because we do not have a curriculum. That is not

the focus of LINC. We cater to the needs of clients, whatever students need.
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While the class was student-centred and students had a lot of input on what they wanted
to learn, instructors were able to incorporate elements of Canadian culture into the other topics, if
they thought it was necessary. Elaine noted:

The cultural component is built in every single needs assessment that teachers conduct,

and it comes more like Canadian culture, but they can build it in so for example, if they

[students] thought that Canadian culture is not important, so, for example, I would build

that in when | was doing for example workplace culture.

The classroom observation data also revealed that IC were fostered unintentionally and
were not an objective of the LINC program. Cultural immersion, informal conversations during
breaks and activities, and spontaneous incidents may have developed students’ IC.

Community gardens. Community gardens can offer opportunities for students to build a
sense of community with their classmates to share their prior knowledge and learn from other
classmates when growing food. The observational data revealed that students had the opportunity
to foster their IC while contributing to the community garden, although it was not a specific
objective. The program administrators and instructors provided a space for students to contribute
to a community garden that they incorporated into the LINC class. Students had the opportunity
to foster their IC, such as increasing their cultural knowledge about gardening in Canada,
reflecting on the differences between gardening in Canada and their own countries, and engaging
in dialogue with their classmates.

Moreover, the students shared the food they grew with the local community kitchen that
served food to those living in poverty. Connecting students to the local community kitchen
helped increase students' awareness of poverty-related issues. The following blog posting aligns

with the responses from the program administrators and the values of the service provider
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organization in creating an environment of respect, curiosity, open-mindedness, and community.
The blog posting (2018, para 1) illustrated:

While the harvested vegetables can supplement the meals of low-income families, the
gardens will also offer an opportunity for newcomers to learn about gardening in Canada,
get to know each other, work together, and build a sense of community in their new city.
Don shared his students’ participation in various activities. He referred to the community
garden and his students’ enjoyment with this activity, but he did not mention if the main
intention of these activities was to foster their IC. He said:
Some of them are interested in other programs in the community, even from other
providers. Sometimes my students have gone to the Centre for Newcomers to get help
making their resumes. For example, some of the students have gone and taken cooking
classes at the Alex [community centre]. As you say, they are happy to contribute to the
community garden, whether it is cleaning it up, and we planted seeds last year in the peat.
Field trips. Field trips offer opportunities for students to practice their English outside of
the classroom and to learn about the host culture, interact with community members and reflect
on the differences and similarities between their own culture and the host culture. The interview,
observational, and document review indicated that field trips were a regular part of the LINC
class, and these field trips offered opportunities for students to foster their IC. In the interviews,
all four of the instructors spoke about the benefits of taking students on field trips, which allowed
them to apply what they learned in the classroom in real-life situations. For instance, both Don
and Will mentioned that the primary goal of the field trips was for students to apply what they
had learned in the classroom to specific situations or contexts. While there were opportunities for

students to foster their IC on the field trips, this was not the main aim of the field trips. For



example, Don mentioned that his goal was for students to practice what they learned in the
classroom outside, in “real-world” contexts. He illustrated:

Some of my goals have been for them to learn about places in Calgary, you can go
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shopping downtown at TD square, but also when we do the TD square field trips, | want
them to be practicing some of the questions/information we learned in class. So, for
example, if anything on sale today, what is your return policy, can | try this sweater on,
do you have this jacket in a smaller? Those kinds of things. You know sometimes there’s
a direct tie to what we’ve done in the classroom to the field.

In addition to shopping, another instructor, Mr. Bean, shared how she offered a mix of

field trips to her students, based on their interests. For example, she described how students had

the opportunity to learn about Canadian culture, their own culture, Indigenous and African

culture at the local museum. Additionally, students also had the chance to volunteer and help the

community, which could have fostered other IC, such as framing, positioning, reflection, and

action (Sorrells, 2016). Mr. Bean commented:

The Glenbow is interesting. One of my students is Spanish, from Mexico and so she got
really excited about the Frieda display that’s at the Glenbow, so we did that one because
she’s really interested, but I also always take them to the native floor and then we usually
have time to do one more, whatever their interests are and they usually choose African,
so the Glenbow Museum is a really good example of that. The Alex is more about food
because they feed the community.

Moreover, the document review of the program website revealed that the service provider

organization encouraged field trips and that field trips were unique to this specific LINC

program. The blog posting described the benefits of the field trips as exposing students to life in
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Canada outside of the classroom, providing students means to interpret the world around them
and help them integrate into Canadian society. The posting also emphasized the importance of
exposing students to Canadian culture by attending field trips that focus on Canadian culture and
bringing guest speakers from local businesses and influencers into the classroom.

Field Trips: Setting LINC Apart

While the most visible takeaway from LINC is the improved English conversation skills

needed to continue academic studies or find a job, a large part of the LINC curriculum is

focused on teaching students about Canadian culture, the local job market, and local
community resources. Including culture studies in LINC lessons helps students interpret
the new world around them, and more easily integrate into Canadian society, allowing
them to find employment or further studies sooner so that they can achieve their goals.

LINC teachers bring Canadian culture into the classroom in two ways: through in-class

presentations with local businesses and influencers, and monthly or bi-monthly field

trips.

Extra-curricular program activities. The program offered extra-curricular activities in
which students were welcome to join. These activities were optional but provided students with
the opportunities to increase their cultural awareness, share their knowledge, and build
friendships.

Blog. The service provider organization offered opportunities for students and instructors
to foster IC through social media. For instance, in the review of the program documents, a staff
member at the service provider organization created a blog, which was accessible to students,
staff, and instructors at the organization. For six months, I monitored the blog posts for evidence

of opportunities for students and instructors to foster their IC. The document review revealed that
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there were several opportunities for students and instructors to increase their knowledge of
Canadian holidays. For example, there was a post about the upcoming holiday and information
about the holiday. An example of Halloween is posted in the following blog post by someone
working at the organization.

What is Halloween? This popular holiday occurs every year on October 31 — are you

ready?

Introduction

History

Halloween Today Jack o-lantern & other decorations

Costumes

Trick-or-treating

In addition to posts about Canadian holidays, the blog also featured posts about other
cultural celebrations such as Ramadan and Chinese New Year, which provided students,
instructors, and program administrators the opportunity to increase their cultural knowledge
about these celebrations. In the following posting, a student by the name of Bahri wrote the
following posting:

What is Ramadan? Explaining Ramadan to Non-Muslims.

Most people know that Ramadan is a time of fasting for Muslims around the world. But

what do most non-Muslims know beyond that? Not much, it turns out! Here, we explain

some of the important practices and beliefs around this holy month.

Students could also learn about what other students were doing by watching videos of
other students cooking at a community kitchen the service provider organization had established

a partnership with, or by looking at pictures of students participating in activities.
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Festivals. In addition to learning about other cultures by reading informative articles,
watching videos, or looking at pictures, the blog also included information about events
occurring in the city, ranging from the Calgary Stampede, Lunar New Year, and an Eid
celebration. By learning more about the festivities happening in the city, students, program
administrators, and instructors could actively participate in these festivals and activities. Overall,
there appeared to be a mix of various cultures, religious traditions, and cultural festivals featured
on the blog. Hence, the information was presented to the students, program administrators, and
instructors, in which they could increase their cultural awareness and attend the celebrations if
they chose. However, it was debatable to what extent they took advantage of these opportunities.

Community engagement. The service provider organization provided students with
opportunities to volunteer in the community, such as volunteering with the United Way.
Additionally, a section of the blog displayed examples of students who were volunteering in a
community kitchen. These posting included YouTube videos of students sharing recipes from
their home country while using the food they helped grow in the community garden discussed
earlier. The message conveyed is a message of empowerment, by including other cultural
perspectives and valuing their knowledge in addition to providing students with the opportunity
to use their skills and expertise to help those less fortunate. The service provider organization
blogger said:

You're invited to join the service provider organization and the Community Food Centre

THIS FRIDAY for the launch of our new video cookbook! Share in recipes and traditions

from Syria, Bhutan, the Czech Republic, and more, all right here in our community.

Check out the details below.
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The blog postings discussed in the previous sections indicated that students had the
opportunity to read about different cultural holidays, food, and traditions and had opportunities
to participate in the community by volunteering, attending festivals and events, and helping the
less fortunate at a community kitchen. Hence, there appeared to be opportunities for students,
program administrators, and instructors to foster their intercultural knowledge and participate in
opportunities to develop other IC such as dialogue, inquiry, reflection, framing positioning, and
action. Although this was up to the students, program administrators, and instructors to identify
these opportunities and develop these competencies.

Professional development. The interview data revealed that professional development
depended on the instructor’s interests, program needs, and government trends and funding.
Regarding the program administrators’ perspectives on professional development, all the
program administrators agreed that fostering IC was an important topic, and they were open to
providing additional training on this topic. However, they could not always rely on the
government for funding. Elaine shared how she had implemented a professional development
course on cross-cultural communication without the aid of government funding, as it was not the
government’s main priority. It was up to Elaine to provide additional training on IC if she saw
the need for it. She commented:

The Canadian government does not want to support that, so our funder, the professional

development was, the new trends last year were, for example, PBLA, portfolio-based

language assessment, and mental health, so intercultural training. | do the training; |
provided the training. | brought Matt Adolph for workplace culture, so | did the training.

So, we do provide training, but the way we do it, it’s not like the Canadian government is
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going to provide this training, so they provide PBLA, this is what they fund us for, but we
kind of incorporate that. If | see the needs, | will bring, for example, Matt.

Oliver added that instructors could benefit from additional training in fostering IC, stating
that while instructors included elements of culture and promoted dialogue, which he believed
was the core of understanding cultures, they could benefit from training on racism and
discrimination to increase their awareness of issues that may arise. It was evident that Oliver
valued the teaching staff and was open to training on IC. He stated:

They [the government] support professional development. Some of it we take care of on

our own, our teachers will sometimes attend evening professional development. Whereas

intercultural competence, there’s never been a time that it’s not been timely and that
might be creating our blind spot because the way the teachers talk, they include culture,
they include elements of food in the home culture and I believe that’s the core of
understanding cultures and promoting the dialogue. I just met with XX as well, and we
were talking about the possibility of bringing full-day training on racism and
discrimination for the teachers. That’s one of their PD days because once we make the
teacher cohort much more aware of issues. We have an amazing group of teachers. That’s
what creates an exclusionary status for this organization.

Concerning the instructor participants, all four instructors thought that the current
professional development sessions were beneficial. Still, most instructors felt as though topics
related explicitly to fostering IC or an aspect of culture would be helpful. Like Elaine, Mr. Bean
connected the limited professional development sessions in IC with a lack of funding. Hence,
professional development was mainly informal, and it was the responsibility of the instructor to

pursue professional development opportunities either through their colleagues or on their own.
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Mr. Bean said that instructors sought out support from one another, to gain an understanding of
how to deal with difficulties related to culture. She also referred to the benefits of conferences
and attending sessions related to IC if one was interested. She commented:

| think that the LINC program does try to provide professional development when it

comes to culture, but I think they don’t often have the funds for it to be honest, so I think

they try. I think teachers mostly get ways of dealing with difficulties that can be related to

culture by talking to other teachers, mostly support from others. We do have PD sessions,

and if you go to conferences, they do have sessions on culture and that kind of thing so

you can find more education on it if that interests you, you definitely can find the

strategies to deal with it.

Don also expressed a need for additional support in dealing with cross-cultural conflicts.
He stated:

Maybe just how to deal with intercultural conflict. I don't feel necessarily super skilled in

this area. We have great coordinators here, great support staff, administration, and I'm

seeing some wonderful ways they have diffused potential conflict bombs, you know it's

been wonderful, but I think that would be a challenge that | am not necessarily strongly

equipped for. How to diffuse potential conflicts in the classroom, intercultural or

otherwise.

Jill expressed an interest in specific training on intercultural communication and, like
Will, wanted more training on combining real-life tasks with an intercultural component, such as
cross-cultural communication. Jill stated:

Yeah, if there was something or cross-cultural communication, like more scenarios, more

role-plays. | would appreciate real-life tasks connected to cross-cultural communication,
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so for example, similar to the lesson | had, but more examples with different levels so
like for example, comments at work, addressing somebody at work. Even simple things,
like a snapshot of real-life miscommunication, would be great. You know I don’t have to
create it.

The data revealed that professional development in IC was mainly informal. While the
majority of the instructors and program administrators thought formal IC training would be
beneficial, funding was an obstacle. | elaborate more on the challenges in the following section.
Research Question 3: Challenges in Fostering Intercultural Competencies

The third research question asked what challenges students, instructors, and program
administrators faced in fostering IC. After | went through my transcripts and codes, | conducted
a cross comparative analysis of each transcript to look for patterns. The four findings that
emerged from the analysis of the findings were divided into four categories: (a) language, (b)
time limitations, (c) knowledge and (d) resources.

Language. Language can be a vehicle in facilitating intercultural interactions and
fostering IC. The majority of students indicated that their limited language skills affected their
ability to interact and have an effective interaction with someone from a different culture. Suman
spoke about his challenges in understanding native speakers because of their use of idioms and
expressions, which likely prevented him from learning more about them and Canadian culture.
He commented:

Yes, | find it challenging because the young people are Canadian peoples. They speak

very fast, and they use the different idioms and various expressions, slang, and | say

what? They don't understand my speaking, and I don't understand their speaking.
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Eve spoke about the added challenge of speaking English as a lingua franca and the
difficulties of understanding her classmates’ English because of their accents. This limited her in
carrying on a conversation, which may have offered her more opportunities to further her
cultural knowledge and build friendships. She stated:

Yeah, we have classmates from a different culture, and you felt the conversation went

well, but with the accent, it is very hard to hear what he said in English because he speaks

English, but he says it like Urdu.

Catarina shared how she and her classmates’ conversations were limited because of their
limited English skills. She remarked, “I can understand many, Kenya, many countries, but they
speak a little bit of English. | speak a little bit English; we speak about only the things
necessary.”

Some students spoke about the importance of developing strategies to overcome
linguistic challenges. For instance, Juan was aware of his limited language skills but shared
strategies that would increase his understanding. He commented:

In all [of] the situation. In the confidence [in confidence], | try to talk about Canadian
culture, Indian food, Ukrainian festival, something like that, it is part of the confidence, and this
is the challenge, you know. When | try to open the door, well | try to talk to you, maybe you
don't understand me, maybe I don’t understand you, but you can give me an example, I can give
you an example, maybe start with some words.

Suman referred to the importance of getting involved in the community and making
friends, despite not being able to understand people all the time. Getting involved in the
community would help him feel less inferior. He commented:

Researcher: Is it just related to language?
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Suman: No, just cultural things also. Like I have to get involved in some community

programs, | have to make friends with my neighbours, and | have to keep contact with

many many people, like the co-workers. Rather than being in isolation, being in
frustrations, means rather making myself as inferior. I should speak out with the people.

Time limitations. Most program administrators said that time was a factor in
implementing structured approaches to foster IC. For example, Oliver spoke about the time
allotted by the program, placing the responsibility of the teacher in implementing aspects of
intercultural dialogue. He remarked, "They're guided by the time allotted and delivering that
curriculum, and it is then the responsibility of the teacher to bring in aspects of intercultural
dialogue."

While Elaine initially focused on the limited funding as a barrier to offering more training
in fostering IC, she mentioned that even if she did have the funding for the resources, time would
still be a factor. She commented: "Let's say, | have books, but I can't keep people outside, like
during their working hours, outside their working hours to be trained, | can't do that."”

My analysis showed that time was a challenge, as indicated by some instructors. For
instance, Mr. Bean noted that, if she had more time, she would include more specific approaches
related to soft skills and strategy development. She referred to what they currently teach as basic
skills. She commented:

No, I think the resources are all there, it just takes time to find things right. I think if | had

more space in the curriculum, I would add more strategy development or soft skills like

I'd spend more time on that, like responding to others, how we get along with others, how

we react to others, that kind of information, but we just don't have time to do that in the

curriculum, so we do the basic things like we do small talk and interrupting and leave-
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taking and meeting new people and appropriate topics for small talk, those kinds of
things, but we don't have a lot of time in the curriculum.

Jill pointed out that the demands of the PBLA assessment were high, which is time
consuming, especially for a new teacher who is just learning. She commented:

You have to do a lot of things to accommodate the PBLA assessment as a teacher, and if

you are new, it could be overwhelming. I have been working on it for more than ten

years, and they change constantly, so we make it more and more advanced, like at the
beginning they were not strict and they actually told us what kind of language we can use
for assessment so successful, not there yet, almost there, and not there yet is something
that came from the organization. I don't mind, so | always have to align my assessment
with the recommendations.

Resources. A lack of resources was a challenge for some instructors. For example, Jill
expressed the need for more level-appropriate resources on integrating real-life tasks and cross-
cultural communication, which would alleviate the time she spent searching for resources on her
own. She asserted:

| would appreciate real-life tasks connected to cross-cultural communication, so for

example, similar to the lesson | had, but more examples with different levels so like for

example, comments at work, addressing somebody at work. Even simple things, like a

snapshot of real-life miscommunication, would be great. You know I don’t have to create

it; I will have some kind of... Right now, I am creating and looking. I don’t even know if
some of my colleagues know about these videos. | found them. I was like, oh my gosh.

Knowledge. Lack of knowledge was another challenge that some of the instructors

brought up. For example, Don shared how he did not have the skills to deal with intercultural
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conflict in dealing with students who were not open to learning about other cultures and were
against certain cultures. He commented:

Maybe just how to deal with intercultural conflict. I don't feel necessarily super skilled in

this area. We have great coordinators here, great support staff, administration, and I'm

seeing some wonderful ways they have diffused potential conflict bombs, you know it's

been wonderful, but I think that would be a challenge that | am not necessarily strongly
equipped for. How to diffuse potential conflicts in the classroom, intercultural or
otherwise. | guess it's just, and again this is tied to intercultural conflicts, but just people's

personal attitudes that are rigid and they are unchangeable. For example, I've had a

Palestinian student in my class that did not like Jewish people; he was very open about

that. I use the word juice one time in class, and he said, where are the Jews, kind of half-

joking, and so | understand.

Knowledge of how to assess tasks related to IC and the task-based lessons was another
challenge that came up. For instance, Will discussed the difficulties he had in developing
activities that connected culture and real-world tasks. He shared an example of where he tried to
increase students’ cultural awareness by introducing a lesson on building an igloo for a lesson on
Indigenous people but received feedback from his colleague questioning the applicability of this
task to real life. He recalled:

| remember | gave them, well | was teaching them about the Indigenous people, and there

was some activity that I gave where | showed them a video about how to build an igloo

so because you are studying about the Inuit and so | gave the activity where they had

pictures, and they had the instructions and tried to arrange in the right order. So, | had a

colleague looking at it and said, how is this real life?
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Will also spoke about the challenges of assessing an activity that taught students about
culture but applied to real life. He stated:

| had to try to find something based on what | taught to assess them, so yeah, that was a

bit tricky. That balance right, teaching them culture, but still making it applicable to real

life. It's a bit challenging.

David, the program supervisor, also referred to the role of assessment due to the PBLA
mandate. He questioned how to combine a task-based activity with an intercultural component
and assess this task. He asserted:

The challenge is, and | totally agree with that, is working that into a real-world task.

That's the hard part because we are mandated to teach the system of PBLA. It would be

hard to create a module called that because what is the real-world task. You have to be

able to assess it somehow, right, but it's hard to build it in, so I think it becomes a side
note that's not reported? | think it's like it's the last half hour of the day, free talk or
something like that. I am pretty sure because it is definitely talked about in class; it is just
how does it fit into the curriculum; it is hard.

Summary

In this chapter, I answered the following research questions: 1. How are IC perceived in a
LINC program? 2. How are IC fostered in a LINC program? and 3. What challenges do students,
instructors, and program administrators face in fostering IC? Three main findings emerged from
analyzing the data from research question one: students, instructors, and program administrators
perceived attitudes such as respect, curiosity, and open-mindedness for all three groups of
participants. As well, some of the instructors and program administrators perceived cultural

humility as an IC.
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Secondly, students, instructors, and program administrators perceived IC as comprised of
skills. For students, the skills category consisted of (a) adaptability, (b) language, and (c) social
interactions. Instructors viewed skills as (a) social interactions, (b) adaptation, (c) listening, (d)
language, and (e) reflection. The program administrators perceived skills in terms of (a) social
interactions, (b) adaptability, (c) patience, (d) listening, and (e) reflection. Additionally,
instructors and program administrators viewed IC as (a) prior knowledge of the host culture and
other cultures.

Interestingly, while the instructors and program administrators perceived IC quite
similarly, the one difference was that patience was perceived as an IC by the majority of program
administrators as opposed to the instructors. The findings for the second research question are
divided into four categories: (a) environment, (b) classroom activities, (c) extra-curricular
activities, and (d) professional development. The first category that emerged from the analysis of
the data was the environment in which both the classroom environment and the overall
environment was inclusive and promoted a community which helped students feel comfortable
and encouraged them to foster IC by engaging in dialogue with their classmates and community
members. Instructors and program administrators cultivated an inclusive and welcoming
environment that helped students to foster their IC. The instructor interview data and
observational data indicated that the majority of the instructors asked students to compare and
contrast their cultures with one another's and Canadian culture. Additionally, observational,
interview data and document review indicated that the LINC class was based on a task-based
curriculum mandated by the Canadian government. The observational data showed that
opportunities to foster IC were integrated into the task-based activities.

Observational and interview data revealed that topics related to culture focused on food,
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clothing, customs and holidays, and more sensitive topics such as religion and politics were
typically not a part of the curriculum. Instead, they were addressed on an individual basis. The
program administrators agreed that these were sensitive topics, and these topics were not
included in the lessons but addressed informally. The instructor participants had mixed
perspectives on whether these topics should be discussed in class. Still, most instructor
participants agreed that some students would bring these topics up, and they should be prepared
to address their students' questions. Some student participants had mixed views on whether these
topics should be a part of the LINC class.

Under the theme extra-curricular activities, the program offered opportunities for students
and staft to foster IC through the service provider organization blog, which displayed articles
about Canadian holidays, as well as holidays from other countries. Thus, students could increase
their cultural knowledge about different cultures by reading about them. The blog also provided
names and dates of festivals that students could attend, as well as facilitated opportunities for
students to volunteer at a community kitchen. Hence, students had the opportunity to engage in
experiential learning and foster IC such as inquiry, framing, positioning, dialogue, action, and
reflection (Sorrells, 2016), but it was mainly up to the students to take advantage of these
opportunities.

Professional development related to fostering IC was limited to one formal session on
intercultural communication. Instead, it was mainly informal, which included instructor
collaboration, instructors, and program administrators searching for information on their own
and fostering their IC.

Lastly, concerning the third research question, what challenges do students, instructors,

and program administrators face in fostering IC; challenges were different for students but
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similar for program administrators and instructors. For students, the main challenge was
language, and the instructors and program administrators identified (a) resources, (b) time, and
(c) knowledge as significant challenges to fostering IC.

Now that I have gained an understanding of students, instructors, and program
administrators’ perspectives of IC, how IC are fostered, and the challenges that are faced in
fostering IC, it is important to look deeper into the findings. In chapter five, I will delve into this

further in my analysis and interpretation of the findings.
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CHAPTER FIVE: ANALYSIS AND DISCUSSION
Overview

In the previous chapter, | reported the findings. In this chapter, | explore them further to
develop a more comprehensive understanding of the results. This chapter is divided into three
sections to address the findings from the three research questions. First, | provide a summary of
my findings; then, I relate my findings to my conceptual framework. Last, | discuss my findings
in comparison to other research studies and theoretical literature.

Summary of Findings

With my first research question, | aimed to discover how students, instructors, and
program administrators perceived IC in a beginner-level LINC program. | derived the categories
from reviewing each interview, observing classes, reviewing documents, and then comparing the
data sets. Patterns emerged from the cross-comparative analysis (Glaser & Strauss, 1967) of the
data. The analysis of the findings from the first research question was divided into three
categories, which included: (a) attitudes, (b) skills, and (c) knowledge.

The second research question asked was how IC were fostered. Four main findings were
identified: (a) environment, (b) classroom activities, (c) extra-curricular activities, and (d)
professional development.

As for the third research question, four categories emerged from the findings, which
included: (a) language, (b) resources, (c) time, and (d) knowledge. In the next section, | discuss

my findings in relation to my conceptual framework.
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Conceptual Framework in Connection with the Findings

In this section, I discuss the analysis of the findings in relation to my conceptual
framework that encompasses the intercultural praxis model (Sorrells & Nakayama, 2008) and
experiential learning principles (Dewey, 1938; Jarvis, 1987).

In the intercultural praxis model, inquiry is a “willingness to know, to ask, to find out,
and to learn.” (Sorrells, 2016, p. 17). The student participants in my study met the criteria
mentioned above. For example, in the interviews, the students’ enthusiasm to learn about other
cultures was clear in the stories they shared about their interactions and conversations with their
peers, colleagues, and neighbours.

Moreover, all students spoke about the importance of building friendships with people
from diverse cultures. According to Sorrells (2016), forming and sustaining intercultural
friendships requires curiosity about one another, a willingness to learn about cultural and
religious differences and histories, as well as differences in standpoints and positions. In Juan’s
case, one of my student participants, he invited his classmates over for a barbeque, and he may
have become more open-minded because of his willingness to learn about his classmates’
perspectives and cultural differences.

The instructor participants in my study also displayed characteristics of curious inquiry.
They expressed an interest in their students’ backgrounds and prior experiences by inviting them
to share their experiences and cultural backgrounds with the class. They also cultivated curious
inquiry by putting their students in pairs and groups with classmates from diverse cultures and
encouraged them to discuss their cultures with one another and asked each other questions.

Furthermore, the program administrators encouraged curious inquiry by supporting the

implementation of a program blog. This blog provided students, instructors, and others working
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at the service provider organization with the opportunity to learn about other cultures and share
their own culture with others.

Overall, the in-class and out of class activities were conducive to cultivating curious
inquiry, and students appeared to be motivated outside of class to engage in curious inquiry by
approaching people at the park, work, and attending events. According to Sorrells (2016),
“engaging in intercultural praxis requires the ability to recognize the frames of reference that
allow for and limit our view and experience of the world” (p. 224). She also posited that one
must have the ability to analyze intercultural misunderstandings and conflicts from micro, meso,
and macro levels. Students in my study shared examples of intercultural interactions and
misunderstandings, and they also viewed the situation from their frames of reference. As |
described in the previous chapter, Eve received an adverse reaction from a classmate from
Canada because she was not wearing a hijab. By applying my framework to Eve’s situation, we
can infer that she was viewing the situation from what she assumed he thought, but she did not
go into depth. She commented:

This is what his mom and his culture said to him, and this is what my culture said. His

culture is good, and my culture is not good, maybe, but it's culture, and it's old, and you

can't change it.

They had both missed an opportunity to get to know more about one another by not
speaking to each other. The way Eve dressed did not align with the other student’s preconceived
notion of Arabic women and Eve had developed what is referred to in the literature as an “us vs.
them” way of thinking (Ting-Toomey & Oetzel, 2013).

Moreover, Eve’s interaction with her classmate and her reflection on the situation is an

example of experiential learning. According to Jarvis (2010), individuals can have two types of
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experiences: a primary one in which the experience is direct and a secondary one that is taught
by a teacher or the media. Furthermore, Jarvis contended that experience involves being
conscious of the world, being aware of the specific situation, and knowing that we are having an
experience. An individual can choose to reject the situation. As Eve spoke about the situation, it
was evident that she was conscious of her experience, and she had learned that not everyone
would support her choice not to wear a hijab. It is important to consider Jarvis’s interpretation of
primary experiences and when one chooses to reject or accept a new learning opportunity
consciously. While Eve may have learned that everyone would not agree with her choice not to
wear a hijab, she could have learned more if she had opened herself up to understanding why her
classmate reacted the way he did instead of assuming what he thought.

According to Sorrells (2016), positioning is an IC, and one must have the ability to
challenge dominant views and power. In the interviews, some students shared examples, which
showed that they had reflected on their position in relation to others. Positioning was evident in
the above example with Eve as she concluded that her culture might not be as good as Canadian
culture, but she did not appear to question why she thought this way. It is important to consider
Eve’s situation from a positioning perspective because it shows how people do not always think
their culture is equal.

Suman also reflected on his position as a factory worker in Canada, comparing it to his
former occupation as a professor in Nepal. According to Sorrells (2016), one's positionality can
change based on their location. In Suman's situation, his position in a higher position as a
professor in Nepal had changed to a lower position as a factory worker in Canada. Examining
Suman's situation from a positioning perspective, Suman had accepted his position in Canada.

Instead of questioning why his knowledge did not count as a professor in Canada, he had
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trivialized his knowledge and language. He perceived himself as inferior because he was not
proficient in English and his way of thinking was different. Applying Sorrell's (2016)
interpretation of positioning as an IC to Suman's situation, he would need to question why his
knowledge did not count in Canada and why he should be the only one to change his way of
thinking and speaking. By doing this, he would be developing positioning as an IC.

In the classroom activities, developing positioning as an IC was not evident in the
analysis of the observation, document review, or interview data. While students were encouraged
to share their perspectives, values, traditions, and to refuse to adopt cultural practices if they did
not agree with them, the activities that the instructors designed and implemented did not allow
students to question dominant views and ways of knowing. This may have been because they did
not feel comfortable challenging dominant views or because instructors did not feel prepared or
confident in bringing up these conversations. Furthermore, these types of activities take a lot of
critical thinking, which students or instructors may not be prepared to undertake for a variety of
reasons. For instance, Hawkins and Norton (2009) argued that many second language instructors
do not include components that encourage critical thinking in their classes because of resistance
and political sanctions from students, instructors, and program administrators and institutions. In
my study, the instructors and program administrators implied that resistance was a reason why
they did not bring up topics such as religion, politics, or sexual orientation. However, if they had
brought up these topics, it may have encouraged their students to think critically. As David, a
participant, mentioned, “some students are not open-minded.” Additionally, Elaine, the program
manager, said, “some of my instructors are quite resistant [for example] ... we had a presentation

from the LBTGQ group, and I had two instructors say they didn’t want to bring their students.”
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While asking students to question what knowledge and whose knowledge is privileged
takes a lot of time, confidence and critical reflection, several researchers have argued that
intercultural and language education should allow students to critically analyze their cultures and
the power imbalances between them (Dervin, 2010; Freire, 1970; Holliday, 2010; Pessoa &
Freitas, 2009; Sorrells, 2016). Moreover, Kubota (2014) contended that teachers should ensure
that they include multiple perspectives and develop critical thinking based on rationality and fair
judgment in both planned and spontaneous classroom discussions. Hence, this requires
instructors to ensure that they are continuously engaging in reflexivity to take note of their biases
and assumptions.

Dialogue is also an instrumental part of the intercultural praxis model (Sorrells &
Nakagawa, 2008). According to Sorrells (2016), the process of dialogue invites us to “creatively
engage in ways of thinking and being that are different from their own, stretching ourselves to
reach across and to exceed our grasp-to imagine experience” (p. 22). Moreover, experiential
learning includes action and reflection, which requires dialogue with oneself and others.

Although students seemed open to learning about diverse ways of thinking by talking to
others, their language proficiency was the main obstacle in initiating and carrying on a
conversation with someone in English and forming a connection. The instructors and program
administrators provided many opportunities for students to engage in dialogue with one another
through the classroom activities and out of classroom activities. They also spoke about the
importance of engaging in dialogue to learn more about one another.

For example, Elaine spoke about the importance of listening and suspending judgement,
which concurs with Bohm’s (1996) view that the primary aim of dialogue is to suspend one’s

opinions and look at the opinions of others. As well, several instructors and program
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administrators spoke about the importance of being open-minded when engaging in these
conversations, aligning with Bohm’s (1996) view that one must look to the opinions of others,
which requires one to be open to diverse perspectives.

Students also engaged in dialogue with other students during their breaks, during lunch,
and after class. Ah Ya, a student participant gave an example of learning about the role of
females in her Syrian classmates’ culture and deciding that she did not agree with their culture.
This shows that she had engaged in dialogue with her classmates and opened herself up to
learning about her classmates’ perspectives and cultural beliefs. Sorrells (2016) argued that when
one engages in dialogue with someone, they step out of their comfort zones to engage with
diverse perspectives and beliefs while accepting that they do not fully agree with them or
understand them. Viewing Ah Ya’s situation from a dialogue intercultural praxis perspective, Ah
Ya chose to engage in a conversation with her classmates where she may not have felt
comfortable, but in doing so, she learned about the differences between the roles of females in
her culture compared to Syrian culture.

However, while it is undoubtedly important to engage in dialogue and step out of one’s
comfort zone, Sorrells (2016) does not refer to the role of language, which can influence the
direction the conversation takes or if the conversation takes place at all. While students had the
desire to engage in dialogue with others, many expressed frustrations that their language skills
limited their interactions and conversations.

Another critical part of experiential learning is reflection (Dewey, 1938; Jarvis, 1987).
Similarly, the intercultural praxis model also includes reflection as an IC (Sorrells & Nakagawa,
2008). Sorrells (2016) argued that reflection is necessary for one to start and maintain a

conversation with someone and reflection informs action. The majority of instructors perceived
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reflection as an IC and described the importance of self-reflection in learning, growing, and
changing. Regarding experiential learning, David, a program administrator participant, spoke
about the importance of learning by experience, sharing Jarvis’s (1987) view that reflecting on
one's experience was a critical process in learning from the situation and adapting one's
behaviour based on their reflection of the situation.

In the classroom, the instructors incorporated opportunities for students to reflect by
writing about their weekend experiences and comparing their cultures with one another’s and
Canadian culture. By writing about their weekend experiences, students had the opportunity to
reflect on an experience, evaluate it, and adapt their behaviour based on the experience.
However, in the classroom observations, document review and interviews, critical reflection of
specific experiences or oneself was not a regular practice.

Some of the instructors relied on spontaneous situations that occurred in class to increase
student's cultural awareness and encourage them to reflect. As discussed, in Chapter Four, Jill
reflected on her own decision to refuse a piece of cake offered to her by another instructor and
encouraged students to inquire about the situation, reflect on it, and then invited her students to
share their reflections. Her decision to discuss the situation and ask students how they would
react supports Dewey's (1938) argument "that an educator should know how to utilize the
surroundings, physical and social, that exist, so they contribute to building up experiences that
are worthwhile" (p. 40). In this case, Jill was taking the responsibility to help students reflect on
a situation that they may have otherwise not thought about. However, while it can be beneficial
to draw on incidental moments, Leask and Carroll (2011) argued that classroom activities to

promote intercultural learning should be a regular part of the curriculum and purposeful.
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According to Sorrells (2016), inquiry, framing, positioning, dialogue, and reflection
inform everyday action. Intercultural praxis is “the joining of knowledge, skills, and attitudes
with responsible action in the world to create a more socially just, equitable and peaceful world”
(Sorrells, 2016, p. 23). Furthermore, Jarvis (2010) posited that a person learns from primary and
secondary experiences, and they construct their experiences from social interactions. The data
from my study indicated that many of the participants were learning through their primary and
secondary experiences.

For instance, David, a program administrator, shared how he engaged in experiential
learning when he was living in Korea. He described how he learned by making mistakes,
reflected on the situation, and changed his behaviour the next time. David's approach to learning
by making mistakes, reflecting on the situation, and changing his behaviour the next time aligns
with Schon's (1994) idea of reflection in action. David encouraged his students to take the same
approach in their daily lives. He also said that the instructors built experiential learning into their
classes, by doing learning reflections every week, which provided them with an opportunity to
reflect on what they learned in class and outside. | noticed in the classroom observations. David
also encouraged his students to take the same approach in their daily lives. He also said that the
instructors built experiential learning into their classes by doing learning reflections every week,
which provided them with an opportunity to reflect on what they learned in class and outside.

In this section, | discussed the findings in relation to my conceptual framework: the
intercultural praxis model (Sorrells & Nakayama, 2008) and experiential learning principles
(Dewey, 1938; Jarvis, 2010). Next, | discuss my findings with the theoretical literature and prior

studies.
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Discussion Related to the Literature

As discussed in the literature review, IC is ambiguous, and therefore not easily
conceptualized. A pattern that emerged from the cross-comparative analysis of the data was that
most of the instructors either had not thought about IC a lot or were unsure of what the term
meant. The responses from the participants in my study concur with findings in other studies that
instructors do not easily define IC or given due attention (Guo et al., 2009; Moeller & Nugent,
2014; Perry & Southwell, 2011; Young & Sachdev, 2011). Hence, if instructors do not give a lot
of thought to what IC means and how these competencies can be fostered, then this may affect
what activities are designed and implemented to foster IC or if activities are implemented at all.

Additionally, how instructors conceptualize IC can affect the type of activities they
develop to foster IC. There are a few explanations for why IC was not at the forefront of
instructors’ minds. First, there is still a lack of understanding among teachers for the significance
of IC and its relationship to linguistic competence (Byram, 2014). Hence, while the majority of
instructors agreed that specific objectives to foster IC would benefit students and themselves,
including IC as an objective was not a priority.

Most program administrators were familiar with the term, likely because they had
extensive background knowledge due to their educational background, interest in the topic, and
lived experiences. These factors may have contributed to their willingness to learn about their
instructors and students' cultural backgrounds and encouraged them to share their cultural
practices with others. The role of program administrators is critical in creating an environment
that is welcoming and inclusive. How they perceive IC and envision their program can have an

impact on the students, instructors, and overall atmosphere of the program.
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Cherkowski and Ragoonaden (2016) argued that motivating teachers and students to
embrace diversity should be an essential aspect of a leader’s system. Educational leaders should
work towards fostering their IC so they can relate to their colleagues and students, recognizing
and working with values, beliefs, and practices for shaping inclusive education (Cherkowski &
Ragoonaden, 2016).

As the population of the LINC program consists of students and often instructors from
diverse cultures, there are already opportunities to learn more from one another. However, while
intercultural contact can increase opportunities to compare cultures and engage in a conversation,
mere contact is not enough to foster IC.

Program administrators should be aware of their assumptions and be willing to
challenge their assumptions and question how their beliefs can affect their practices and the
overall culture of the organization. Additionally, they can also examine the policies of the LINC
program and consider how these policies align with their perspectives.

Furthermore, program administrators should be prepared to provide instructors with the
tools that help them to engage in self-reflection and strategies to prepare students to interact in a
variety of situations and reflect on these situations. After conducting a review of the global
leadership and expatriation literature, Bird, Mendenhall, Stevens, and Oddou (2009) asserted that
the lack of an integrative framework that provides direction regarding IC and assessment had
been a hindrance to organizations. This lack of guidance from social science forces practitioners
to wonder continuously what competencies they should build upon. Bird et al.'s (2009) argument
could apply to the program administrators, instructors, and policymakers of the LINC program in

the importance of having a framework that they can use to develop IC activities. They could be
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questioning what competencies should be included and how do they assess an IC program or
tasks-specific to fostering IC.

Concerning the student participants in my study, most of them were able to define the
term, and when they were not, it may have been because of their linguistic abilities. Their
responses are similar to Zlomislic, Gverijeri, and Bugaric's (2016) findings of students'
perceptions of IC. They found that students were not familiar with the term and did not possess
more extensive knowledge of the subject, concluding that their lack of knowledge could be
because there was not a policy that included intercultural education courses. In my study,
fostering 1C was also not an explicit objective of the LINC program, and it was not included in
the CLB guidebook. Perhaps if it were a specific objective of the program, students would have
been more familiar with the term and may have heard it in English. However, the difference in
my study and Zlomislic et al.'s (2016) study is that my student participants were not interviewed
in their first language, which may have affected their understanding of the term. Thus, it is also
essential to consider the linguistic ability of my student participants as well as their culture and
educational backgrounds.

Another explanation is that my participants may have understood IC as another term. For

intercultural effectiveness,

example, words such as "global citizenship, cultural intelligence,"
"cross-cultural competence,” and "intercultural sensitivity" are often used interchangeably with
IC. Furthermore, the use of the term depends on the discipline, the context and the approach
(Deardorff, 2015). One student participant, Suman, may have understood the term IC because he

had extensive background knowledge of the concept as he had learned about the concept of IC in

his anthropology class and as a professor in his home country. A combination of his exposure to
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the term, his ability to communicate his views in English, and his interest in the concept could
have influenced his response.

Several languages and intercultural educators (Byram, 1997; Deardorff, 2006; Dervin,
2010; Sorrells, 2016) share my participants' perspectives of IC as being curious, open-minded,
and respectful. Moreover, open-mindedness, curiosity, and respect are included in several
Western IC models (Byram, 1997; Deardorff, 2006; Sorrells & Nakayama, 2008) and non-
Western models (Ting-Toomey & Kurogi, 1998). Furthermore, Deardorff (2006) argued that for
other IC to be developed attitudes of openness, curiosity, and respect are necessary. In my study,
when my participants spoke about curiosity, open-mindedness, and respect as IC, they shared
how these attitudes often led to their interactions and helped foster their relationships.

Interestingly, most instructors in my study perceived qualities of cultural humility as an
IC, which was not consistent with other studies on instructors’ perspectives of IC (Bickley et al.,
2014; Estaji & Rahimi, 2018; Young et al., 2011). For example, some instructors spoke about the
importance of reflecting on one's position and ensuring that one's attitude was not ethnocentric
which would destroy relationships and prevent conversations from occurring. Their perspectives
echo Sorrells' (2016) view that attitudes of ethnocentrism will likely end any effective
intercultural communication. The two instructors who spoke about ethnocentrism were from
Canada and were possibly more aware of their dominant position as white native speakers and
the influence their attitudes could have on students.

The responses suggest that while instructors were undoubtedly aware of their position
and the importance of reflecting on one's positionality, asking students to reflect on their position

and challenge dominant views was not part of their practice. This may have been because they
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did not want to cause controversy; they did not feel prepared to bring up these conversations or
think that it was a priority of the LINC class, as discussed previously.

The reality of power imbalances that occur in intercultural interaction is evident in the
literature (Dervin &; Hawkins & Norton, 2009; Nakayama & Halualini, 2010; Sorrells, 2016).
Oliver, a program director, shared these scholars’ view of the reality of power imbalances in
intercultural interactions. However, while Oliver acknowledged these power imbalances, he did
not discuss the importance of challenging these hierarchies and power imbalances. This may be
because he did not have the resources or support to inquire about the current LINC curriculum,
the CLB policies, and train instructors to provide students with the skills to engage in
challenging power imbalances and questioning dominant views. Bustamante, Nelson and
Onwuegbuzie (2009) asserted that to examine these organizational structures effectively and to
determine the inclusiveness of school's policies, programs, and practices, school leaders might
need more organizational assessment tools and preparation to guide them in this type of inquiry.

Several intercultural educators have stated that students should be encouraged to
challenge hierarchies and power imbalances (Dervin,2016; Hawkins & Norton, 2009; Nakayama
& Halualini, 2010; Sorrells, 2016). To foster critical awareness in their class, instructors and
program administrators need to reflect on their own identities and positionalities (Hawkins &
Norton, 2009). Hence, instructors and program administrators need to take the time and effort to
foster their critical awareness first so that they can model it to their students.

In my study, the instructors engaged in reflection, which led them to reflect on their
ethnocentric views and challenge their beliefs. Their actions relate to instructors in Guo et al.'s
(2009) study. The instructors' views on the importance of reflection corroborate with several

intercultural communication and language educators who argued in the importance of engaging
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in self-reflection to examine one's assumptions and biases and to look beyond one's frames of
references (Byram, 1997, Byram & Wagner, 2018; Sorrells, 2016). Moreover, several
researchers (Barrett et al., 2013; Dewey, 1938; Leung & Scarino, 2016; Sorrells, 2016) argued
that the role of instructors in providing time and space for reflective thinking and critical
awareness is crucial.

While there did not appear to be a lot of facilitated time for reflective thinking and critical
awareness in the class, students shared examples of when they reflected either at work or in
class. For example, as indicated by Roman, who said after the lesson on values and beliefs, he
went home and thought about why he was in Canada, or Suman, who reflected on the
hierarchical structures at his current workplace compared to Nepal when he saw a manager
picking up garbage. Both Roman and Suman's examples of reflection support the argument that
the lack of sufficient language proficiency does not prevent the internalization of cultural
perspectives; it only hinders the ability to communicate them in the target language (American
Council on the Teaching of Foreign Languages, 2017). Hence, the language proficiency of the
students should not be a deterrent to an instructor's implementation of activities to encourage
critical reflection in their classes. Reflection involves interpretation, which explores the diversity
of interpretations, assumptions, perspectives, positions, expectations, and judgments, and
includes reflexivity that turns one's own experience into an object of critical examination (Leung
& Scarino, 2016)

Knowledge of the host culture appears in many definitions of IC (Byram, 1997;
Deardorff, 2006). In my study, the instructors' perspectives of knowledge of the host culture as
an IC is consistent with other ESL and EFL instructors' perceptions of IC (Abe & Whitelaw,

2015; Bickley et al., 2014; Estaji & Rahimi, 2018). The teacher's role in providing students with
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the knowledge of the language in socially and culturally appropriate ways is one of the indicators
of communicative competence (Barany, 2016). However, intercultural communicative
competence goes beyond communicative competence and includes learning to deal with cultural
differences, unfamiliarity, and incompatibility (Barany, 2016). Students need to have knowledge
of the host culture, but also knowledge of the multitude of other cultures they are in contact with
in and out of the classroom.

According to Nieto and Booth (2010), educators must be aware of students with different
worldviews that they may meet in the classroom and work towards understanding their diverse
backgrounds. In my study, the instructors’ motivation to learn about their students’ cultural
backgrounds was different from the findings from earlier studies (Bickley et al., 2014; Young &
Sachdev, 2011). One explanation as to why instructors recognized the importance of acquiring
background knowledge of another culture to facilitate positive social interactions might have
been because of their prior intercultural experiences, and they may have been able to relate to
their students’ experiences and challenges. Zhang (2017) argued that instructors’ experiences in
intercultural communication would greatly affect their perception of intercultural communication
competence, their knowledge in intercultural communication, and how they apply their teaching
methodologies to conduct intercultural education.

Acknowledging adult learners' prior experiences is also an adult learning principle
(Knowles, 1980). Two of the instructors in my study were newcomers to Canada and shared
stories of their challenges, which may have increased their ability to empathize with their
students. The other two were from Canada, but they had travelled to other countries and were

interested in learning from their students, as indicated by their behaviour and actions.
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The interview and observation data in my study aligned with student responses in Gobel
and Helmke’s (2010) study. In their research, Gobel and Helmke (2010) revealed that classes in
which learners were encouraged to speak about their individual experiences led to students’
increased interest in intercultural topics when compared to other classes. Like students in my
study, when students were asked about their prior experiences, they seemed eager to talk about
their experiences, which in turn led to an engaging discussion about one another’s cultures.

Making friends and interacting with other people was a typical response by students in
my study; they perceived IC as the ability to make friends and communicate effectively in social
interactions. These findings align with non-Western models of IC which indicate that
interpersonal relationships are often an essential component of IC as opposed to Western models
which typically focus on the individual (Deardorff, 2009; Gierke et al., 2018; Krajewski, 2011,
Odag, Wallen & Kedzior, 2015). Similar to the students in Gierke et al.'s (2018), students placed
a high priority on learning about other cultures as opposed to their own, perceiving IC as
attitudes, relationship-building skills, and language. These findings suggest that students are
motivated to meet people so they can accomplish day-to-day tasks, but also because they want to
gain access to social networks. Thus, it is still vital for instructors to prepare students with the
tools to accomplish functional tasks, but also to prepare students for more complex and dynamic
situations.

My analysis of the data showed that student participants in my study did not perceive
intrapersonal skills such as critical thinking or problem-solving skills as IC, which was similar to
students’ perspectives in Gierke et al.’s (2015) study. Students may not be accustomed to critical
thinking due to their upbringings or cultural differences. For instance, Oliveira and Nisbett

(2018) suggested that Eastern cultures tend to engage in dialectical thinking, in which more
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attention is paid to context and relationships, while Western cultures have more of an analytical
thinking style which is characterized by a strong focus on the individual object. Jarvis (2010)
argued that adult educators should structure learning that is relevant to needs or problems
because adult students are motivated when there is some disharmony between their experience
and perception of the world. As a result, students learn to analyze their social context critically
(Jarvis, 2010).

Moreover, Yu and Ning (2015) argued that an instructor should foster both critical
thinking and intercultural communication skills. Some researchers suggested that critical
thinking and IC are connected (Brookfield, 2012; Deardorff, 2009). Yet, fostering critical
thinking poses a challenge for several ESL instructors (Miekley, 2014). The instructors and
program administrators in my study spoke extensively about creating a safe and welcoming
environment for students and questioned if bringing up sensitive topics would disrupt this
environment. However, discussing topics such as religion, politics, and gender roles may lead to
a more in-depth reflection of one's values and a questioning of one's assumptions and values.

Students in my study also emphasized the critical role of language, specifically language
proficiency, in being able to communicate with people from different cultures and learn more
about their culture. Their perspectives on the importance of language proficiency as an IC are
consistent with some IC models (Byram, 1997; Martin & Nakayama, 2014; Risager, 2007).
Language proficiency and communication competence are one of the main requirements for
successful communication among people from different cultures (Yoshida, Yashiro & Suzuki,
2013). However, if two people are unable to understand what each other is saying and do not
have the linguistic skills to speak to one another, then this minimizes their opportunities to learn

from one another. Thus, instructors should provide students with as many opportunities to
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practice speaking and listening as possible so they can start a conversation and be able to
understand a conversation while also preparing students to understand the meaning behind the
language. Liddicoat and Scarino (2013) argued that "language is both personal and communal
and knowing a language is much more than knowing a linguistic system or communicating
information, it means engaging in social practices using that system to participate in the social
life” (p. 14). Hence, while acquiring language skills such as grammar and vocabulary may
increase students’ social and work opportunities, instructors need to go beyond what students
already know and teach them how to learn to engage with unplanned and unpredictable aspects
of language (Liddicoat & Scarino, 2013). Thus, to prepare students for a variety of situations and
outcomes, instructors should build in opportunities for students to interact with their classmates
and community members and prepare them for a variety of positive and challenging interactions,
such as communication breakdowns, difficult conversations, and adverse reactions. Additionally,
instructors should also foster students’ critical thinking and problem-solving skills, skills that
will help students navigate the complexities of intercultural interactions.

Instructors and the program administrators in my study created a sense of community by
fostering positive interactions, which built trust, helped intercultural dialogue, and formed
relationships. Their actions align with several researchers who emphasized the importance of
building a community with students, so they are comfortable in sharing their perspectives with
others and gain knowledge of new perspectives (Gobel & Helmke, 2010; Mercer & Carter, 2018;
Scarino & Liddicoat, 2010). Adult education scholars Kawalilak and Groen (2014) underscored
the importance of a supportive learning environment where everyone feels valued and attended
to and where they can feel a connection between the learner experience and the process. The

observational and interview data in my study adhere to the suggestions mentioned above.
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Instructors and program administrators were creating an environment that was inclusive and
respectful of diversity, which encouraged intercultural dialogue and invited students to
contribute.

The instructors’ attention to the community while providing opportunities for students to
contribute support Dewey’s (1938) views on community and the “role of the instructor in
selecting activities that lend themselves to social organization in which all members have an
opportunity to contribute something” (p. 56). Jill associated herself as a member of the group of
students and as the most mature member deemed herself responsible for the interactions and
inter-communication. Being part of a community may have increased the students’ willingness to
communicate with one another, regardless of their language proficiency and inhibitions so they
could build friendships with their peers.

The instructors’ practices in my study align with instructor practices in other studies
(Bickley et al., 2014; Sasani, 2018; Warwick, 2008). For instance, these studies revealed that
several ESL instructors indicated that they asked their students to compare the practice and
perspectives of their culture with the host cultures and one another's culture with topics such as
food, dress, and festivals. One explanation to why this is a frequent practice among ESL
instructors is because of the materials they are reading and their educational background. First,
asking students to compare one another's cultures is in the ATESL (2016) guidebook. While this
is only a guidebook, it is likely that instructors have been exposed to this framework and were
adopting some of the strategies. Some intercultural educators (Moeller & Osborn, 2014; Moeller
& Nugent, 2014) also recommended this approach as a way for students to increase their
awareness of other cultures and encourage dialogue and reflection. However, other intercultural

educators (Dervin, 2016; Holliday, 2018) argued that the focus should be on the self rather than
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differences between national or diverse cultures, arguing that comparing cultures reinforces
stereotypes. In the classroom observations and interviews, it did not appear that these activities
were reinforcing stereotypes. Instead, students were interested in learning about other cultures
and sharing their own with others and asked questions if they wanted to know more about
someone’s culture. Hence, perhaps they were able to dispel stereotypes by having access to
students from a variety of cultures.

In my study, Jill's (an instructor participant) prior experiences in working and living
overseas and interest in the concept of IC may have led to her motivation and comfort level in
implementing a lesson that encouraged students to examine their values and beliefs. For
example, Jill put her students in groups and gave them a list of questions related to cultural
practices, values and beliefs and asked them to discuss each of these with one another. She was
the only instructor out of the four who designed and implemented a lesson on this topic. For
instance, Jill had a lot of intercultural experience, both in her personal life and professionally.
She was born in Bulgaria and had been a newcomer in Canada, England, and Africa in which she
described how she had learned skills, knowledge, and attitudes to be able to interact in various
intercultural situations; she was able to draw on her own experiences as a newcomer to
empathize with her students.

Additionally, in Bulgaria, she had worked with the Peace Corps as a cultural facilitator,
where she conducted workshops with American volunteers, which were designed to foster their
relationships with Bulgarians. These findings align with instructors in Gobel and Helmke's
(2010) study; they found that instructors with more intercultural experience focused on making
comparisons of what they called subjective culture, values, and beliefs. On the other hand,

inexperienced teachers were more likely to teach "objective" culture, which they defined as
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lessons that dealt with tangible material aspects such as food, architecture and other visible
features.

However, while teachers’ personalities, experiences, and opinions may influence their
practices, interculturally competent teachers who understand how cultural, social, and political
ideologies frame their identities will consciously reflect on their status as ‘ideal native speakers’
and the power or privilege it entails in various contexts (Chamberlin-Quinlisk & Senyshyn,
2012). While the instructors and program administrators’ personalities and experiences likely
contributed to their practices and positive attitudes towards their students, they need to
continuously reflect on their position and ideologies to ensure that their ideologies do not
negatively influence students.

Similar to Bickley et al.’s (2014) findings, developing intercultural communication
competence, particularly related to values and beliefs, was not a regular practice in the LINC
class | observed. Furthermore, opinions on whether topics such as religion and politics should be
a part of the classroom discussions varied due to the fear of controversy and the students’, and
instructors’ comfort level in bringing up these topics. These findings are consistent with earlier
studies on the inclusion of these topics in ESL classes (Guo et al., 2009; Sasani, 2018; Young &
Sachdev, 2011).

Several researchers argued that instructors should include opportunities for students to
discuss these sensitive topics and encourage students to challenge power imbalances and
dominant views, in combination with working towards a more equitable and just world (Byram
& Wager, 2018, Martin & Nakayama, 2014; Sorrells, 2016). In fact, because of the diverse mix
of the students, ESL classrooms are a productive setting for telling stories that counter official

ones (Morgan & Vandrick, 2009). While conversations like this may not be easy and may cause
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tension among students, these conversations can be transformational and help build intercultural
relationships (Crapanzano, 1989). Facilitated dialogue groups (Bohm, 1996; Sorrells, 2016) are
one way that instructors can encourage students to address cultural histories, identities, and
stereotypes, which may help students

Although there were opportunities to foster IC, fostering these competencies was not a
core objective in the lessons observed except for one instructor’s lessons (Jill’s). My findings
corroborate with previously published research that also found that IC was not a core objective
of ESL lessons (Bickley et al. 2014; Sasani, 2018; Young & Sachdev, 2011). A common
approach used in ESL classes, including the LINC classes | observed, was the communicative
approach. However, the communicative approach fails to include the intercultural dimension in
language learning (Campbell et al., 2014; East, 2012). While students are exposed to language in
a functional manner, such as making a request to a co-worker, they do not learn to deal with
more complex situations due to intercultural communication obstacles (Campbell et al., 2014).
Although the instructors in my study believed that they were fostering IC intentionally and
unintentionally, they also recognized students could benefit from learning to deal with situations
that were more complex and with more intentional activities to foster IC. Several researchers
argue that fostering 1C needs to be intentional and explicit (Barrett et al., 2013; Bickley et al.,
2014; Campbell et al., 2014; Deardorff, 2009; Leask & Carrol, 2011). Important elements for
promoting meaningful intercultural learning are well-designed tasks and activities as well as
appropriate guidance and support (Leask & Carrol, 2011).

Most of the activities in and out of the class were experiential. The instructors and
program administrator practices aligned with scholars that argued intercultural skills are best

developed through experience (Dervin, 2017; Krajewski, 2011; Liddicoat & Scarino, 2013,
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Sorrells, 2016). These experiential activities offered opportunities for social interactions (Dewey,
1938; Jarvis, 1987; Kolb, 1984). By bridging formal with non-formal learning, instructors and
program administrators made it possible for students to participate in an activity that encouraged
students to share their skills and build community. For example, growing food in the community
garden and sharing it with the people at the community kitchen increased students' awareness of
the socio-economic inequalities in the community. Their practices align with Sorrells' (2016)
recommendation that action should include linking intercultural understanding with responsible
action to make a difference in the world. Instructors were increasing students' knowledge of
gardens in Canada and community kitchens and encouraging students to make a difference in the
lives of those living in poverty by donating the food they grew in the garden to them. Moreover,
the use of community gardens to foster dialogue, friendships, and build a community is
supported in the literature (Krasny & Tidball, 2009; Walter, 2013). However, while these
activities offered opportunities for dialogue, building friendships, and increasing cultural
awareness, there were missed opportunities for intercultural learning, such as including explicit
activities for students to reflect on their experiences and critically analyze the situation.

The extra-curricular activities offered more opportunities for intercultural learning, but
these were self-directed and required students to have the confidence and motivation to
participate and reflect on these experiences. As well, while students certainly may have been
reflecting on their experiences, they may not have known how to make sense of these
experiences. Instructors should not assume that students are prepared to undertake cross-cultural
work without training or support (Leask & Carroll, 2011). Evidence shows that cross-cultural
contact is not enough. For intercultural learning to take place, it must be facilitated and debriefed

in particular ways (Bennett, 2009; Leask & Carroll, 2011) which includes making sense of one's
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experiences through reflection (Sorrells, 2016). While the program administrators were
undoubtedly aware of the benefits of intercultural education, given the constraints they spoke
about, they may have been relying on students to take advantage of the activities, which may
lead to the development of their IC. However, instructors and program administrators must be
prepared to guide students through this process.

Furthermore, instructors and program administrators cited time, resources, and
knowledge as challenges in fostering IC. These responses are consistent with other instructors’
perceptions of challenges of time, limited resources, and knowledge (Abe & Whitelaw, 2015;
Apedaile & Whitelaw’s, 2012; Bickley et al., 2014; Bleszynska, 2008; Manjarrés, 2009; Young
& Sachdev, 2011). It is essential to look beyond these findings and examine why they were not
doing more to overcome these challenges. One explanation could be because they are caught up
in the here and now (Biesta, Priesetly, & Robinson, 2015) of addressing the current CLB
competencies and providing students with the functional knowledge to complete day to day tasks
in their lives, such as getting a job and renting an apartment.

The instructor and program administrators personal and professional beliefs and the
context may have influenced their practices of cultivating curiosity and creating an environment
that encouraged students’ discussions. However, purposeful professional development,
classroom and program activities to foster IC were not included in LINC program. This suggests
that including formal IC training was not a priority for IRCC or the program administrators.
Kawalilak, Lock & Redmond (2018) argued that personal and professional investment is
necessary, which requires distributed leadership at all levels. Thus, policymakers at IRCC and
ESL program administrators and instructors need to believe that formal intercultural education is

necessary and beneficial for all stakeholders.
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Another explanation for the non-inclusion of explicit opportunities to foster IC as a
competency in the CLB guidebook and by instructors in the lessons could be because of a lack of
understanding of how to assess IC and their beliefs in assessing IC. A couple of participants in
my study spoke about the challenge of how to evaluate task-based activities with an intercultural
focus. A lack of understanding of how to assess IC is supported by the literature (Borghetti,
2017; Sercu, 2010). While there have been IC assessment tools, the question of how to assess
intercultural competence holistically still remains (Sercu, 2010). Hence, the underlying values
and beliefs of instructors, program administrators, and IRCC on the topic of assessing IC could
be one explanation why IC is not a competency in the guidebook and viewed as a priority.

Cervatiuc and Ricento (2012) argued that because the LINC program is based on CLB
guidelines, and it is not a standardized curriculum, the underlying educational ideologies of the
instructors influence their practices. This is known as the hidden curriculum (Jackson, 1968).
The role of the government should also be considered because of the influence of the PBLA and
the CLB. Fleming (2015) referred to the hidden curriculum as multidimensional and called the
CLB a hidden curriculum due to the content in the guidebook. This is more of a feasible
explanation for my study. While instructors and program administrators in my study agreed with
the objectives of the task-based curriculum, they also recognized the value of adding activities
specific to fostering IC. One main challenge was that they had to assess learners based on the
CLB guidebook competencies and the PLBA, which took up most of their time. Thus, limited
time accompanied by lack of knowledge and resources prevented them from including explicit
activities to foster IC.

Knowing the language can help one gain access to employment opportunities and social

networks, which can open doors to deeper intercultural learning. Students were aware of the
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importance of learning the language to gain access to these opportunities and spoke about the
challenges of having limited language skills when engaging with people in the community and
enhancing their cultural awareness and knowledge. However, despite this challenge, many
students shared their experiences of approaching people in the community, starting
conversations, and ultimately opening themselves up to learning more about the other person and
their culture. However, the depth of the conversations depended on the individual.

My findings are inconsistent with other studies findings in language proficiency, where it
was reported as a challenge in approaching people in the community (AAISA, 2016; Magro &
Ghorayshi, 2011; Yates, 2011), skills that would likely foster students' IC. For example, Asha
approached other people at the bus stop and started a conversation. Shook approached another
woman at the park, and Ah Ya became friends with a Canadian girl at her work. All the students
in my study were considered at a beginner level of English but could still carry on a conversation
and took the risk to open themselves up to other people. | assumed that students would be too
shy to approach another person or busy dealing with life issues. However, my assumptions were
incorrect as | listened to students' stories of their interactions with people in and out of the
classroom.

This shows that students were aware of the importance of making contact and starting a
conversation to increase their cultural awareness and understanding. One explanation as to why
they were confident in approaching community members and making friends may have been
because of the reciprocity of the host community and their commitment to build connections. On
the other hand, their confidence could have been due to other factors such as their personality

(Ang, Van Dyne & Koh, 2006) or motivation to gain access to social and work networks.
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Summary of Analysis and Discussion

In this chapter, I provided a discussion of my analysis of the data and applied my conceptual
framework: the intercultural praxis model (Sorrells & Nakayama, 2008) and principles of
experiential learning (Dewey, 1938; Jarvis, 2007; 2010) to my findings. In the first section of the
chapter, I discussed the data through the six points of entry in the intercultural praxis model:
inquiry, framing, positioning, dialogue, reflection and action, and aspects of experiential learning
based on Dewey’s (1938) and Jarvis’s (2010) work. The analysis of the data collected from the
interviews, classroom observations and document revealed that many student participants were
experiencing what Jarvis (2010) referred to as a primary experience and their experiences
occurred outside of the class, or through spontaneous incidents in class. It was evident that they
were reflecting on their experiences, but to what extent is debatable. In the classroom activities,
there were opportunities for experiential learning but facilitated critical reflection did not appear
to be a regular practice in the class.

With regard to the elements of the intercultural praxis model, inquiry, dialogue, and
action were the most evident in students’ conceptualization of IC and their practices to foster IC.
As well, dialogue was also a challenge for students in understanding other students when
speaking English as a lingua franca, understanding idioms, and slang words and not having the
English vocabulary to discuss in-depth topics.

As for framing as an IC, applying Sorrell's (2016) interpretation, students were aware of
the micro-level differences of their communication differences. However, they did not appear to
look beyond and view the intercultural incident, interaction, or situation from a broader frame
of reference. Furthermore, in the classroom practices, instructors focused on micro-level

differences, but they did not encourage students to analyze a situation from a broader frame of
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reference. Lastly, instructors and program administrators brought up elements of positioning.
For instance, an instructor spoke about the importance of recognizing the negative effect that
positioning one's culture as superior could have on the relationship. However, asking students
to challenge dominant views and question their position was not a part of the class.

Next, turning to the comparison of the literature, the findings aligned with some studies
and theoretical literature. As for the first research question, how are IC perceived, most of the
instructors, program administrators thought that attitudes of curiosity, open-mindedness, and
respect were IC. Their responses aligned with several IC models (Bennett, 1986; Byram, 1997;
Deardorff, 2006) and were common responses in other studies. Interestingly, instructors and
program administrators perceived cultural humility as an IC, which was not evident in several
studies or included in some IC models. This may have been because of the intercultural
experience of program administrators and instructors and their willingness to engage in critical
awareness and reflexivity.

With regard to skills, social interaction, adaptability and language were skills noted by
several students. The student participants focus on having the ability to engage in social
interactions and communicate with their peers, co-workers and community members aligned
with students' perspectives in other studies (Gierke et al., 2015). On the other hand, students did
not bring up other skills such as critical thinking and problem solving, which was also similar to
Gierke et al.'s (2015) student participants. This shows that students may be focused on achieving
their goals of getting a job and making friends in the community, which requires social
interaction, adaptability, and communication. Hence, they may not be accustomed to engaging in
critical reflection and critically analyzing their experiences and situations. Thus, this highlights

the critical role of instructors and program administrators in developing purposeful and well-
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designed activities to facilitate opportunities for interactions, but also to allow time and space for
critical reflection.

Further, the instructors’ and program administrators’ perspectives on IC were evident in
their practices to some extent. They cultivated attitudes of respect, curiosity, open-mindedness,
and cultural humility in the classroom. This was likely because of their own IC and prior
experiences (Gobel &Helmke, 2010; Zhang, 2017).

As for the second research question, how IC are fostered, although instructors and
program administrators believed in the importance of fostering IC, yet there were no intentional
activities to develop this competency. One explanation for the absence of IC as an integral part
of the program is the hidden curriculum, which may be shaped by instructors, program
administrators, and the government’s ideologies. For example, instructors may not include
specific activities to foster IC because of their values and beliefs about what knowledge should
be taught. The curriculum developers of the CLB guidebook may only include certain ways of
acting because of what they believe newcomers should know. Another explanation is
assumptions that communicative competence activities are enough to foster students’ IC. Lastly,
instructors and program administrators are caught up in the “here and now” of fulfilling the
competencies outlined by the PBLA. Additionally, developing and facilitating activities to foster
IC takes time, knowledge, and resources, and as | learned from instructors and program
administrators, these were challenges, which they faced.

Concerning the third research question, time, resources, and knowledge were challenges
faced by instructors and program administrators. As the LINC program relies on funding from
IRCC, the role of the government needs to be examined to understand why they choose to

include the suggestions and examples of activities they do in the guidebook.
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Lastly, most students felt that language was their main challenge. Not surprisingly, as
their main priority was to interact and communicate with people, not having the language skills
to interact with people was a challenge. They saw language as a gateway to gain access to social
and work opportunities. In turn, this would provide them with the opportunity to build
friendships and learn more about their culture. These findings aligned with the literature (Magro
& Ghorayshi, 2011; Yates, 2011), but interestingly students in my study appeared to have more
confidence in approaching native speakers outside of the classroom than other studies. This
could be due to the reciprocity of the host culture, their personality, or motivation to gain access
to social and work networks.

Now that | have provided an analysis and discussion of my findings, | offer implications

and recommendations based on my analysis of the findings and discussion.
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CHAPTER SIX: IMPLICATIONS AND RECOMMENDATIONS
Overview

The purpose of this single qualitative case study was to gain an understanding of the
perspectives of students, instructors, and program administrators in a LINC program concerning
how they perceive IC, how IC are fostered, and the challenges they face in fostering IC. In this
chapter, I provide the implications and recommendations for practice. Fostering IC in LINC
classes is becoming an increasingly important topic, and my study has the potential to make
valuable contributions to the second language field, adult education, and IC.

Implications

The findings from this research have implications for instructors, program administrators,
students, and policymakers of LINC programs. Regarding the first research question, responses
from the participants indicated that IC is not a term that is at the forefront of the minds of
instructors, students, and program administrators. Thus, if fostering IC is to become an objective
in LINC programs, it must become as much of a priority as the “Model of Communicative
Language Ability” in the CLB guidebook. Furthermore, it is also essential for instructors and
program administrators to know how to design tasks that foster IC and know what the purpose of
the IC tasks are (Liddicoat & Scarino, 2010). If fostering IC is included as a specific competency
in the LINC program, program administrators, instructors, and the developers of the PLBA will
have to work together to determine how tasks related to fostering IC can be ethically assessed. In
my study, instructors designed and facilitated activities that focused on preparing students to
accomplish day-to-day tasks, addressing the competencies in the Model of Communicative

Language Ability listed in the CLB guidebook. Instructors must determine the difference
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between activities that address communicative competence and those that address IC. As
suggested by Byram and Wagner (2018), language educators need to make a conscious effort to
teach languages for intercultural communication. They will have to change their way of thinking
to design activities specific to fostering IC and will require support from program administrators
and policymakers to deliver this type of programming.

Secondly, the findings showed that students, instructors, and program administrators
perceived skills such as the ability to interact with people from diverse cultures and adaptation as
IC. Their perspectives on the importance of being able to communicate and interact with people
from diverse cultures were reflective in their practices in and out of the classroom. While there
were plenty of communicative activities included in the class, instructors focused on teaching
students how to accomplish day-to-day tasks. However, the activities did not incorporate
intentional complexities through role-played misunderstandings that encourages the student to
adapt. For example, an instructor could develop an activity that highlights the way different
cultures perceive lateness. The role-play could involve two students, one from a culture where it
is permissible to arrive ten minutes late to a meeting and the other from a culture that emphasizes
punctuality. The instructor could ask students to reflect on the situation and consider if adapting
their behaviour and actions could improve a future outcome. Therefore, instructors and program
administrators must consider the complexities of social interactions to clarify what "real world"
they are preparing students for (Kramsch, 2013). This involves fostering students’ ability to
adapt and react to a variety of situations.

Thirdly, most of the students were realistic in their understanding that they would have to
be flexible and adopt certain social practices and norms to gain access to work and social

networks. They need to know that their knowledge and cultural backgrounds are valued and that
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they are not the only ones who should adapt. Instructors should provide students with the
background knowledge of the host culture norms but tell students they have the choice in what
they choose to adopt. As well, in intercultural interactions, both individuals are expected to adapt
to the situation.

Fourthly, instructors and program administrators perceived critically reflecting on oneself
and one's position as an IC. While instructors and program administrators saw the value of
reflecting on their experiences and their position, there were missed opportunities for students to
engage in facilitated reflection as part of the classroom activities. Critical reflection is not an
easy task. The fact that students did not refer to reflection as an IC could mean that they did not
see reflection as a skill that needed to be fostered. Hence, instructors and program administrators
can share their knowledge of the benefits of reflection with their students so that students can
critically reflect and make sense of their experiences. Furthermore, both educators and students
should reflect critically on their actions and roles in and outside the classroom (Byram &
Wagner, 2018).

Lastly, most instructors, students, and program administrators perceived curiosity, open-
mindedness, and respect as IC. While the participants’ responses were similar in how they
perceived respect, curiosity, and open-mindedness, instructors need to be mindful of how their
students demonstrate curiosity, open-mindedness, and respect. For example, an instructor should
not assume that a student who does not ask many questions and is quiet is less curious than a
student who asks many questions. Instructors have to take into account their students'
backgrounds and be aware of how they demonstrate these attitudes. Program administrators
should also be mindful of how the instructors interpret attitudes. Finally, cultural humility was an

attitude that was perceived by instructors but not perceived as an IC by the majority of students.
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This could mean that instructors need to provide them with concrete activities to foster their
cultural humility.

Data from the second research question provided evidence that fostering IC were not a
specific objective of the LINC program. While there were plenty of opportunities for students to
foster their IC in and out of class, students need to have the ability to identify opportunities for
intercultural learning. They also need to take the time to attend these activities, be confident
enough to participate and talk to people at the events and know how to reflect to benefit from
these activities. Instructors can encourage students to participate in these activities and provide
them with intercultural activities to accompany the extra-curricular activities.

Professional development was mainly informal, which involved instructors collaborating
with other instructors to share resources or instructors searching for activities on their own.
Instructors clearly benefit from forming a network with other instructors, and they see the value
of building on one another's knowledge informally. However, they could still benefit from
formal professional development. However, the reality of the LINC program is that funding is
limited, and the funding is allotted to topics that are prioritized by IRCC. IC needs to be a
priority for IRCC before they allocate funding to professional development specific to IC. In
addition to advocating for more IC training, program administrators may have to look at
alternative funding sources to support professional development in fostering IC. They can also
draw on one another's knowledge in this area. The majority of program administrators and an
instructor were particularly knowledgeable in the theoretical and practical background of IC,
which they could share with other instructors and program administrators in a professional

development session.
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The challenges that instructors and program administrators face in fostering ICs were
lack of resources, knowledge, and time. These challenges are common amongst the instructors in
this LINC program and others. The reality is that LINC programs are not for profit, and they rely
on funding. Instructors and program administrators must build on one another’s knowledge and
consider alternative resources and methods to include materials; this would allow them to
intentionally foster IC as a regular part of the program rather than an-add on. This requires a
change in mindset from believing that intercultural education would be beneficial to prioritizing
intercultural education.

Most of the students viewed language as a challenge to engaging in a conversation with
people from unfamiliar cultures. Students should continue to seek out opportunities to practice
their English and increase their interactions in a variety of contexts. Instructors should continue
to prepare students with the linguistic competencies, but also prepare students to understand the
meaning behind the language and for complex interactions and conversations. In this next
section, | discuss recommendations for instructors, program administrators, and policymakers.

Recommendations

In this section, | offer recommendations for adult education, program administrators, and
policymakers of LINC programs based on the findings, analysis, and implications of my study.
Instructors

The findings from my study can inform instructional practices in LINC programs.
Instructors and program administrators can utilize principles from experiential learning (Dewey,
1938; Jarvis, 2010) and the intercultural praxis model (Sorrells & Nakagawa, 2008).
Incorporating principles from the intercultural praxis model would involve developing activities

that encourage students to engage in inquiry, framing, positioning, dialogue, reflection, and
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action through a variety of experiential learning activities. For instance, purposeful activities can
be designed with opportunities for students to engage in-depth critical reflection, critical
thinking, and analysis of their experiences, their belief systems, and other cultures. For example,
to foster inquiry as an IC, instructors could design questions that encourage students to discuss
their knowledge about one another, their stereotypes, and their assumptions. As well, instructors
could implement a critical reflection component in which they ask their students to choose an
experience, explore it deeply and write about it. According to Miekly (2015), instructors should
first model critical thinking skills to their students. Activities can include speaking in tongues
(Brookfield, 2012), where the instructor models critical thinking, poses a question and provides
plausible answers. Each student must choose the answer that they agree with most. Following
this modelling exercise, instructors could coach their students to choose a viewpoint. These
activities give students the opportunities to share their views and challenge students to analyze
the information given to them. These exercises can be adapted to the language level of the
students.

To cultivate curiosity and promote dialogue, instructors or program administrators can
develop a partnership with instructors in a post-secondary institution in Teaching English to
Speakers of Other Languages (TESOL) courses, communication courses, and social justice
courses. Participating in dialogue groups can be a way for both groups of students to build trust,
relationships, and confidence, which can lead to fostering IC. The objective of these dialogue
groups would be to build trust, suspend assumptions, and to listen to everyone’s opinion.
Instructors can facilitate these dialogue sessions with students to include conversations, group
activities, and role-plays to reframe their differences as opportunities for learning and building

upon their commonalities.
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Journaling is another way that students can reflect and critically analyze their experiences
and challenge their values. Students can be asked to journal about specific experiences and
reflect on intercultural interactions, their belief systems, and other belief systems. Instructors can
provide students with prompt questions, which encourage them to reflect on their experiences,
challenge their way of thinking and other belief systems. Prompt questions can also be
introduced in the dialogue groups, but instructors should also allow space for students to engage
in free talk with one another.

To encourage students to participate in extra-curricular activities and maximize their
intercultural learning, instructors can develop scavenger hunts with questions, which encourage
them to approach people at these activities, reflect on their experiences, and challenge their way
of thinking.

Assessing activities that foster IC can be challenging, but if IC is included as a
competency in CLB and PBLA, instructors and program administrators must come up with an
ethical way to assess IC. Deardorff (2011) suggested that one must know what one is assessing
first, which first requires defining IC. Thus, instructors, students, and program administrators
need to define IC and determine how it will be evaluated. Instructors can ask students to engage
in self-assessment to explore their views, their experiences, and IC growth. These forms of self-
assessment can be valuable ways for students to evaluate their intercultural learning. As
discussed earlier, instructors can assess IC by having learners develop their own IC objectives an
a learner contract. Additionally, instructors can ask students to create e-portfolios which can
include reflection papers, documentations and other forms of student learning and critical

reflection through journaling, blogging and reflection papers (Deardorff, 2011).
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Program Administrators

Program administrators are responsible for the overall leadership and operation of the
program, and their views on IC can influence how it is approached and implemented. Program
administrators should recognize that examining one’s biases and assumptions is critical to
fostering I1C and including fostering IC as a priority in the program. They should take steps to
foster their own IC, which requires examining their biases and modeling that behaviour to their
instructors and students.

A significant finding showed that instructors did not have the time or feel prepared to
design and facilitate activities to foster IC. Hence, program administrators should build in time
for formal professional development. Professional development sessions should offer space and
time for instructors to reflect on their practices and discuss what IC means. Instructors need
specific guidelines, resources, and guidance to foster and assess IC. Finally, encouraging
instructors to conduct action research studies on the implementation of activities to foster IC can
help provide evidence and determine what works and what does not work in LINC classes.

Furthermore, as IRCC plays a role in providing funding and guidance to the LINC
program, program administrators should write detailed and explicit proposals to IRCC to
recommend the inclusion of an intercultural component in the LINC program. These proposals
could include the findings and recommendations from action research studies implemented in the
classes.

Finally, professional agency is one way that program administrators can ensure that
intercultural education is an explicit part of the LINC program if they feel it should be. This

requires collaboration and advocacy from program administrators and instructors to IRCC.
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In terms of informal professional development, instructors or program administrators can
consider developing a database of resources specific to fostering IC and an online and offline
community of practice can be implemented. If all instructors and program administrators are
committed to including an intercultural component in the LINC program, they should continue to
seek out resources to add to the database.

Policymakers

The findings from this study can provide recommendations for policymakers and funders
of LINC programs. As discussed in Chapter One of this dissertation, the federal government
funds the LINC program and is part of IRCC's integration strategy. The purpose of the LINC
program is to facilitate the integration of adult immigrants and refugees through free adult
language instruction in English and French. Taking the findings of my study into account, the
policymakers of the LINC program should consider re-evaluating the LINC program, their
purpose, and their objectives. IRCC can re-examine the LINC program and determine if the
content is relevant to the students’ needs, the community, and their objectives.

Moreover, policymakers need to include all stakeholders of LINC programs, which
include instructors, students, community members, and program administrators. In collaboration
with a working group of LINC stakeholders, they can also determine if adding a competency
related to fostering IC to the CLB guidebook and the PBLA would be feasible and determine
how this would work. Moreover, they could also add an assessment component to fostering IC,
as all the other competencies have in the guidebook. Finally, more opportunities for training for
program administrators and instructors can be provided. This would take extensive training, a

commitment to fostering I1C, and collaboration by all stakeholders.
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Limitations

There were a few limitations to this study in that the population was limited to 22
participants, and the findings cannot be generalized to all LINC classes. Another limitation was
that the student participants were interviewed in English, which was not their first language.
While students had the option to translate the questions and speak in their language through an
online app called google translate, it was still possible that they misinterpreted the questions, and
their responses may have only reflected part of how they felt. Lastly, my position as a white
female in higher education and an outsider to the organization may have affected my
participants’ comfort level and willingness to share their true reflections with me.

Recommendations for Future Research

My study has highlighted some significant findings, which can inform practice and policy
in LINC programs. The fact that the number of immigrants and refugees entering LINC
programs in Canada is increasing means that instructors and program administrators must be
prepared to design and implement a program that provides students with the tools needed to
navigate the complexities of intercultural interactions. Research can be conducted in a few
different LINC programs situated within various service provider organizations. A cross-
comparative analysis of these programs can provide further insights into how students,
instructors, and program administrators perceive IC and their practices related to fostering IC. As
well, interviewing students in their first language may provide a more in-depth account of
students' perspectives. It would also be interesting to look at higher-level LINC programs and
practices related to IC. Lastly, including employees from IRCC and CCLB as participants in the
study may provide more insights into their perspectives of 1C and where they see it fit in the

LINC program.
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Conclusion

In closing, my findings have shed light on the perspectives, practices, and challenges of
three critical stakeholders in a LINC program, the students, instructors, and the program
administrators in relation to IC. By including all voices, this broadens our understanding of IC
and adds to the scholarship of IC, adult education, ESL, and LINC programs. A curriculum that
recognizes the unique skills, experiences, and ways of knowing that students bring with them can
contribute to a community that is more diverse, open, and accepting. Ensuring that intercultural
education is included as part of the LINC program is an initiative that will take a lot of time,

commitment, and buy-in from all stakeholders.
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