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INTRODUCTION

Language is a means of forming and storing ideasféections of reality
and exchanging them in the process of human inteseo Language is social by
nature; it is inseparably connected with the peopl® are its creators and
users; it grows and develops together with the ldpweent of society.

Therefore, President |I.A. Karimov states: "Curngntl is difficult to
assess the value of a profound knowledge of forleigguages of our people for
our country which is striving to take a worthy @aa the world community; for
our nation sees its great future in harmony andpedion with foreign
partners" [3;61].

Language incorporates the three constituent pastdeg"), each being
inherent in it by virtue of its social nature. Thegarts are the phonological
system, the lexical system, the grammatical systmiy the unity of these three
elements forms a language; without any one of ttiere is no human language
in the above sense.

The phonological system is the subfoundation ofjlege; it determines
the material (phonetical) appearance of its sigative units. The lexical system
is the whole set of naming means of language,ifhavords and stable word-
groups. The grammatical system is the whole se¢gilarities determining the
combination of naming means in the formation oérathces as the embodiment
of thinking process.

Each of the three constituent parts of languageudied by a particular
linguistic discipline. These disciplines, presegtaseries of approaches to their
particular objects of analysis, give the correspagddescriptions” of language
consisting in ordered expositions of the constitysarts in question. Thus, the
phonological description of language is effectedtly science of phonology;
the lexical description of language is effectedtly science of lexicology; the

grammatical description of language is effectedh®yscience of grammar.



In a language description we generally deal witteg¢hessential parts
known as phonology, vocabulary, and grammar. Thes®us ranges, or
levels, are the subject matter of the various bmasof linguistics. We may
think of vocabulary as the word-stock, and gramamsthe set of devices for
handling this word-stock. It is due precisely tedk devices that language is
able to give material linguistic form to human tight

Robert Lado wrote that language functions owintheolanguage skills. A
person who knows a language perfectly uses a thdusad one grammar
lexical, phonetic rules when he is speaking. Lagguskills help us to choose
different words and models in our speech.

Linguistic studies of recent years contain a vaspunt of important
observations based on acute observations valid féother progressive
development of different aspects of the scienciamduage. The conception of
the general form of grammars has steadily developdtht becomes increasingly
useful for insight into the structure and functmmniof language is orientation
towards involving lexis in studying grammar.

Today linguists have well-established techniques ttee study of
language from a number of different points of viémach of these techniques
supplements all the others in contributing to tletiocal knowledge and the
practical problems of the day.

This qualification paper is dedicatéd the development of intercultural
competence through (project-) education. It doebysdescribing in detail the
nature of intercultural competence and its comptmenamely the specific
attitudes, knowledge, understanding, skills andoast which together enable
individuals to understand themselves and othessaantext of diversity, and to
interact and communicate with those who are peeceito have different
cultural affiliations from their own. This researalso offers a rationale for the

systematic development of this competence, and ridesc a range of



pedagogical and methodological approaches which ag@ropriate for its
development in different educational contexts.

In doing so, it takes full account of research actiievements in this
field, including those of other foreign languages.

This paper is designed as a support for any peisang responsibility
for learning with regard to intercultural competenchis includes, but is in no
way limited to, teachers, teacher trainers, parant guardians, mentors and
coaches, textbook authors, curriculum designerspatidy makers in the fields
of informal, non-formal and formal education.

The topicality of the qualifications paper is ditried to the inadequacy
and dearth of elaborated special analytical rekearpertinent to the focused
issue and in the detailed analysis of the inteucaltcompetence in terms of new
theories and methodology.

The research purpose is to provide orientationsifidation of basic
concepts, encouragement to put these into praetnge practical support for the
development of intercultural competence in the stlasm and other learning
contexts. It can also provide the basis for teaghfmcluding classroom
management) and school governance.

The paper is intended to act as a gateway to, ane |s reference for,
further developments around intercultural competerior example: policy
initiatives for the improvement of mutual understgg, campaigns, and the
development of teaching and training resources diferent educational
contexts and situations and in various languages.

The object of the qualification paper is the intdtnoral competence in
linguistics and pragmatics.

The subject comprises the intercultural competgrttenomenon in the
English language.



The theoretical value of the research is groundedthe linguistic-
pedagogical-methodical analysis and pragmatic anbation of the
intercultural competence.

The practical value of the research work is that ttaterial, adductions
and results can serve as a reference-guide ircutteral competence issues.

Analytical, experimental and comparative analysisthudshave been
applied in the research.

The Structure of the qualifications paper incorpesathe Introduction,
Two Chapters and a Conclusion which followed byliiteof Literature referred

to in the work.



Chapter I. The nature and essence of interculoanalpetence

1.1. Intercultural competence: gist and objective

Mutual understanding and intercultural competenee raore important
than ever today because through them we can adslvess of the most virulent
problems of contemporary societies. Manifestatioingrejudice, discrimination
and hate speech have become common, and politadle advocating
extremist ideas have gained fresh momentum. Thesglgmns are linked to
socio-economic and political inequalities and mdenstandings between people
from different cultural backgrounds and affiliatgon

There is a felt urgency — and it touches many aspafcour lives — for
education which helps citizens to live togethercuiturally diverse societies.
The ability to understand and communicate with eattier across all kinds of
cultural divisions is a fundamental prerequisite ftaking such societies work.
We all need to acquire intercultural competence. this reason, intercultural
education, which aims to develop and enhance Hiisyacan make an essential
contribution to peaceful coexistence.

In order to understand the concept of intercultuwampetence, it is
helpful first to understand a number of relatedoamts, including the concepts
of identity, culture, intercultural encounter arahpetence.

The termidentity denotes a person’s sense of who they are ancelhe s
descriptions to which they attribute significancel arzalue. Most people use a
range of different identities to describe themsghmecluding botlpersonaland
social identities. Personal identities are those idexdtitthat are based on
personal attributes (e.g., caring, tolerant, exread, etc.), interpersonal
relationships and roles (e.g., mother, friend, eaglue, etc.) and
autobiographical narratives (e.g., born to workahgss parents, educated at a

state school, etc.). Social identities are insteaskd on memberships of social



groups (e.g., a nation, an ethnic group, a relgiguoup, a gender group, an age
or generational group, an occupational group, ac&tbnal institution, a hobby
club, a sports team, etc.). These multiple ides@tions with different attributes,
relationships, roles, narratives and social grdwglp people to define their own
individuality and to position and orientate themssl in the world relative to
other people.

People often draw on different identities in diéfiet situations (e.g.,
husband in the family home, employee in the workglaHowever, sometimes
people construe themselves much more specificalipsa a wide range of
situations through thentersectionswhich are formed by several of their
identities (e.g., young caring Muslim male, constias working-class liberal
teacher).

Cultural identities (i.e., the identities which pé® construct on the basis
of their membership of cultural groups) are a patér type of social identity
and are central to the concerns of the currenteot

Culture itself is a notoriously difficult term to defindhis is because
cultural groups are always internally heterogeneposps that embrace a range
of diverse practices and norms that are often steie change over time and are
enacted by individuals in personalised ways.

That said, distinction scan be drawn between tla¢enal, social and
subjective aspects of culture. Material cultureststs of the physical artefacts
which are commonly used by the members of a culgn@up (e.g., the tools,
goods, foods, clothing, etc.); social culture cstsspbf the social institutions of
the group (e.g. the language, religion, laws, ruésocial conduct, folklore,
cultural icons, etc.); and subjective culture cstssiof the beliefs, norms,
collective memories, attitudes, values, discoursed practices which group
members commonly use as a frame of reference fokitly about, making
sense of and relating to the world. Culture itselh composite formed from all

three aspects — it consists of a network of mdiesacial and subjective



resources. The total set of cultural resourcesisfrilobuted across the entire
group, but each individual member of the group aeppates and uses only a
subset of the total set of cultural resources p@tdynavailable to them.

Defining ‘culture’ in this way means that groupsamy size may have
their own distinctive cultures. This includes na8p ethnic groups, cities,
neighbourhoods, work organisations, occupationalugs, sexual orientation
groups, disability groups, generational groups,ilias) etc. For this reason, all
people belong simultaneously to and identify withny different cultures.

There is usually considerable variability withialtaral groups because
the material, social and subjective resources whach perceived to be
associated with membership of the group are oftentested by different
individuals and subgroups within it. In additionsjea the boundaries of the
group itself, and who is perceived to be within ¢gineup and who is perceived to
be outside the group, may be contested by diffegemip members — cultural
boundaries are often very fuzzy.

This internal variability and fuzziness of cultures, in part, a
consequence of the fact that all people belongutipre cultures but participate
in different constellations of cultures, so that thays in which they relate to
any one culture depends, at least in part, on ¢iv@gof view which are yielded
by the other cultures in which they also partiogpdh other words, it is not only
identities that intersect with each another; caltwuffiliations also intersect in
such a way that each person occupies a uniquerauftasitioning. In addition,
the meanings and feelings which people attachagénticular cultures in which
they participate are personalised as a consequanttesir own life histories,
personal experiences and individual personalities.

Cultural affiliations are fluid and dynamic, withd subjective salience of
cultural identities fluctuating as individuals mofrem one situation to another,
with different affiliations — or different clustersf intersecting affiliations —

being highlighted depending on the particular docantext encountered.



Fluctuations in the salience of cultural affilats are also linked to the
changes which occur to people’s interests, neaemds @nd expectations as they
move across situations and through time.

Furthermore, all cultures are dynamic and conlstatiange over time as
a result of political, economic and historical etgeand developments, and as a
result of interactions with and influences from estrcultures. Cultures also
change over time because of their members’ integwadtestation of the
meanings, norms, values and practices of the grtfugn the process of
contestation, new meanings, values or practicesganehich are sufficiently
novel, and then become ‘fashionable’ or attractweother people within the
group, these novel constructions may in turn cbota to the total pool of
cultural resources available to group members bhacefore change the culture
itself in the process.

The ways in which individuals relate to the cudirto which they are
affiliated are complex. Because cultural partiagratand cultural practices are
context-dependent and variable, individuals usentinétiple cultural resources
which are available to them in a fluid manner tovaty construct and negotiate
their own meanings and interpretations of the waddbss the various contexts
which they encounter in their everyday lives. Hoem\cultures also constrain
and limit the thoughts and actions of individu&siltural affiliations influence
not only how people perceive themselves and their lentities, but also how
they perceive others, other groups and other wdyacting, thinking and
feeling, and how they perceive the relationshigs/ben groups.

In addition to the cultural identities which peomabjectively use to
describe themselves, further cultural identitiey i@ ascribed to them by other
people. However, thesescribed identitieswhich are often based upon visible
characteristics such as ethnicity or gender, maty b® identities to which
individuals themselves attach any great importafbe.inappropriate ascription

of identities by others, and the experience ofréisancies between one’s own
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preferred identities and other people’s perceptminthe self, have been found
to have adverse effects on people’s psychologicall-being and social
adaptation.

In short, all people participate in multiple cuttsr and all cultures are
internally variable, diverse and heterogeneous.tutall affiliations are
personalised, and people’s multiple cultural affibns interact and intersect
with each other. The way people participate inrtloeitures is often context-
dependent and fluid, and all cultures are constaewiolving and changing.
Cultural affiliations not only enable but also ctas people’s thoughts,
feelings and actions. Finally, people’s sense dF-a&ng and social functioning
can be adversely affected if others ascribe ingpate identities to them.

An intercultural encounter is an encounter with another person (or
group of people) who is perceived to have differemtural affiliations from
oneself. Such encounters may take place eitherttatace or virtually through,
for example, social or communications media. They nmvolve people from
different countries, people from different regigriaiguistic, ethnic or religious
backgrounds, or people who differ from each otherabise of their lifestyle,
gender, social class, sexual orientation, age oemgéion, level of religious
observance, eté&n interpersonal encounter becomes an interculteradounter
when cultural differences are perceived and madiersiaeither by the situation
or by the individual’'s own orientation and attitigerhus, in an intercultural
interaction, one does not respond to the otheropeisr people) on the basis of
their own individual personal characteristics -teasl, one responds to them on
the basis of their affiliation to another culture et of cultures. In such
situations, intercultural competence is required dochieve harmonious
interaction and successful dialogue.

There are diverse ways in which the tesompetence is used, including
its casual everyday use as a synonym for ‘abilitg’more technical use within

vocational education and training, and its use ¢oote the ability to meet
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complex demands within a given context. For curpmposes, competence is
understood not merely as a matter of skills whighapplied in a given context,
but as a combination of attitudes, knowledge, wtdading and skills applied
through action in any relevant situation. Competeiscthe capacity to respond
successfully to types of situations which presasks, difficulties or challenges
for the individual, either singly or together witthers. Intercultural encounters
are one such type of situation. Since situationthefsame type may vary in a
range of different ways, competence is always fidde of enrichment or
further learning through exposure to, and actingesponse to, this variation.

Intercultural competence is therefore a combination of attitudes,
knowledge, understanding and skills applied throagion which enables one,
either singly or together with others, to:

» understand and respect people who are perceiMeavtodifferent cultural
affiliations from oneself

» respond appropriately, effectively and respectfuMyen interacting and
communicating with such people

» establish positive and constructive relationshifik such people

» understand oneself and one’s own multiple cultaféliations through
encounters with cultural ‘difference’

Here, the term ‘respect’ means that one has refgardappreciates and
values the other; the term ‘appropriate’ means tatparticipants in the
situation are equally satisfied that the interactbacurs within expected cultural
norms; and ‘effective’ means that all involved amble to achieve their
objectives in the interaction at least in part.

Communication and interaction in face-to-face icétural encounters
require individuals to draw upon their plurilinguedmpetence, that is, their
repertoire of languages and language varietiesiaetjin formal education or
otherwise. Intercultural competence therefore im@slan awareness of the role

of language competences in intercultural encountéirsalso involves an
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awareness that, within intercultural encounters (as all interactions),
participants may have different levels of compegencthe language(s) being
used, which can create asymmetries or power diffetle within the interaction.
More generally, how people interpret, and commusicaithin, intercultural
encounters is shaped by the languages and culidriesr they bring to those
encounters.

An individual’'s intercultural competence is neveonplete but can
always be enriched still further from continuingpexence of different kinds of
intercultural encounter.

While the definition of intercultural competenceopided above states
that such competence involves respecting people avboperceived to have
different cultural affiliations from oneself, it immportant to distinguish between
respect for people and respect for actions. Hunsmngk and their inalienable
human rights, and the dignity and equality of adople, should always be
respected, but there are limits on the respect lwkitould be accorded to
actions: respect should be withheld from actionglviviolate the fundamental
principles of human rights, democracy and the mfldlaw. Actions which
violate these principles should not be condonedihengrounds of ‘cultural
difference’.

1.2. The components of intercultural competence

Over five decades of scholarly research has iryatstd the nature of
intercultural competence, with much of this reskagyoducing detailed lists of
its components. The following lists of the compadserof intercultural
competence are intended to be indicative rathen #seéhaustive, and focus
primarily on those components which lend themseteedevelopment through
education. In reading these lists, readers shoedgh kn mind the description of

culture given in the previous section.
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The components of intercultural competence may okem down into

attitudes, knowledge and understanding, skillsastmns.

Theattitudesinvolved include:

Valuing cultural diversity and pluralism of viewsdpractices
Respecting people who have different cultural iatiibns from one’s own
Being open to, curious about and willing to learond and about people
who have different cultural orientations and pecspes from one’s own
Being willing to empathise with people who havefahént cultural
affiliations from one’s own

Being willing to question what is usually taken fgranted as ‘normal’
according to one’s previously acquired knowledge experience

Being willing to tolerate ambiguity and uncertainty

Being willing to seek out opportunities to engagel aooperate with
individuals who have different cultural orientatsoand perspectives from
one’s own

The knowledge and understanding which contribute to intercultural

competence include:

Understanding the internal diversity and heteroggnef all cultural
groups

Awareness and understanding of one’'s own and otheople’s
assumptions, preconceptions, stereotypes, pregidacel overt and covert
discrimination

Understanding the influence of one’s own languagel aultural
affiliations on one’s experience of the world aridther people
Communicative awareness, including awareness offdbe that other
peoples’ languages may express shared ideas ifgaeuway or express
unique ideas difficult to access through one’s olanguage(s), and

awareness of the fact that people of other cultaffdlations may follow
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different verbal and non-verbal communicative conMms which are
meaningful from their perspective

Knowledge of the beliefs, values, practices, disses and products that
may be used by people who have particular cultuiehtations
Understanding of processes of cultural, societdliadividual interaction,
and of the socially constructed nature of knowledge
Theskillsinvolved in intercultural competence include skdigch as:
Multiperspectivity — the ability to decentre fronmeds own perspective
and to take other people’s perspectives into cenatcbn in addition to
one’s own

Skills in discovering information about other cu#l affiliations and
perspectives

Skills in interpreting other cultural practices,lietss and values and
relating them to one’s own

Empathy — the ability to understand and respondotteer people’s
thoughts, beliefs, values and feelings

Cognitive flexibility — the ability to change anddapt one’s way of
thinking according to the situation or context

Skills in critically evaluating and making judgentenabout cultural
beliefs, values, practices, discourses and prsducicluding those
associated with one’s own cultural affiliationsdaeing able to explain
one’s views

Skills of adapting one’s behaviour to new cultueavironments — for
example, avoiding verbal and non-verbal behaviowtsch may be
viewed as impolite by people who have differentuall affiliations from
one’s own

Linguistic, sociolinguistic and discourse skillspciuding skills in

managing breakdowns in communication
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* Plurilingual skills to meet the communicative demtgmf an intercultural
encounter, such as use of more than one languagaguage variety, or
drawing on a known language to understand another
(‘intercomprehension’)

 The ability to act as a ‘mediator’ in interculturakchanges, including
skills in translating, interpreting and explaining
While attitudes, knowledge, understanding and slalte all necessary

components of intercultural competence, posseshiEgse components alone is
insufficient for an individual to be credited withtercultural competence: it is
also necessary for these components todégloyed and put into practice
through actionduring intercultural encounters. People often gssfattitudes
and often acquire knowledge and skills which thel/tb put into practice. For
this reason, in order for an individual to be credi with intercultural
competence, they must also apply their intercultaititudes, knowledge,
understanding and skills through actions.
Relevantactions include:

» Seeking opportunities to engage with people whecehdifferent cultural
orientations and perspectives from one’s own

* Interacting and communicating appropriately, effedy and respectfully
with people who have different cultural affiliat®from one’s own

« Cooperating with individuals who have differenttouhl orientations on
shared activities and ventures, discussing difle@enin views and
perspectives, and constructing common views ansppetives

* Challenging attitudes and behaviours (including espeand writing)
which contravene human rights, and taking actiodefend and protect
the dignity and human rights of people regardle§stheir cultural
affiliations

This last may entail any or all of the followingtians:
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* Intervening and expressing opposition when theee expressions of
prejudice or acts of discrimination against induads or groups

» Challenging cultural stereotypes and prejudices

» Encouraging positive attitudes towards the contidms to society made
by individuals irrespective of their cultural affitions

* Mediating in situations of cultural conflict

In short, at the level of action, intercultural qoetence provides a
foundation for being aglobal citizen. Intercultural competence has strong
active, interactive and participative dimensionsd a requires individuals to
develop their capacity to build common projects, &sume shared
responsibilities and to create common ground te together in peace. For this
reason, intercultural competence is a core competevhich is required for
democratic citizenship within a culturally divenserld.

Because intercultural competence involves not attiyudes, knowledge,
understanding and skills but also action, equippgeayners with intercultural
competence through education empowers learnerak® dction in the world.
Insofar as Education for Democratic Citizenship (§Ds also concerned with
empowering learners “to value diversity and to @ayactive part in democratic
life”[18;7], and Human Rights Education (HRE) isncerned with empowering
learners “to contribute to the building and deferéea universal culture of
human rights in society”, the development of leeshmtercultural competence
forms one of the key objectives for both EDC andBdRhus, intercultural
education, which has as its own key objective gnetbpment and enhancement
of learners’ intercultural competence, is closelated to and supportive of both
EDC and HRE.
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1.3. Thesignificance of intercultural competence

Several aspects of intercultural competence warfarther comment.
First, intercultural competence doest involve abandoning one’s own cultural
identifications or affiliations, nor does it regeiiindividuals to adopt the cultural
practices, beliefs, discourses or values of otheftues. Intercultural
competence instead involves being open to, curawsut and interested in
people who have other cultural affiliations, ané #bility to understand and
interpret their practices, beliefs, discourses aldes. Intercultural competence
enables people tointeract and cooperate effegtiaid appropriately in
situations where cultural ‘otherness’ and ‘diffezehare salient. It also enables
people to act as ‘mediators’ among people of dffieicultures, and to interpret
and explain different perspectives. That said, entars with people from other
cultural orientations can be a source of persoaaéldpment and enrichment if
their perspectives are integrated into one’s owmss®f self.

Second, because intercultural competence involeasiing about and
interpreting other people’s cultural perspectived eelating them to one’s own,
interculturally competent individuals are able t®eutheir intercultural
encounters to learn about and reflect criticallytlogir own cultural affiliations.
Due to the enculturation process in which cultl@iefs, values and practices
are acquired particularly during childhood and adoénce, it can be difficult to
psychologically decentre from one’s own affiliatsorinterculturally competent
individuals acquire a more critical awareness andeuwstanding of their own
cultural positioning, beliefs, discourses and valubrough comparing and
relating them to those of other people. For thasoa, intercultural competence
not only enhances one’s knowledge and understarairgher people; it also
enhances self-knowledge and self-understanding.

Third, it is important to emphasise that languags h privileged role

within intercultural encounters because it is theesstmmportant (although not the
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only) symbolic system which enables group membershare their cultural

perspectives, beliefs and values. When peopleactieg have similar cultural

affiliations, the medium of language itself is nsually a salient problem from

the point of view of communicating with each othElowever, when people

with different languages (or sometimes just difféd@anguage varieties) interact,
language becomes highly salient because they aablairto communicate

effectively. Thus, pluri-lingual competence and coumicative awareness are
crucial components of intercultural competenceés Important to acknowledge

and understand the relationship between languadecalture, and between

language competence and intercultural competeneeal&e there is no simple,
one-to-one correspondence between languages, aralidee languages carry
meanings some of which are unique to particulartucal perspectives,

competence in a language is crucial to understgnitie cultural perspectives,
beliefs and practices to which it is linked. Skiisinteracting, as well as other
components of intercultural competence, are thug waich dependent on at
least one partner in the interaction having commsan the language of the
other (or both partners having competence in &t leae common language — a
lingua franca). Where both partners have plurilalggompetence which

includes the other’s language, the interaction wél all the richer and more
successful.

Fourth, it is important to acknowledge that intdttatal competence alone
may not always be sufficient to enable individutdsengage in successful
intercultural dialogue. This is because there dtenosystematic patterns of
disadvantage and discrimination, and differentialthe allocation of resources
within populations, which effectively disempower myagroups of individuals
with particular cultural affiliations from particghing on an equal footing in such
dialogue (irrespective of their levels of intercw#fl competence). These
inequalities and disadvantages are often furthempounded by disparities of

power and by institutional constraints and biasbglwlead to the terms of the



19

dialogue being dictated by those occupying posstiohprivilege. It is for these
reasons that the Eminent Persons report recomntaedadoption of “special
measures to ensure that members of disadvantagedrgmalised groups enjoy
genuine equality of opportunity” [19; 6]. Thus, ander to achieve harmonious
societies in which all are able to participateyfuht intercultural dialogue, the
development of intercultural competence through catdon needs to be
implementedn conjunction with and along side-measures to laakequalities
and structural disadvantagesicluding giving special assistance to those with
socio-economic disadvantages, taking action to tewudiscrimination, and
remedying educational disadvantages

Finally, there has now been a considerable bodyreskearch into
intercultural competence. Significantly for presguirposes, this research has
shown that intercultural competence may not be iaeduspontaneously by
individuals, and it may not be acquired simply tilgb exposure to and
encounters with people with other cultural affibais if the contact takes place
under unsuitable conditions. However, intercultu@mpetencecan be
enhanced through a range of intercultural expeegndor example by
participating in intercultural events that have ibeeganised in an appropriate
manner and by attending educational institutionsicwhhave a non-
discriminatory environment. It has also been fothat intercultural competence
can be enhanced through intercultural education tesuding. Moreover, the
research indicates that intercultural competenca isfelong developmental
process, and that there is no point at which somaahieves ‘“full’ intercultural

competence.
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Chapter |1. Developing I nter cultural Competence through
(Project-) Education

2.1. Developing inter cultural competence through education

Intercultural education refers to gpedagogy— aims, content, learning
processes, teaching methods, syllabus and majeaats assessment — one
purpose of which is to develop intercultural congpee in learners of all ages in
all types of education as a foundation for dialogod living together.

Intercultural competence can be developed in dfferways through
different types of education. Three types of edooagxist and for the purposes
of this paper are defined following the Council Efirope (2010) Charter on
EDC and HRE [21; 8]:

- Informal educationmeans the lifelong process whereby every indididua
acquires attitudes, skills and knowledge from thecational influences and
resources in his or her own environment and fronly dexperience and
conversation (family, peer group, neighbours, enteng, library, mass media,
work, play, etc.).

In informal education — for example in what is l@grom parents, carers,
peers, journalists and others in one’s social enwrent — intercultural
competence is acquired with differing degrees dibdeate activity on the part
of parents, carers, peers, journalists and otRerents, for example, may have a
pedagogical approacko developing intercultural competence which is enor
less conscious and deliberate, or bring up theilden with no deliberate
intercultural purpose at all.

- Non-formal educatiomeans any planned programme of education designed
to improve a range of skills and competences omit#i@ formal educational

setting, and throughout lifelong learning.
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In non-formal education — as provided for examplédzal communities,

NGOs, youth work, adult education and social worktercultural competence
for learning.
- Formal educationmeans the structured education and training sysbetn
runs from pre-primary and primary through secondanyool and on to higher
education. It takes place, as a rule, at generalvamational educational
institutions and usually leads to certification.

In formal education, th@edagogy of intercultural competente/olves
the planned inclusion of learning outcomes defimeterms of the components
of intercultural competence. In formal educationithwits high degree of
planning, responsibility for developing intercutlircompetence in learners
reaches across the explicit and the ‘hidden’ culuim, and is shared by all
teachers albeit to differing degrees.

Each type of education involves a relationship leetwa ‘facilitator of
learning’ and ‘learners’. In informal learning tleeaire, for example, parents and
children, or adults learning together, for exampb®liticians, artists,
professionals in the media, religious, spiritual community leaders, work
colleagues or fellow students learning from eadtegtin non-formal education
there are, for example, for example, youth worleerd young people or trainers
and adults; in formal education there are teacleetafers and pupils/students.

‘Facilitators’ usually have intentions or purposdsroughout their
interaction with those in their charge. Teachersutly workers and adult
education tutors, for example, are trained to @ad design their lessons and
activities, and do so in a conscious way, wherea®rnis may sometimes
consciously plan activities for their children, fotlow advice from books, or
imitate their own parents, or adopt what is custyma their community, or
follow practices they see on television, and doismitively. In informal

learning, where people are constantly learning femoh other, they can have
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the intention, more or less conscious, of influagoothers. However, informal
learning can also sometimes take place throughredisen and imitation,
without any intentions to influence by the persamoge actions are imitated by
the learner.

Principles of planning

Planning and pursuing the development of intercalticompetence
amongst learners is thus important for all fadiita of learning. Some will do
so deliberately as a professional task as teacyaus) workers, social workers,
for example; others will do so less deliberately,am inherent aspect of their
role as parents, employers, politicians, etc.; gat others will do so often
without any conscious planning or awareness of Wt ‘teach’ by what they
do or say.

In most cases there are some principles of planwimgh are related to
the different components of intercultural compe&ndescribed earlier.
Facilitators need to include in their planning:

- Experience Developing attitudes of respect, curiosity aneéropess, as
well as acquiring knowledge about other culturaémiations and affiliations,
are best pursued through directly experiencing Ip@eple act, interact and
communicate — from their perspective. Facilitatorgay well provide
opportunities for learning through experience, \Wwhian be either ‘real’ or
‘imagined’; learners are able to gain experient@sexample, through games,
activities, traditional media and social mediaotigh face-to-face interaction
with others or through correspondence. Parents s#gct books for their
children or travel with them to other neighbourh®odegions and countries;
youth workers may organise training events andrmatgonal meetings for
young people; or history teachers may plan dranmmationstructions or activities
that aim to develop multiperspectivity. All of tleesxamples can provide
opportunities for challenging one’s assumptionsotigh comparison and

analysis.
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- Comparison In order to encourage understanding and respegtcople
who are perceived to have different cultural afibns from themselves,
learners can benefit from exposure to ‘differentearners often compare what
Is unfamiliar with what is familiar and evaluatestanfamiliar as ‘bizarre’, or as
‘worse’ and even as ‘uncivilised’. Facilitators de® be aware of this kind of
‘comparison of value’ and replace it with ‘compansfor understanding’, which
involves seeing similarities and differences inan4udgemental manner and
taking the perspective of ‘the other’ in order $&€e ourselves as others see us’.
In other words, learners can be encouraged to de\al understanding of how
what is normal for them can be regarded as ‘bizasre‘uncivilised’ from
someone else’s perspective and vice versa, anddltatare simply ‘different’
in some aspects and ‘alike’ in other aspects. leyarthus reflect on and are
engaged in a conscious comparison of their ownegland attitudes with
different ones, in order to better realise how tbeystruct ‘the other’.

- Analysis Behind similarities and differences, there arplaxations for
the practices, the values and the beliefs whichymaeople of a particular
cultural affiliation may share. Facilitators canppart their learners in the
analysis of what may lie beneath what they canatkers doing and saying.
This can be achieved, for example, by careful disicun and analysis, through
inquiry based methods, of written or audio/videarses. The analysis can then
be reflected back on the learners so that they gqoagtion their own practices,
values and beliefs.

- Reflection Comparison, analysis and experience need to be
accompanied by time and space for reflection aeddévelopment of critical
awareness and understanding. Facilitators, espemahon-formal and formal
education, need to ensure that such time and spgu®vided in a deliberate
and planned way. For example, teachers may aslers#tido discuss their
experiences, encourage students to keep a loghmdked¢p track of their

learning, and write or draw or share or otherwisgpond to what they have
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learnt; but parents may also sit quietly with thelrildren to talk about an
experience.

- Action Reflection can and should be the basis for talaontgon, for
engagement with others through intercultural diakgand for becoming
involved in cooperative activities with people whave different cultural
affiliations. Facilitators may take the responsipilof encouraging and even
managing cooperative action, for example in makmgrovements in the social
and physical environment (through ‘whole school’ pegaches or school
partnerships) and should emphasise that all adimuld be responsible and

respectful.

Methods of learning and teaching

Experience comparison, analysis, reflectioand cooperative actionas
briefly outlined above, are most effectively impkemed in non-formal and
formal education if teaching and learningethodsare in line with the
educational aim of developing intercultural competein any subject matter.
There is much research indicating that learnemnléatter in contexts where
lecturing from the front and transmitting inforn@ti is minimal, and where
pedagogical approaches, methods and techniquesetitaturage learners to
become actively involved in discovery, challenglection and cooperation are
used instead. The most effective learning actwigmgage learners as whole
persons and address their intellectual, emotiondl ghysical potential. This
also applies to the development of interculturampetence. ‘Co-operative
learning’ embodies principles which are centraliritercultural competence:
learners work together to achieve a common goa nespectful, appropriate
and effective way, using their pluri-lingual compete.

Facilitators who aim to develop intercultural cogree are encouraged
not only to activate learners’ intellectual undanstings but also to address their

emotional stances as well as to support new aetnghparticipation. ‘Learning
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by doing’ approaches, acknowledging and drawingnujearners’ previous
experiences, and promoting community outreach anth@rships, are just a few
examples of practices which are best suited toldpvearners’ autonomy and
responsibility in the matter of intercultural congece.
| mplementation

The implementation of learning activities takescplan varying degrees
of formality in the three kinds of education. Tleidwing paragraphs describe
how intercultural competence can be implementetifferent learning contexts,
and link the descriptions to the concepts and ¢octtmponents of intercultural
competence developed earlier in this document.
(a) Informal education

Informal education works through conversation amel éxploration and
enlargement of experience, with friends, with p&gewith colleagues, and also
within action we undertake alone for ourselvess ttharacterised by spontaneity
and unpredictability, and can take place in anytexin

Those responsible for the upbringing of young peamlay plan their
approach in intuitive or conscious ways. They nfayexample, feel they need
to break with traditional ways of dressing childrenchoice of colours for
clothing for example — in order to challenge tharmbaries of gender; parents
and others may buy toys for boys which are typycaffered to girls and vice
versa; they may decide against the acquisitioroofesgames which encourage
attitudes of which they disapprove; and they magidieto take their children to
places where they can encounter people from atyaniebackgrounds. This
begins very early in the lives of children. A paren carer who develops no
specific approach to education for interculturainpetence is in fact ‘educating
by default’ and thus is communicating, in a nonsmous way, values which
may be the antithesis of intercultural educatiom. tBe other hand, informal
learning continues throughout life (‘lifelong learg’) and adults are more

likely to take responsibility for their own leargirby seeking new experiences
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and interactions with people. The new experiencesf@used on interactions
with people of other cultural affiliations, and awtion and reflection and the
development of new skills and attitudes, and ainaots enrichment of their
intercultural competence.
(b) Non-formal education

The inclusion of the values of intercultural edimat and its
implementation in order to develop interculturainaetence should lead to non-
formal education activities which focus on tladtitudes, knowledge and
understanding, skillandactionsdescribed earlier. The planning of non-formal
education — in youth work or adult education foample — is governed by
pedagogical traditions which are both general (agthose found in statements
made by politicians and others about the politicabcial, religious,
philosophical or other purposes of education) gretific (e.g., the formulations
of the aims of youth work or the specific purposés¢eaching history in adult
education). In many situations of non-formal ediacgtthe ideals complement
and sometimes challenge the established policy daits down by those
responsible for the education and upbringing ofrgppeople or for the personal
and professional development of groups of pareMN§Os, a national
government or a corporate institution. Non-formdli@ation is often rooted in
partnerships and community action. For exampleadbhll club may organise
events for their supporters in preparation for angan another country; an
employer may offer meetings or a formal course wihemne are new employees
from other cultural affiliations — for example, fmoother countries or other
religions — as a consequence of a merger; a schgbit offer preparation for
parents whose children are to be involved in arhaxge visit with children
from another country.
(c) Formal education

Teachers in formal education, whatever the ageheir tlearners and

whatever the subject they teach, have a genenabms#ility for implementing
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intercultural education. In formal education, impkntation means the teaching
of planned lessons, lectures, workshops, etc. Imynsauntries this is controlled
through the official curriculum and systems oinspection of educational
institutions by external bodies such as a natiamgdectorate or a professional
body responsible for certification and public rewetign of schools, higher
education institutions and similar establishmeRtsthermore, in some contexts
existing textbooks and teaching materialseld substantial influence on
choosing and planning learning activities.

For intercultural competence to be developed, fthexe teacher
education, inspection, control and textbook autigprcould include criteria
derived from the principles of intercultural educat and the definition of
intercultural competence outlined earlier in thegdment.

In some educational systems, teachers are suppmrtadilitated by clear
policies and official curriculum intent and contemt intercultural education; in
other situations, though intercultural education adopted at the official
curriculum discourse level, it is not supporteddiler practices; and in other
contexts there is no official or other support arttether intercultural education
Is somehow pursued depends largely on the teacher.

For some teachers, intercultural education and ebemge are obviously
central to their concerns and planning becausetgsgh about the social world
and/or the world of the individual human being. Fathers, intercultural
education and competence appear distant fromfithais since they teach about
the natural world.

In the first group, those teachers who deal withtena of language and
communication within and between groups of people garticularly
responsible for intercultural competence. Thesdude teachers of national
languages (and literatures), teachers of otherulagpes, teachers of media
studies, etc. Teachers of social sciences suchisésrhh geography, civics,
sociology and psychology should also take respditgilior developing the
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attitudes, knowledge and understanding, skill actionswhich are elements
of intercultural competence. Teachers in the hutiemimay also contribute
substantially; for example in the teaching of hteire, including literature in
translation, there is much potential for developing fundamental attitudes of
intercultural competence and the abilities to compeeflect on and question
what is taken for granted.

For teachers in the physical and life sciencespitee@ppearances, the
skills as well as the attitudes of openness andsity, or the ability to see
phenomena from multiple perspectives when obsenandg analysing the
natural world, are also related to the componehistercultural competence. In
addition, the way conflicting views, for exampleoabthe nature and origins of
the natural world, and the rejection of new inssgly the persecution of
scholars, are handled in a physics, chemistry a@iogy class, and the way the
learning process is organised by the teacher, dan develop learners’
intercultural competence.

Evaluation and assessment

The planning and implementation of activities tovelep intercultural
competence in each kind of education is usuallppanied byevaluationand,
in formal education especiallgssessment

The distinction between ‘evaluation’ and ‘assesdimenmportant. For the
purposes of this document, they are defined asvist|
» Evaluationis the observation and measurement of the effsotiss of a
lesson, course, or programme of study whose aimudes the
development of learners’ intercultural competence
» Assessmerns the measurement or systematic description lHaener’'s
degree of proficiency in intercultural competence
In all types of educationgevaluation should include measurement of the
effectiveness of the development of interculturamnpetence through planned

activities. There are many tests of interculturampetence and these can be
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used by institutions for both formative and sumrm@tevaluation purposes, for
example for self-evaluation by institutions or mternational comparisons by
external bodies, respectively.

In both formal and non-formal education, it is pbksto use different
approaches to evaluation of teaching and learmgigt@ use methods of various
kinds to measure or describe the degree of effsoéiss of an activity or
programme. In informal education, thAutobiography of Intercultural
Encounterg20;14] can be recommended for use, for exampl@drgnts and
guardians with children from early childhood onwsaat by young people and
adults.

Assessmenn general is often associated with tests, butetlage many
additional kinds of instrument to use in assessmdat example, portfolios and
learner-diaries — and assessment can be carriedyoigachers, or by learners
themselves and their peers, in self-assessmemeorgssessment. Here too there
Is a role for theAutobiography of Intercultural Encounters

Since an individual's intercultural competence cdways be further
enriched by experience of varieties of intercult@r@counters, their proficiency
cannot be assessed in terms of progress towardsita §oal. It is their
proficiency — the extent to which they are able ré&spond appropriately,
effectively and respectfully — in an intercultursituation which has to be
measured or described. In addition, since inteucalt competence is a
combination ofattitudes, knowledge and understanding, skdlsd actions
assessment needs to include both analytical measuot&lescription —
involving multiple measures — and holistic and aele judgements of
individuals’ performance, either singly or togetieth others.

External assessment of learners’ degree of intemall competence
carried out for educational purposes, includingn@rations and certification,
has not yet been developed to any substantial extBmere are many

instruments for measuring individuals’ mastery loé tvarious components of
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intercultural competence, and these can be usete$march purposes and for
evaluation. They are not however suitable for etiosal assessment and
certification through examinations.

There is a need then for research and developnmentéducational
assessment which can be used in examinations &tddaypes of assessment
since the ‘backwash effect’ of examinations on @&y is crucial in ensuring
that learners and teachers pay serious attentiamdocultural competence and
include it in a systematic way in their planningdamplementation of the

curriculum, and in their feedback to learners.
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2.2. Approaches and activitiesto develop intercultural competence

This paragraph of the qualification paper starth\&ishort introduction to
a variety of approaches to the teaching and legmprocess that have proved to
be conducive to the development of interculturahpetence. It then provides
short descriptions of a few activity types that das adapted by education
professionals to help the development of the coraptn of intercultural
competence in their own contexts. Most of these/iies can be used in both
non-formal and formal educational settings and somthe ideas can also be
adapted to informal learning contexts. Suggestaresalso included for teachers
of mathematics and natural sciences for whom tlveldpment of intercultural
competence may seem less obvious, as this develbprae be pursued by all
educators across the curriculum. Components ofculteiral competence that
the activities develop are highlighted in the dgdimms for the sake of clarity
and easier orientation. At the end of this sectiosample activity is described
in detail to help readers follow the procedure anderstand the aims of the
activity and how its processes and expected legroumtcomes support the
development of some of the components of intercalltcompetence described
in section two of this research.

Pedagogical approaches

As described in the previous section, researclshaan that teaching can
be significantly more effective when lecturing, tbansmitting knowledge to
passive receivers, is reduced to a minimum. Wheat changes imttitudes,
knowledge and understanding, skidladaction are desired, lecturing does not
have much of an effect. For instance, lecturingudllemocracy, respect and the
importance of intercultural competence will notdyedible and is not likely to
have an impact if teachers do not apply and mduelame principles in their
communication, and general approach to the teadnmalglearning process. On

the other hand,experiential learning or ‘learning by doing’ involving
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experience, comparison, analysis, reflection anopemative action are most
effective in non-formal and formal education if ¢sleeteaching and learning
methods are supported by the official national doadal curriculum and
education authorities.

In the last two or three decades there has beelnaage of focus in
education as competence development gains grouady Minovative teaching
techniques and work forms are now increasingly spdead with the aim of
facilitating the learning process in both non-folasad formal education today.
Project-based Education

Project-based education is an instructiongpbr@ach that seeks to
contextualize language learning by involving leasna projects, rather than in
isolated activities targeting specific skills. Fcibased learning activities
generally integrate language and cognitive skad@s)nect to real-life problems,
generate high learner interest, and involve sonupe@@tive or group learning
skills. Unlike instruction where content is orgagdzby themes that relate and
contextualize material to be learned, project-baeagning presents learners
with a problem to solve or a product to produceeylimust then plan and

execute activities to achieve their objectives.

Projects selected may be complex and require asiment of time and
resources, or they may be more modest in scalanflesa of projects include a
class cookbook, an international food bazaar, ktdtd-based story hour at a
local library, a neighborhood services directory,aoclass web page. In the
selection of projects and activities, it is impottao include learners' input, as
well as to consider carefully how the project viitl with overall instructional

goals and objectives.

Project work, for example, has become very popular in the tegcof
many subjects in schools. It involves topic or tkdmased tasks suitable for

various levels and ages, in which goals and conéeat negotiated by all
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participants, and learners create their own legrmnaterials that they present
and evaluate together. Naturally, with such newk#Worms and new approaches
to the learning process, teachers’ and learneles lmave also changed.

When pedagogical approaches, methods and techntgaesncourage
learners to become actively involved in experiendescovery, challenge,
analysis, comparison, reflection and cooperatioa ianplemented, learning
activities tend to be very effective as they engageners as whole persons and
address their intellectual, emotional and physpaldential. Such a specific
approach to learning and teaching that has provg@dmote the development
of intercultural competence regardless of the sibpeatter is cooperative
learning.

Cooper ative learning refers to the way the learning process is organised
and it does not only mean that learners often lsofige in groups in non-formal
or formal classroom settings. Cooperative learniaga specific kind of
collaborative learning in which students or papi#eits do not simply work on
unstructured tasks in pairs or small groups butkwiogether on activities that
have specific cooperative principles built into tleey structure of the tasks.

In cooperative learning, pupils, students or pgréicts are individually
responsible and accountable for their learning, thiedwork of the group as a
whole is also assessed. The smaller the groupmitre likely it is that all
members will contribute, which ensures personaltyusive interaction.

Cooperative groups work face-to-face or online ahg teamwork
ensures that there is constructive and encouragiegdependence among the
group members leading tomproved social skills and conflict resolution
strategies, and a gradual decrease in labelling amdlusion of individual
membersin this pool of attitudes, knowledge and skisery member brings
their strengths to the work but also acquires newwkedge and develops
regardless of whether the subject matter is linkethe humanities and social

sciences or to mathematics and the natural sciences
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In order to create an environment in which coopegdearning can take
place, learners need to feel safe and comfortabkk the task and its goals must
be clearly set for them to feel appropriately afvagled and to work together
efficiently. Learners participating in cooperatiteesks soon realise that in order
to be efficient, they need to be respectful, attenthonest and empathic. When
cooperative groups are guided by clear goals aedtdbk requires positive
interdependence, group members engage in humeptvgi@s that improve
their understanding of equal access and particopa#s well as the topics
explored.

Cooperative learning applies some of the principlesonstructivism and
lends itself well for an inquiry-based approachc®i cooperative techniques
revolve around small group work, they can be usmdptementary to almost
any other educational strategy, approach or tegctmethod, and as described
above they develop many of the components of ianten@l competence
regardless of the subject matter where they arémmgnted.

What follows is a brief description of activity tgp which are suggested
as conducive to the development of interculturahpgetence through education.
Activity types
1) Activities emphasising multiple perspectives

Activities to raise awareness of different perspest will develop
learners’skills of observation, interpretation and decengrias well as their
openness and non-judgemental thinkilibese activities may take the form of a
verbal description or visual recording of an eveadiion or phenomenon that
can be supplemented by or juxtaposed to descrgptmnvisuals of the same
event, behaviour or phenomenon provided by othen® wee these from
different perspectives. For example, it is intangsto read, compare, analyse,
discuss and perhaps even act out three differerduats of the same day’s
events in a school or summer camp written in aydiarm by three children

coming from very different backgrounds with diffetezalues, norms, skills and
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knowledge and perhaps with different languages. détwiefing of the activity
Is important to reflect and conceptualise the egpee and to show how the
genre and the language used affect the understanofinthe experience.
Facilitators need to discuss with the members efdhss or group why people
tend to see the same phenomena, events or actiteremtly and what happens
if we misjudge people on the basis of first impiess and widespread but often
misguided assumptions.

Such activities that analyse multiple perspectivcas be used in non-
formal or formal educational settings to develogeiioultural competence. For
example, historical events are often describedendfitly by two historians
living in different parts of the world and writing different languages. As much
as portraits of the same person are painted diffigrey two artists, drawings of
a classroom sketched by people sitting in differentners of the same
classroom will also be different. World maps basedprojections not usually
encountered, or using maps upside down, may sttendiacussion on points of
view that are frequent or dominant, and othersdhaiess customary. The same
Is true for descriptions of natural phenomena #natoften presented in natural
science classes. While variations on this actividgvelop participants’
observation and communication skills, they alsamwteanalysis from multiple
perspectivesgnhanceempathy and non-judgemental attitudasd highlightthe
misleading nature of first impressions and sterpesyComparing perspectives
can also be used in the treatment of real confact®ng the members of any
group or class, or even within a family, to develbp same skills and attitudes
while solving the involved persons’ own conflictspyoblems.

Multiperspectivity can also be enhanced throughrysttiing and the
construction of narratives by learners. The namabf stories, which could be
real or fictional, involves the ability to narratéhilst taking the perspective of
specific people involved and distinguishing thesmrf one’s own perspective.

Such narrations help participantsdecentre from their own values, norms and
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beliefs and from what is normally taken for grantedd the explanation of
matters that would otherwise be omitted. This psecmay be fuelled by an
audience’s questions in informal settings, butait @also be designed as such in
non-formal and formal education. Stories in thetelatsettings could be
purposefully drawn from the learners’ own biograshi which can also be
pulled together (e.g., through ‘American quilt’ ‘puzzle’ activities where each
biography forms a piece of the puzzle) to exemghiy group’s diversity and to
facilitate learners in exploring each other as demjndividuals beyond over-
simplified identities and labels which constrainmieers’ understanding of each
other. Finally, beyond the discussion of each imtdial biography or story, the
compilation of all of them creates yet another lefaich pedagogical material
which can be further analysed, discussed and tefleapon in relation, for
example, to the kinds of diversity encounterechmgroup, whether or how it is
related to the broader social context, or the kioidsocio-historical influences
that brought it about.

2) Role plays, simulations and drama

Role play, simulation and drama activities in fgrei second or native
language and literature classes or in non-formakatibnal settings can help
develop learners’ intercultural competence. Fomgda, teachers or facilitators
can give out role cards according to which learrieage to act completely
differently from their usual ways, norms and staddaand they have to solve a
problem, carry out a task or discuss an issue aupg following the norms of
their assigned ‘new identity’.

The benefits of role plays, simulations and draoratlie development of
intercultural competence are numerous. Learnersreqice what it is like to be
different, to be looked on strangely, to be cré#gd or even excluded. They can
also discover that, although people may show diffees in every aspect from
eye-contact through language use to basic normgefdveand values, these

differences do not make them less valuable as humeargs. The debriefing
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discussion with the class or group is very impdrtafter each role-play or
simulation to raise awareness of what happenecgluhe ‘game’. Eliciting
from the students or participants what they hawealiered while playing —
what was easy, difficult, strange, or life-like;vihéhey were able to imagine the
norms of their assigned ‘new identity’; and whettlexir character was genuine
or stereotypical — will help them reflect about #gerience. As a result, such
activities can help to develogititudes of openness, curiosity and respast,
well asa willingness to empathise and suspend judgenidmy also develop
skills of observation and interpretation, skills l&arning about one’s own
culture and discovering othees well askills of adapting and empathy.

Care has to be taken that such activities do ned I¢o over-
generalisations about other groups of people, &atl they do not reinforce
stereotypes instead of challenging them. When atgres surface in the
discussions, either about the self or about therpthe teacher or facilitator can
seize such opportunities to discuss these and gupaoners in reflecting about
how stereotypes are created, why they are sustdwo@dthey can be as harmful
as helpful, and how they need to be challenged. eWhppropriately
implemented, such role plays, simulations and draisa raise awareness of
and build knowledge about similarities and differences, agsgions and
prejudices, and verbal and non-verbal communicatimaventions.

3) Theatre, poetry and creative writing

Another group of activities that help to developensultural competence
Is theatre, poetry and creative writing. When weécWwanr read plays in our spare
time because someone in the family or among owndis or colleagues
recommended them, we learn abotlter people of diverse cultural affiliations
with a variety of perspectiveReading plays in literature or foreign language
classes helps students learn from and throughréh@atmany different ways.

Staging theatrical works takes this learning ewanthér as acting out enables
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people to explore and reflect on experiences they tvould probably never
encounter otherwise.

Many short stories and poems also lend themselveli te the
development of intercultural competence. They camdad, enjoyed, discussed,
illustrated with drawings, retold or — with alitit of imagination and creative
writing skills — even rewritten from the learneestn perspectives.

These learning activities based on literature, alsly appropriate for the
language or literature class but also adaptablethier subject matters, allow
learners to gaiknowledge about people they have never aret tolearn about
lives they have never imagin€these processes can help learners to dewelop
willingness to question what is usually taken farlmrged in their own
environment and to challenge their stereotypes concerning other ppeo
Depending on the content or message of the poeart story or play that
teachers and facilitators select for use, theswiaes may even help learners
understand how society and individuals can prdteedignity and human rights
of people regardless of their cultural affiliations
4) Ethnographic tasks

Ethnographic tasks involve learners in going oetda explore life in the
real world in order to bring back experience andwdedge that they can
compare, analyse and reflect on, a process which aieo promote self-
discovery and self-reflection. Learners in a clasgarticipants in non-formal
training sessions can be assisted in compilingosemwation grid to explore how
people greet each other, how long they wait inapersituations, what verbal
and non-verbal means they use to express respattude, anger or any other
emotions. Another task could be for them to inmwipeople to find out how
people in a certain neighbourhood live, think dateto specific questions. The
results can again be presented, compared and edaigsthe classroom or
training room in order to develop some of the adi#s, knowledge or skills

required for intercultural competence. These réftecdiscussions about the
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learners’ ethnographic experiences will help thbimk about their reactions to
what they observed, especially their interpretaiai why they reacted in
certain ways and not others to what they had egpeed during ‘field work’.

Parents can also make conscious decisions to smanitings for their
children where they can observe and learn alfmihorms, behaviour or social
practices of people with different cultural affti@ns and belonging to different
ethnic, religious, or socio-economic groug$iese opportunities can be used to
compare and raise awareness of their own normspaadtices

A related but distinct methodology within ethnodrapapproaches is oral
history. In non-formal and formal educational s, oral history can be an
approach mobilised by facilitators, trainers orcteas for engaging learners
with the past through the use of interviews witlogle as ‘living sources’, and
through the process of developing social scienseareh ethics towards others
and their views of the past. As interviews neebdaonducted with sensitivity,
patience and with as little influence on the intewee as possible, learners
acquire experience @ctive listening, respecting other views or accsumind
allowing, indeed facilitating, these to be voiceem if they do not (fully) agree
with them Multi-perspectivity is also practised here, since a grandfather’s
memories from school may be quite different frorosn of a grandmother, for
example.

Witnessing oral history may also be relevant iminfal education when,
for example, grandparents narrate stories of tti@dhood to grandchildren —
younger generations are often surprised at therdifices between how they are
growing up, playing and attending school and hows¢h activities were
experienced by parents and grandparents; or whamdpgarents relate how, in
spite of broader cultural norms, they challengess¢hthrough their own life
choices. Although such conversations may often éapm an incidental

manner, they provide opportunities for learnerexplorehow their own culture
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Is in constant change over time, and how cultunes @ften challenged from
within.
5) Use of films and texts

Watching films or reading various types of text® activities often
encountered in informal education as leisure amwiamongst adults, youth,
children and families. Depending on the choiceilof br text and the kind of
interaction which takes place before, during artdrafiewing or reading, such
experiences can potentially enhance intercultuahpetence by parents or
carers, as films and texts in generalcan be a keysédlf-reflectionand for
openness to explore other places as well as ctmfiad tensions related to
diversity, either in the past or in the present, in contextéch may never be
physically accessible to learners.

With regard to films and texts, in non-formal armnhal educational
settings, facilitators or teachers may purposefaect films, film scenes or
extracts from written sources to discuss whererdityebecomes crucial, either
by asking learners to discuss their view of thenever totake the perspective
of and empathise with the peopie/olved in a given scene or passage. These
discussions may focus especially on why they thivdse people talk to each
other but fail to really communicate, whether intétural competence is
manifested, and whether and why cultural diver&igls tension and conflict in
the selected extracts. At a more advanced le\athézs may engage in activities
which require them to take the perspective of tinectbr, screenplay writer, or
author to discuss their possible intentions or mgssvith the given film or text,
and its potential use or misuse by groups advagdtinor against the need for
intercultural communication. Such activities raissarners’ awareness of
multiple perspectiveand develop theicritical thinking as films and texts are
created by directors and writers to be consumeeitain ways by the audience,
and it is the latter's ‘responsibility’ to critidgl deconstruct, rather than

passively consume any moving image or written text.
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6) Image making/still images in class

This type of activity is more appropriate for nam+hal and formal
educational settings. Facilitators or teachers arage learners to use their
bodies and each other to make a still image inmghd number of people. This
image may be an effort to re-create a group of leethygy have seen or create a
new or imaginary person or group of people. As thegd to collaborate to
complete such a task (differing levels of diffiquttould involve engaging in the
task without talking and only using non-verbal commication, or re-creating an
image which is no longer present for them to refe), they need to
communicate appropriately and efficiently. Furthere if the image to be re-
created relates to aspects of cultures, then thendes need substantial
knowledge to take postures or to use non-verbaguage in culturally
appropriate ways to the time, setting and contéxthe event re-created. In
addition, the ‘still image’ may become a moving atadking image, thus
encouraging learners to move and speak in waysditto the event.
Alternatively, the rest of the group or class maket pictures or videos of the
still or moving image and create speech-bubblesdialdgues to be enacted,
which would again require and develop intercult@w@inpetence, as the content
and style of these conversations would need toppeoariate, possibly using a
different language from the one usually used irsxlaAdvanced and more
complex image making may easily lead into dramaode-play activities as
described above.

Such types of activities provide opportunities fearners to develop
attitudes of openness and curiosity to learn abotiter people, skills of
changing or adapting one’s way of thinking accogdito the situation or
context and awareness and understanding of one’s own and gbleeple’s
assumptions, preconceptions, stereotypes, and giogisin addition to raising
communicative awareness

7) Social media and other online tools
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Encountering others online inherently carries elaseof intercultural
communication. The internet enables the exchangeie@fis and opinions
between large and diverse groups of people thatdvathherwise hardly cross
paths and interact. Within this context, the sprefidocial media both reflects
and encourages people’s need to interact: thenigités an important space for
informal education for young people as well as sdwho come to be users and
producers of content. Despite the possible negatifi@gences and the inherent
risks, using social media and other online tools aso develop intercultural
competence.

Along with teleconferencing and online video coefeses, social media
(platforms, chat rooms, public for and other toaokg)resent powerful tools for
facilitators and teachers to develop intercultuwwampetence in any learning
context. As issues of class, religion, ethnicitgnder or sexual orientation often
become salient in these interactions, intercullp@mpetent communication in
these contexts implies both cultural awarenesssanditivity, so that the views,
opinions and comments exchanged are respectful avethey reflect
disagreements. Willingness to engage with ‘othe¥nemd to experience
intercultural encounters may be encouraged thrahghuse of these media.
Learners of any subject sharing a lingua francagroups (classes) of foreign
language learners can be involved from all over wald in online web
collaboration projects lasting from a few sessitmseveral months. In such
web collaboration projects, learners present thiemesginterview each other,
discuss issues and complete tasks designed andr@depy their teachers or
moderators prior to the start of the project. Fang this experience may be the
first in encountering people from completely diéfat cultural affiliations.

When carefully moderated, online social networky migo contribute to
the development of intercultural competence whesy thre centred around
topics, issues or themes which are directly relet@mtercultural competence,

global citizenship or barriers to interculturalldgue such as conflict resolution,
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peace, local and international conflicts. For exi@ngiscussing a variety of
factors in the generation and resolution of contfliequires intercultural
competence but also develops it further.

Online communication also developpmmunicative awareness and
awareness of one’s own ‘voicd’earners gain knowledge and understanding of
how they and other people convey a message, giraot implicitly (between
the lines), and realise how paralinguistic featypeemeate communication in
both face-to-face and online settings.

The development of intercultural competence mag atscur through the
sheer diversity of resources, materials and opsiorade available online,
although guided use in informal, non-formal andrfal educational settings can
ensure that users engage in activities that regineen to understand and
interpret information sources. Finally, the currgmiwth of online communities
of practice (gathering professionals and activistcollaborative knowledge
construction) will potentially increase the exchangf ideas and creativity
around the question of how education can contrihatéhe development of
intercultural awareness and intercultural compegenc

Though the whole range of these experiences camsétil, facilitating
and guiding participants’ reflection upon theseeaignces is of key importance.
Incidents of mis- or difficult communication can Is=en as pedagogical
challenges for further improvement, rather tharcdeceptualised as ‘problems’
or ‘obstacles’. Discussions over what went wrongatintended or unintended
messages were harmful to the communication and fabwe communication
can be more interculturally sensitive will entaibra appropriate engagement in
such encounters in the future.

When appropriately accompanied and moderated, thelssge activities
through social media allow learners to deveatiiudes that help them deal with
their emotions when faced with ambiguity and uraety; it may enhance their

propensity tocooperate with individuals from other cultural &étions; to gain
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skills of ‘listening’ to people in order to undemsd their meanings and
intentions and to develogommunicative awareness, including awareness of the
fact that other peoples’ languages may expresseshaleas in a unique way or
may express unique ideas that seem difficult tcessdhrough one’s own
language(s).
A sample activity described in detail

This section provides a concrete example of howlamned learning
activity can develop intercultural competence. Huo#ivity is described for a
group of 20 learners (trainees, students or puplis}can be used as an
introductory activity to give learners the opportyrio start reflecting on issues
of intercultural communication. The boxes withinetldescription contain
information about the teaching and learning proéestacilitators of learning.
Pestalozzi training resource: The neighbourhoodlyar
Aim

The aim of the activity is to raise learners’ awess of the psychosocial
dynamics of inclusion/exclusion, co-operation/cotitfma, discrimination and
prejudice. It may be exploited to develop learnaeflection on their own
attitudes, beliefs and values, and to help them gaw skills and develop their
knowledge of important concepts related to intéwal competence such as
identity, discrimination, otherness, empathy, dbtgr cooperation and
interdependence.
Resources

» A large uncluttered space, stickers of 4 colours

Time

« Activity 15 minutes; debriefing 30 minutes
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Procedure

1. In this activity, learners are asked to form aleirdhe facilitator gives
them the following instructions:

“We are going to start an activity. In this actiiyou are not allowed to

talk at all.

“First | will ask you to close your eyes and thdrodly after you will be

able to open them again. But you still must notakpe It is very

important that you never speak throughout this eser Now, please
close your eyes.”

2. The facilitator then silently sticks small colourestickers on
participants’ foreheads. For example, with a groti@0 participants,
the distribution may be the following

Majority = blue stickers on 8 participants’ foredea
Second majority = green stickers on 6 participaici£head

0

0

o First minority = yellow stickers on 3 participanferehead
o Second minority = red stickers on 2 participantsehead
0

One participant remains without a sticker

The number of stickers of each colour is meant tmeh social inequalities.
Very quickly, participants in the majority groupeatikely to feel more

‘confident’ than others and will tend to becomedies in the task.

3. The facilitator gives the following instruction tiee group:

o “When | say so you will open your eyes but you mollt be able to
talk. Your task will be to group yourselves (thellfe@ator says this
clearly, twice). Now you may open your eyes... andmi’
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The formulation of the question is important. Altigh participants are not tojd

to group ‘by colour’, that is what they are mog&ely to do as the facilitator has

not given any instruction or any criteria for grougp Because of people’s ha

of classifying things in the surrounding environmethe group will separate

into subgroups of blues, greens, yellows and redsd, leave the participa
without a sticker all alone and isolated.

DIt

4. The group works for as long as it is comfortablélevthe facilitator

observes the participants’ behaviours and attitashelsmakes notes to use

during the debriefing of the activity.

As participants (adults, children, young peoplditiostans, etc.) do the exercise,

they realise that because they don’'t know whahigheir forehead, they need

rely on each other to complete the task. Only tteers can see what colour

they belong to and they cannot talk to each otheommunicate. It will taks

about 10 to 15 minutes for the group to sort thicdlty out. It takes trust

cooperation and creativity to complete the assigasH. It is a very powerfu

exercise and the debriefing part always bringslot af material for reflection.

to

D

5. Participants can remain where they are after tdemtsgrouping activity,

but of course they can now speak. The facilitatdl mtroduce some

prompts for the debriefing session.

o “How did you feel when you had your eyes closed?”
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Participants can reflect on their experience dutirggactivity: not being able t

use language to communicate, standing without ge@ithers. In many
instances, a discussion about living with disabgitand how it must feel to be

in such situations in real life will emerge. Soneelfthis part of the activity to

be threatening and express uneasiness.

o “What was your first reaction when you opened yeyes?”

Discussing our feelings is an important componénntercultural competenc

development and learning. Many feelings are expresas this point: the feeling

of loneliness, being lost, or opposite feelings hmilge expressed; how we fe
when we become aware of being perceived and eealwat the basis of criter
that are unknown to us. As participants expressisiedves, the facilitator ca
introduce certain concepts such as identity, d@a@tion, or the notion @

otherness and perception of self by the other.

0]

e

e
a
N
f

o “How did it feel not to be able to talk?”

The group will reflect on parallels with real lifsituations. Often th
conversation will lead the group to discuss thdirigeof powerlessness
situations where one cannot make oneself understaimulit language barrie

D

n

and non-verbal language.
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o “What strategies did you think of to do the task?”

By discussing the instructions and how they weréeustood, participants wil

gradually realise what types of behaviour they ldiggd in the group.

Participants need to understand during the debgefiscussions that they could

have chosen alternative grouping methods and thiing in the instructions

given by the facilitator should have led them tgregate and form red, blue,
green and yellow groups: they could have formedmasy sub-groups as
possible composed of all the available coloursa{abiow group, for example,
thus accepting ‘difference’ within their group), thiey could have decided not
to leave anyone isolated and incorporated the flome any group. This
guestion is central to the learning process théthwing participants to realise
how they ‘jJumped to conclusions’, or to criticabyalyse their own propensity
to segregate, to reflect on the unconscious levetheir decision-making,
understand why these strategies were chosen aratheys. The group can then
develop further by studying other options that dobbve been taken; the
facilitator can decide to conceptualise furtheribyoducing notions that are
central to intercultural competence (empathy, diNgr cooperation,
interdependence) and identify attitudes, skills &ndwledge that can prompt

behaviours that uphold human rights and sociausioh.

o0 “What does this make you think of if you compardoitreal life

situations?”
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At this point, participants can start to generakgieat they have learned to
different contexts, and apply it to their own expeces and conversations.
Often the discussion will bring the group to realise implications of overt and
covert discriminative behaviours in small groupssial groups, as well as on
global level.

6. Tips for facilitators: The vast majority of groupsanage the task, but on
some rare occasions a group will experience so madiffyculties
cooperating that they will not find a solution;ghs very rare, but if it
does happen the facilitator has to feel and destden it is a good time to

stop the group work.

This activity can be done in a lesson, or in a \pake training session, |n

U

teacher education or in youth work, etc. Its len@pproximately 45 minute
together with the debriefing discussion) permitdeacher to fit it into a

classroom session. Possible fits with the schowlauum are: civic education

education for democratic citizenship/human rightkioation, language and

communication, philosophy and ethics, life skiliglaclass management.
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2.3. Teaching communicative competence through the four skills:

A focuson intercultural competence

In trying to develop learners’ overall communicatigompetence in the
target language through the four language skills, vave decided to focus
particularly on the intercultural competence as\gdhe approach less taken in
the language class. Linguists give the followingeghmain reasons for such
neglect. First, teachers usually have an overcrdwadericulum to cover and
lack the time to spend on teaching culture, whegjuires a lot of work. Second,
many teachers have a limited knowledge of the targkure and, therefore, are
afraid to teach it. Finally, she argues that teexhee often confused about what
cultural aspects to cover. In an attempt to hehglage teachers tackle cultural
aspects in the language classroom, the purposkisofinal section is that of
proposing a cultural project for building learnecemmunicative competence in
the target language. The project is organized arothree main stages:
explanation, collection and implementation, whicé described in turn.
Explanation

In the first stage, i.eExplanation the teacher explains to learners the
concept of intercultural competence in order to endkem aware of the
importance of paying attention to the culture of target language. Once the
concept has been introduced, learners are toldareyo explore the culture of
the target language and they are presented witt aflkey areas that offer the
possibility for developing intercultural competencencluding Family,
Education Law and Orderor Power and Politicamong others. The choice of
topics follows Duffy and Mayes’ (2001) project oavin best to explore another
culture. To alert learners to the content of theids, thefive word technique
developed by Cain (1990) could be of help. In sactechnique, learners are
requested to note down the first five words thegktlof in relation to each topic

presented by the teacher and then learners’ ingivitists are discussed at
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length. This work is a simple way to get learnaysattivate their cultural
background knowledge on the topics to be covered.
Collection

In the second step.,e. Collection,learners are given the task to gather
material outside the classroom in relation with thdtural topics they have
agreed to work with in the first stage. Learnere ecommended to collect
material from a variety of sources including phojed information from
different printed materials, photo documentariéstupes, video or DVD scenes,
recorded material like interviews to native speakexcerpts from the internet
and the like. The good thing of this activity istlearners’ cultural awareness is
further increased through having to question thdémsewhat is culturally
representative of the given topic. Once learnexe ltllected all the material,
they are required to hand it in to the teachepabanted office hours in order to
allow him device activities in the four languagdlskhat are to be implemented
in the next stage of the project.

Implementation

In the third stage, i.emplementation learners work with a variety of
activities that require their use of the four sk{i.e., listening, speaking, reading
and writing) in order to develop their overall coommcative competence, and
promote their cross-cultural awareness and undetisig.

Listening skilt Sample activities

Activities such as video-taped cultural dialoguasdio- or video-taped
cultural misunderstandings and taped-recordedvie@s with native speakers,
among many others, could promote listening skilithwa special emphasis on
the intercultural competence.

— In video-taped cultural dialoguedhe learners view a video sketch
where two people of different cultures are disaugsin area of a cultural topic
that the project focuses on. One of them is from larners’ own culture

whereas the other is from the target culture. Baeher plans pre-, while- and
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post-listening questions to raise learners’ craggial awareness while
practicing listening. For example, a prelisteninggstion could request learners
to predict the opinion of the two persons with relg the given topic. While-
listening question could require them to confirnrgect their predictions made
on the pre-listening phase. Finally, the postlistgrquestion could ask them to
critically discuss the opinion of the person frome ttarget culture. Once
discussion on content is over, learners could #sorequested to identify
differences (if any) among the two persons inténgcin the scene with regards
to pauses, changes of intonation, voice qualitpertods of silence on the one
hand, and with regard to non-verbal means of concation (i.e., body
movement, facial expression, eye contact, etctherother hand.

— Listening to audio- or video-tapenhtercultural misunderstanding
(Lynch and Mendelsohn, 2002) is another usefulvegtito further sharpen
learners’ awareness of cultural differences. Learean be required to listen to
a situation that reports a real-life interculturaisunderstanding that causes
people to become confused or offended and canlibeasked to get into pairs
or groups in order to come up with an explanatibrsuech misunderstanding,
which will inevitably increase their interculturalvareness.

— Taped-recorded interviews with native speakersanother useful
activity type particularly suitable for practicirthe intercultural competence.
Here learners get into groups and are assignedrafgonsibility of tape-
recording an informal interview with a native speakhey know. Learners
should choose a cultural topic the project is base@nd prepare questions on
that topic for the interview. In class, the intenws are played and learners
compare the opinion of the interviewee on the paldr topic with their own
opinion (adapted from White, 2006). These spontas@ecorded conversations
offer two benefits. First, they give learners tlmamce to be exposed to natural
language by listening to the native speaker’'s nesp®, something which is

difficult to find in scripted material. Second, thencourage learners to become
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aware of their common problems with grammar, premtion, intonation,
vocabulary and the like by listening to themselves.

— Moreover, songs, jokes or anecdotes from tyditak from the target
culture could be an excellent source of listeniragamal to transport learners to
the target culture and prepare them to communicatigrally.

— Finally, all recorded material gathered by tharhers in the second
stage of the project (i.e., interviews, TV or radiews, films, documentaries,
songs, jokes or anecdotes, among others) coulddxk as the starting point of a
modestListening Library of culture-specific material for the class. Matkria
should be organized into different thematic packatsl accompanied with
worksheets of structured exercises prepared byeteher in order to develop
all components underlying listening.

Speaking skill Sample activities

Activity formats such as face-to-face tandem lesgni making up
questions to a native speaker or role-playing, amothers, may develop
speaking skills with a particular emphasis on titercultural component.

— Face-to-face tandem learninghat is, collaborative oral learning
between speakers of different languages is a ti/petivity particularly suitable
for fostering learners’ intercultural communicaticempetence. This activity
can easily be developed in instructional settingh ihe Erasmusscheme,
which involves student exchanges among Europeaanisountries. Typically,
teachers arrange opportunities for all learnergdb engaged in face-to-face
tandem, and once learners have got to know theingrad and have arranged the
time and place for the tandem sessions, they &eda® choose a particular
cultural topic among those dealt with in the projaed talk about it with their
corresponding partners. Learners are requestemptsrecord all conversations
(with the permission of the Erasmus student) aed firepare an oral report for
the particular topic they have been talking abauhe sessions. The aim of this

oral report is to encourage a more in-depth raflacabout the topic being
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discussed while speaking skills are being promot&lll. recorded tandem
conversations could be added to lthstening Libraryof the class and be used as
the basis to prepare additional activities that enl@arners reflect on linguistic,
pragmatic, intercultural-related issues (e.g., toheoice, silence) and strategic
features underlying these oral interactions (Ma##tfilor and Uso-Juan, 2006).

— The activity ofMaking up questions to a native spea&euld also be an
interesting one. A native speaker in the targeguage (for example, a foreign
exchange student) could visit the class and learcmuld be assigned the task of
preparing questions in small groups in order terwiew the visitor. Questions
should include items about the topics the projectdealing with, such as
education in his country, what he likes doing & Weekend, eating habits or
politics. Once the interview is over, the teacheriscial task is to lead follow-
up discussion so that the responses provided byn#ttiwe speaker can be
interpreted or possibly re-interpreted by the lessn(adapted from Omaggio,
2001).

— Another activity that may work well in the ordilés class isrole-
playing In particular, this activity has been claimed®osuitable for practicing
the cultural variations in speech acts such as ogpohg, suggesting,
complimenting, among others (Lanzaron, 2001). @ishand Cohen (1991)
suggest a five-step process for the teaching otdpects. The first step
involves what they call diagnostic assessment irchvkhe teachers determine
the learners’ level of awareness of the speechoabe taught. In the second
step, the teacher presents learners with exampldee speech act in use (i.e.,
model dialogues) and learners are to guess detdlisregard to participants,
such as their social status or role-relationshspyell as to the particular speech
act, that is, whether an apology could be consalareoffense, for example. In
the third step, learners are given a variety oficgipsituations in the target
culture and they have to evaluate how contextuallbkes affect the choice of

the linguistic form of the speech act. In the faustep, learners perform a role-
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play as a final practice. Here, as highlighted ey authors, the important thing
Is to supply learners with a lot of details abdwé tole-relationship between the
interlocutors as well as about the situation. fnesctice is followed by feedback
and further discussion, the final step of the apping to further help learners be
aware of similarities and differences between dpeat behavior in their own

culture and in the target culture.

— By and large, all aural, visual and reading malergathered by the
learners in the second step of the project, cantiieged in some productive
activities as background for promoting speaking. &mample, as suggested by
Shumin (2002) nonverbal videos can be played isscta have learners act out
or describe what they view. This activity is pautarly suitable to make learners
focus on body language and help them to gradua$ynalate the nonverbal
behavior in the target culture. Alike, pictures,ogkhscenes from films or
documentaries can be used to elicit learners’ opion a given cultural topic.

Reading skill Sample activities

A variety of activities may be used in the languad@ss to develop
reading skills with a focus on the interculturahgmnent. This section mentions
a few, including critical reading, cultural bumgigities, activities that focus on
written genres or cultural extensive reading, amath@rs.

— Critical reading, that is, reading to make judgments about howxa &
argued, is a beneficial reflective activity typer fpromoting learners’
intercultural competence while practicing the regdbility. In carrying out this
activity, the general framework based on pre-, rij#i and post-reading
instruction could be of help. For example, as arpegling activity learners
could be asked to determine the content of theimgatty strategically
previewing the passage and then judge whether dieatified content is
representative of their own culture or of the targelture. As while-reading
activity, learners could be requested to focus ardy on what the text says

(typical of close reading exercises) but also, mwdt important, omowthe text
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portrays the given topic (i.e., author’s choices lafiguage and structure).

Finally, as post-reading activity, learners couddasked whether the content of
the text would vary if it was written by anotheriter or read by another reader
in a different cultural context (adapted from Us@ad and Martinez-Flor, 2006

b).

— Teachers can also make learners read situationvghich there is a
cultural bump that is, a situation that cause people to becamsemfortable or
strange given particular cultural beliefs and adk#ts. Then, different written
interpretations of the behavior of the people imedlin the situation can follow
the account in a multiple choice format to allowasd discussion and
subsequently, check whether learners have correctgrpreted what went
wrong and why people acted as they did, which deffinitively help learners
become aware and understand behavior in a tarfete(@Williams 2001).

— Learners could also be required to analyze twtiemrtexts which have
a similar genre as for example, reading advicerohiin daily newspapers but
which are from different cultures in order to comg# concerns and debates
vary between cultures (Williams 2001).

— The sentences of a cultural anecdote could @rdded by the teacher
and then learners could be requested to put thedates in sequence. This
activity type is a useful one in order to help teas discern organizational
iIssues in a given text (Celce-Murcia and Olshta@g0).

— All material gathered by the learners in the sécstage of the project
could serve as the basis to prepare additionaliteesi that make learners
develop in activating all competencies of the comivative competence
construct. Word association activities where leggr@ssociate words in a given
text to a given cultural topic could be helpful gopomote learners’ linguistic
competence. Analysis of the text devices that cpnire intended meaning of a
given cultural text could serve to promote learhgmmgmatic competence.

Furthermore, the practice of previewing or makinggses about the content of
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a given cultural text both before and while readoayuld work to develop
learners’ strategic competence.

— Finally, as happens with listening, all readingtenial gathered by the
learners in the second stage of the project (ngvespa magazines, books,
comics, anecdotes, etc.) could be used as thengtadint of a modest extensive
Reading Libraryof target culture-specific topics. Extensive regdshould be
promoted both in and out of the classroom. In tlesstoom, learners could
engage in 10 minutes slistained silent reading read individually what they
select from the class library. Out of the classrpdearners should be
encouraged to take reading material home and rdspoit by i) answering
guestions prepared beforehand by the teacheryitingr summaries, iii) writing
reactions reports, or iv) giving oral presentati{idbay and Bamford, 1998: 141).
Writing skill: Sample activities

Activities such as tandem e-mail learning, designatories and story
continuation, among others, may develop writingllskwith a particular
emphasis on the intercultural component.

— Tandem e-mail learnindpas been regarded as an effective activity to
promote cross cultural dialogue while it is alsm@ans of engaging learners in
extended writing in a motivating way (Dodd, 200Ihe idea is that two native
speakers of different languages help each othégaim each other’s language
through the use of e-mail, communicating 50% of time in each other’s
language. Once all technical aspects have beeredsolearners are first
introduced themselves and they are then requesteeingage in a written
dialogue based on a given cultural topic of thejgmto For in-class work,
learners are requested to bring into the classptirded copy of all e-mail
exchanges in order to prepare a brief report inclvithey synthesize how the
topic discussed in the e-mail conversations is esgmted in the partners’
culture. For such an activity, learners are enapedao follow Kroll’'s (2006)

suggested sequence of steps from the setting alssignment to the point at
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which the learners submit the complete text inelgdpreparation for the given
task (here the re-reading of all e-mail exchangdsifting and feedback, which
may be repeated as many times as needed priobtoittng the final written
work for evaluation. All these printed e-mail corsegtions could be added to
the Reading Libraryof the class to be used as the basis for additianitien
assignments (Uso-Juan et al., 2006).

— Designing storiess another activity type that could be used to tEm
learners’ cultural imagination through writing. ldethe teacher collects some
magazines and first selects a variety of pictuhed tepict people in strange
situations in the target culture, and then divitles class into small groups
making each group responsible for describing whditaippening in a particular
picture. Once the groups have had the chance terggentheir own opinion
about what is happening in the picture and thegteader has informed the rest
of the class, learners have to retell the storfgeeiindividually or in groups,
making sure the written account is coherent andesiwk (adapted from
Omaggio, 2001).

— Likewise, learners’ cultural imagination can beomoted through
writing by selecting passages with cultural misustinding. Ideally, passages
should be narrative texts with different paragraglash leading toward the
intercultural misunderstanding. Typically, the teac covers all but the first
paragraph in which the situation is presented aadhkers are then asked to read
this first paragraph and continue the story invilag they think is most likely. In
such a process, learners should be encouragedrpgraft and revise as many
times as needed before it is ready for submisdimo{Juan et al., 2006).

— Similar to the speaking skill, all aural, visuahd reading materials
collected by the learners in the second step optbgect could serve as the basis
for engaging learners in thareparatory activities that precede the learners’
drafting of a written text, which is essentialefkners are to master the skill of

writing. At the end of the implementation stagearteers reflect on their
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experience and exchange opinions about the topeasgbdealt with in the
project. This discussion encourages them to takesauative and critical
position in relation to the cross-cultural awarenastivities in which they have

participated.
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CONCLUSION

Intercultural encounters have now become an evgryadaurrence for
large numbers of people in many countries. Such kegels of physical and
virtual intercultural contact have the potentialléad to self-enrichment and
benefit, as encountering ‘otherness’, or what iscgged to be ‘different’,
provides an opportunity for learning from, with amdout each other and about
oneself. To benefit from diversity, it is vital théiscrimination, inequalities and
structural disadvantages are tackled, to ensuteathare able to enjoy genuine
equality of opportunity and to participate in irgeltural encounters and
dialogue on an equal footing. It is also vital thagople’'s intercultural
competence is developed in order to enable theamderstand, appreciate and
respect each other across cultural differences t@mhable them to contribute
actively to societies that benefit from diversity.

Developing intercultural competence through edocais a powerful tool
for achieving intercultural understanding, appreeraand respect. It can help
people to develop the competence which they needrfgaging in meaningful
intercultural dialogue and for living in harmonytiwvithose who are perceived to
have different cultural affiliations from themsedve This document has
presented a conceptual framework for interculteahpetence, as well as the
pedagogical principles upon which its developmeah de enhanced, a
framework that may be deployed within informal, formal and formal
educational settings. This approach moves away femsumptions around
formal schooling as (the only) key to social chareyed acknowledges the role
and significance of all three types of educatianthus recognises that the
development of intercultural competence is a residity of both individuals
and institutions, and that its pursuit is an ongptomplex and dynamic process

across our life-span as learners.
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For intercultural competence to be developed, fthexe teacher
education, inspection, control and textbook autigprcould include criteria
derived from the principles of intercultural educat and the definition of
intercultural competence outlined earlier in thegdment.

In some educational systems, teachers are suppmrtadilitated by clear
policies and official curriculum intent and contemt intercultural education; in
other situations, though intercultural education adopted at the official
curriculum discourse level, it is not supporteddilger practices; and in other
contexts there is no official or other support arttether intercultural education
Is somehow pursued depends largely on the teacher.

For some teachers, intercultural education and ebemge are obviously
central to their concerns and planning becausettsgh about the social world
and/or the world of the individual human being. Fathers, intercultural
education and competence appear distant fromfihais since they teach about
the natural world.

Developing learners’ communicative competence bag lbeen among
the major goals of L2 instructional programs. Itois position that crucial to
that development is an understanding of discoussthe key competence with
the rest of the competencies (i.e. linguistic, pmatic, intercultural and
strategic) shaping it. Accordingly, we have argtieat the four language skills
play a key role in fostering learners’ communicatoompetence since they are
the manifestations of interpreting and producingpaken or written piece of
discourse, as well as a way of manifesting the oéshe components of the
communicative competence construct. In this paged, taking the intercultural
competence as the point of departure, we havemexba sampling of activities
in the four language skills for helping learnerscmmmunicate fluently and
appropriately in the target language and culturghchgh the four language
skills have been presented separately for clanmpgses, the design of most

activities has considered all the skills conjointtpnsistent with how people
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interact with each other in real life. As a finahrark therefore, we hope that the
activities proposed in this paper may help learrsers language learning not
merely adanguage practicdut as a&communicative activity

The successful development of intercultural compete and the
realisation of the social vision upon which it asked, relies crucially upon the
commitment and support of a wide range of stakedreldncluding politicians,
policy makers, education and training professignadigious, spiritual and
community leaders, parents and carers, and of edeesners themselves. To
enable the development of intercultural competetimeugh education writ
large, the committed support of all these stakedrslis required. This document

aims at inspiring such support.
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SUMMARY

Today linguists have well-established techniques ttee study of
language from a number of different points of viéach of these techniques
supplements all the others in contributing to tletioal knowledge and the
practical problems of the day.

This qualification paper is dedicated to the depmient of intercultural
competence through (project-) education. It doebydescribing in detail the
nature of intercultural competence and its comptmenamely the specific
attitudes, knowledge, understanding, skills andoast which together enable
individuals to understand them and others in a exdnof diversity, and to
interact and communicate with those who are peeckito have different
cultural affiliations from their own. This researalso offers a rationale for the
systematic development of this competence, and ridesc a range of
pedagogical and methodological approaches which ag@ropriate for its
development in different educational contexts.

This paper is designed as a support for any pesang responsibility
for learning with regard to intercultural competenchis includes, but is in no
way limited to, teachers, teacher trainers, parants guardians, mentors and
coaches, textbook authors, curriculum designerspatidy makers in the fields
of informal, non-formal and formal education.

The topicality of the qualifications paper is ditried to the inadequacy
and dearth of elaborated special analytical rekearpertinent to the focused
issue and in the detailed analysis of the inteucaltcompetence in terms of new
theories and methodology.

The research purpose is to provide orientationrifidation of basic
concepts, encouragement to put these into praetngke practical support for the
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development of intercultural competence in the stlasm and other learning
contexts. It can also provide the basis for tearhfmcluding classroom
management) and school governance.

The paper is intended to act as a gateway to, ane |s reference for,
further developments around intercultural competgerior example: policy
initiatives for the improvement of mutual understmg, campaigns, and the
development of teaching and training resources ddferent educational
contexts and situations and in various languages.

The object of the qualification paper is the intdtnoral competence in
linguistics and pragmatics. The subject compribesittercultural competence
phenomenon in the English language.

The theoretical value of the research is groundedthe linguistic-
pedagogical-methodical analysis and pragmatic anbation of the
intercultural competence. The practical value @& tesearch work is that the
material, adductions and results can serve aseserefe-guide in intercultural
competence issues. Analytical, experimental andpeoative analysis methods
have been applied in the research.

The Structure of the qualifications paper incorpegahe Introduction to
clarify research background, explains the imporamand purpose and the
objectives of the present study. Chapter one igvéew of the most recent
literatures in the field of intercultural competenchapter two is devoted to
developing intercultural competence through (prejeeducation; drawn some

conclusions and suggestions for teaching and reseand list of references.
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GLOSSARY

Action

Attitude

Analysis

Culture

Competence
Comparison
Cooperative learning
Experience

Evaluation and assessment
Formal education

Global citizen
Intercultural competence
Intercultural encounter
Intercultural education
Informal education
Implementation
Non-formal education
Project approach
Principles of planning
Pedagogical approaches
Project-based Education
Project work

Reflection

Role plays

Simulations and drama
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