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Introduction


In the last decade, foreign language education has seen many changes. First, new standards for language learners, for language teachers, and for language teacher preparation programs have been established. These standards have led to paradigm shifts in how languages are taught. In addition to these pedagogical changes, the language learners have changed. The seats in foreign language classrooms are no longer reserved for the academically gifted. Today’s language learners have diverse cognitive, linguistic, and cultural needs that must be effectively addressed by their teachers. Third, recent events have increased our awareness of national and international security threats and have prompted many foreign language departments to expand their language offerings to include languages spoken around the globe
. This has affected not only what languages are being taught, but who will teach these languages, and who will educate these teachers to meet the diverse needs of today’s language learners. Lastly, technological advances, including the Internet and the World Wide Web have facilitated the globalization of economies and societies that had previously been disconnected. Language teachers no longer have to rely on textbooks to teach the foreign, when they have the access to the world at their fingertips
.

In addition to these changes, or perhaps as a result of them, there is a call
 for global citizens and cultural mediators
 who are internationally minded and who have intercultural communicative competence (ICC). How is the field of foreign/world language (FL/WL) education answering this call?  This broad question is well beyond the scope of this paper. However, it is possible to carve out a piece of this question as it applies to preparing FL/WL educators to teach for ICC. There has been an increase in the literature for international education and what it means to be internationally minded or to have intercultural communicative competence. In this paper, I will draw upon these resources to provide a framework for what will ultimately become a larger dissertation literature review. I shall seek to answer questions such as, what does it mean to have ICC and how does one develop it?  What can teacher preparation programs do to provide FL/WL teachers with the opportunities and experiences to develop their own ICC?  How might language teachers facilitate the development of ICC though their classroom practices?  And, what educational research methods should we employ as we seek to expand upon the current scholarship on intercultural communicative competence in FL/WL education?


Through a review of the literature, I will establish working definitions of ICC and international mindedness by drawing upon the tenets of the International Baccalaureate (IB) Program and recent scholarship on this complex but current topic. Using these new definitions, I will then seek to establish the epistemological foundations for teaching and learning ICC. I will then use these epistemological foundations to evaluate
 the international mindedness of the current sets of standards for both language teachers and language learners
. To understand the realities of implementing these standards with today’s FL/WL teachers and how they emerge
 in their instructional practices, I have conducted interviews with five pre-service world language teachers. My pilot study was based upon three recent studies on this topic, one national and two international. Each of these studies called for more research on teaching for ICC in FL/WL classrooms. Based on that call, I sought to understand the current beliefs that these five teachers hold towards teaching target language cultures, the challenges they experience when teaching cultural lessons, and how these beliefs and experiences influence their instructional practices. As I discuss the findings and implications of my study, I will draw upon several theories that explain how individuals develop ICC and how we should educate teachers to teach for ICC in FL/WL classrooms. 

The purpose of this paper is to examine where we, in foreign/world language education, are with respect to teaching culture for the development of ICC. My personal experiences as an adult second language learner, a former Spanish instructor, and a current teacher educator, have informed my thinking about the role that FL/WL education ought to play in preparing a new generation of global citizens who are able to use more than one language as cultural mediators. But before we can act, we must acknowledge that there are many challenges in preparing teachers, specifically FL/WL teachers for our changing world in this new global context. As I begin my dissertation research of this complex topic, I wonder if previous research models will suffice. As I reflect on writing this paper, my literature review, and how it has informed my own pilot study, I will draw upon the current models for teacher education and the recent scholarship on educational research that has called for more collaboration between researcher and participant. For, I believe it is through collaboration that we can truly begin to think differently about how we should teach language and culture in the FL/WL classroom
. 
Defining Intercultural Communicative Competence



International education and international schools have dated back to the 1860s (Sylvester 2007). For the better part of a century, they operated independently across the globe, even though there had been several calls for organization and standardization. Once such call was made in the 1950s by the Conference of Internationally Minded Schools that sought to create a network of international schools in different countries where students could learn languages and experience cultures first-hand (Sylvester, 2007, Hill, 2007). Part of the organizational dilemma, as Marshall (2007) notes, was that international schools were operating under several different agendas and using different terminologies in very different contexts. It was not until the 1960s that the International Baccalaureate Organization (IBO) formed and provided a program that international schools could elect to follow. In a response to the growing idealism for world peace after the World War II, the first IB Program changed the educational paradigm with a focus on educating the whole person (Hill, 2007). It was believed that the goal of education should expand beyond the cognitive domain to the affective domain where students can test their previous convictions and form new attitudes and dispositions about other languages and cultures (Hill, 2007
). 

The IB Program guidelines have undergone several iterations and extensions. The most recent is the IB learner profile that was created in 2006 by the IBO. This profile explicitly mentions that the aim of IB programs is to develop the knowledge, skills, and attitudes for international-mindedness. To better understand how the IB program seeks to educate the whole person, I have provided Hill’s (2007) lists of knowledge, skills and attitudes in Table 1.

Table 1

	Knowledge

Cognitive Domain
	Skills
	Attitudes

Affective Domain

	World issues
	Inquiry and Critical reflection
	Commitment to peace, social justice and equity on a world-wide scale

	Social justice and equity
	Problem-solving and Working collaboratively
	Compassion and empathy for the feelings, needs and lives of others in different countries

	Interdependence
	Transdisciplinary and holistic learning
	Respect for cultural diversity and human rights

	Sustainable development
	Language learning
	A belief that people can make a difference

	Cultural diversity
	Cultural literacy
	Caring for the environment

	Peace and conflict
	Life-long learning
	Commitment to sustainable development

	Languages
	Conflict resolution
	Friendship and solidarity amongst peoples


Hill (2007) says that the IB program recognizes that knowledge alone will not lead to international-mindedness. To develop the attitudes for international-mindedness, students will need to acquire skills that will allow them to use this knowledge in ways that include the affective domain. 

The use of the term international-mindedness by the IB program was not specifically aimed at FL/WL education, although it did include the study of world languages. The application of international-mindedness to FL/WL education emerged in a different term that has been widely published in the work of Byram (1997). Byram’s (1997) scholarship on intercultural competence or intercultural communicative competence has sought to expand Hymes’ (1971) theory of communicative competence. Hymes (1971) recognized that dialogues between native speakers of a language require more than linguistic competence, or knowledge of the grammar and vocabulary. Speakers also need to know how to use that linguistic competence to communicate appropriately (Hymes, 1971). However, Byram (2008) notes that communicative competence does not consider the non-native speaker. He says 
The theory of communicative competence has to be changed and developed to take into consideration what happens when people move to and reside in another country with a different language and different ways of behaving, different beliefs and different shared understanding of the world, i.e. a different culture (Byram, 2008, p. 79).
The shift from teaching languages for communicative competence to intercultural communicative competence began with a paper by Byram and Zarate (1997) that sought to explain that language learning should include the ability to see the inter-relatedness between one’s own cultures and the cultures being studied. Building upon that article, Byram (1997) developed his own definition of ICC that is very similar to the knowledge, skills, and attitudes that are a part of the IB learner profile. What Byram (1997) calls savoirs, are the attitudes, knowledge, skills of interpreting and relating, skills of discovery and interaction, and critical cultural awareness/political education. They are related to one’s ability to translate and interpret documents from target cultures and relate them to one’s own culture; acquire and use cultural knowledge and practices in real-time communication; critically evaluate the products and practices of world cultures; and suspend disbelief about one’s own culture and the cultures being studied (Byram,1997). In his latest work on ICC, Byram (2008) says that acting inter-culturally can be simple or complex, but it requires a readiness to suspend prior beliefs about other cultures as well as beliefs about one’s own culture in order to use cultural knowledge and critical thinking skills to communicate and interact in real-time. Based on the close similarity between Byram’s savoirs for ICC and the tenets of the IB Program’s learner profile for international-mindedness (IM), I will use these terms interchangeably for the remainder of this paper. However, I acknowledge the in a different context, these two terms may not be interchangeable
.

As with many paradigm shifts and pendulum swings in educational philosophies and practices, the focus on teaching for ICC in FL/WL classrooms has been a slow process. Haywood, (2007) says that part of the problem is that we have yet to establish an explicit definition of international mindedness as it should apply to education. She notes that there is a perception that “we know what we mean even if the definition is still under construction” (p. 80). She challenges this perception by providing a typology of IM that includes 10 possible forms, including an economic and commercial IM, a spiritual IM, a multicultural IM, and a pacifist IM. Haywood (2007), like Hill (2007) believes that the role of the educator is not to direct their instruction towards a particular type or form of IM, but rather to provide their students with opportunities to develop the dispositions for international-mindedness in general. She states, “there is no monopoly on the right way to think and act internationally and the educator ought to avoid any form of indoctrination even if well intended” (Haywood, 2007, p. 85). This is because each type of IM operates under its own philosophical and ideological agenda. And, no single IM is more significant or more important than another
.

Thus far, I have provided a working definition of ICC by drawing upon the tenets of the internationally recognized IB Program that seeks to develop IM
; the work of Michael Byram in defining ICC within the FL/WL context; and Terry Haywood’s cautionary call against creating a standardized curriculum for developing IM in the educational setting. I believe that to teach for ICC, we as language educators and educators of language educators must first have developed our own ICC by acquiring the knowledge and skills that allow us to think critically about our own languages and cultures and the languages and cultures being studied. It is through critical thinking and deep reflective practices that we can resist the linguistic imperialism which still seems to permeate our post-colonial Western educational system (Grimshaw, 2007
). As we reject these old paradigms that include models of assimilation and the hegemony of the English language, we should seek to establish a new international mindset that promotes social justice and equity on a global scale (Grimshaw, 2007
). With respect to teaching language and culture for ICC in the FL/WL classroom, I will now turn my attention to two sets of standards. The first serve as a set of guidelines for teaching languages and cultures in the K-12 setting and the second are the domains for preparing language teachers to meet the diverse needs of today’s language learners.
Standards in Foreign/World Language Education


In 1999, the National Standards in Foreign Language Education Project published the first set of Standards for Foreign Language Learning (SFLLs). These standards have served as a set of guidelines, broadly defining what K-12 students studying a foreign language should know and be able to do. Comprised of five categories, commonly known as the Five Cs of communication, connections, comparisons, cultures, and communities, the SFLLs have changed the way languages are taught and learned. A copy of these standards is provided in Appendix A
.


Prior to the SFLLs, foreign language pedagogy consisted mostly of rote memorization
 and grammar drills. With a new focus on developing communicative skills, connecting foreign language study to other content areas, studying cultures and comparing them to one’s own, and extending language study to the local communities, language educators and those in the field of second language acquisition (SLA) research have debated over which methods of instruction are most effective
. There has been a general movement towards using communicative methods that
 provide opportunities for the learner to use the language in authentic, real-life situations. To assess these types of activities, new performance-based assessments are slowly replacing the traditional paper and pencil tests. It is believed that these new practices also better meet the diverse cognitive, linguistic and cultural needs of today’s language learners. A few years after the SFLLs were established another project began that sought to provide a set of standards to guide the preparation of FL/WL teachers to teach using the SFLLs.

In 2002, the Standards for the Preparation of Foreign Language Teachers written by the American Council on the Teaching of Foreign Languages (ACTFL) were approved by the National Council on the Accreditation of Teacher Education (NCATE). The ACTFL/NCATE standards have become the newest set of benchmarks that indicate what foreign/world language teachers should know and be able to do. They have been incorporated into FL/WL teacher licensure programs and state licensure programs across the country. A copy of these standards is provided in Appendix B. 

Just as language instruction is guided by the Five Cs, language teacher preparation is based upon the six domains of: language, linguistics, comparisons; cultures, literatures, cross-disciplinary concepts; language acquisition theories and instructional practices; integration of standards into curriculum and instruction; assessment of language and cultures; and professionalism
. According to these domains, language teachers must seek opportunities to learn about varieties of the target language; integrate knowledge of other disciplines into their instruction and identify distinct view points accessible only through the target language; develop a variety of instructional and assessment practices that meet the needs of diverse language learners, and engage in opportunities that strengthen their own linguistic and cultural competence (ACTFL, 2002). In essence, a language teacher must be a professional educator who not only teaches for linguistic and cultural competency in the classroom
, but seeks to improve her own linguistic and cultural competencies over time. 

The tremendous amount of collaborative work involved in designing these two sets of standards cannot be understated. Many states and local school systems have used these standards as guidelines to develop their own, more detailed benchmarks and programs of study for both language learners and language educators. As a result, languages are being taught by professional teachers who have extensive knowledge of languages, cultures, and pedagogical practices that can effectively meet the needs of all students. But, we must keep in mind that over a decade has passed since the adoption of the SFLLs, and almost seven years have passed since the ACTFL/NCATE teacher preparation standards were written. Since then, world events, technology advances, and globalization have called for world citizens who are internationally minded and who have intercultural communicative competence. Yet, these terms do not appear anywhere in either sets of standards. Nor is there any mention of social justice and the need to promote equity on a global scale. Perhaps it is time that they did.


I will now look at the practical application of the SFLLs and the ACTFL/NCATE standards by discussing a recent pilot study that I conducted with five pre-service FL/WL teachers. Through the use of semi-structured interviews, I asked these teachers to share their beliefs about culture, the challenges they encounter when teaching culture, and how these beliefs and experiences influence their classroom practices. My goal was to use my working definition of ICC to determine if these five teachers exhibit the knowledge, skills, and attitudes for ICC as well as to identify ICC in their teaching practices.

The Current Study

A Brief Literature Review


The field of teacher education in the United States includes both the preparation of pre-service teachers as well as the ongoing professional development of practicing, in-service teachers. On an international level, the terminology used to describe teacher education programs varies as does the philosophies and ideologies from which these programs operate (Levy, 2007). For example, in many countries, the term “teacher training” applies to pre-service teacher preparation. And, in many areas of the world, once teacher trainees enter their own classrooms, there may be little if any on-going professional development. Therefore, the international context of teacher education may be
 quite different from the national context (Levy, 2007). Although I am interested in both pre-service teacher preparation and in-service teacher professional development, I have chosen to focus my pilot study on pre-service FL/WL teachers who are transitioning into their own classrooms.

The research regarding FL/WL teachers’ perception and beliefs about teaching culture and the need to teach for ICC has gained momentum in the last several years in a national and international context. In a qualitative study involving 22 foreign language teacher education candidates, Fox and Diaz-Greenberg (2006) sought to determine if the dialogic approaches used to teach pre-service teacher candidates about culturally sensitive pedagogy might transfer to their teaching practices once they entered their own classrooms. In an international study that used a web-based survey, Sercu (2006) asked over 400 in-service FL/WL teachers in seven different countries to self-evaluate their own development of ICC. The survey was based on Byram’s (1997) savoirs, or the knowledge, skills and attitudes that are necessary for ICC. Sercu (2006), sought to determine how teachers’ beliefs about their own ICC influenced their cultural lessons.  And, in mixed methods international study on intercultural communication was conducted by Dooly and Villanueva (2006
). Although the researchers did not focus on FL/WL teachers specifically, they did work with approximately 160 undergraduate students from eight different European countries to pilot-test a web-based course on intercultural communication
.

The findings from these studies have varied. Using surveys and interviews to collect data, Fox and Diaz-Greenberg (2006) found that teacher candidates from two different universities, in two different areas of the U.S. were able to create dialogues and hands-on learning with their students in order to promote deeper levels of cultural understanding. The findings from Sercu’s (2006) study indicated that language teachers require more that the knowledge, skills and attitudes for ICC in order to create cultural lessons that promote the development of ICC in their students. Sercu (2006) found that although the FL/WL teachers in her study self-reported that they possess Byram’s (1997) savoirs for ICC, and that they expressed the importance of developing ICC with their students,  the cultural activities that they said they used the most were not consistent with these beliefs
. Part of the problem with the inconsistencies present in the Sercu (2006) study is that outside factors can also influence teaching practices. For example, culture may not be receiving the attention it deserves because of the general belief that languages should be taught for communication (Sercu, 2006) or that perhaps the teachers’ theoretical knowledge will not emerge in their teaching unless they ground it in practical experiences and personal reflections (Dooly & Villanueva, 2006
).

Researcher Background


My interest in this topic is rooted in my own experiences as a language learner, a language teacher, and my most recent experiences as a language teacher educator. As a language learner, I studied Spanish in a post secondary setting. In my very first year of studying the language, I became aware, both inside and outside the classroom, of the power associated with languages and cultures. Having family, friends and instructors from Spain, I was confronted regularly with their stereotypes, biases and elitist views
.

As a language teacher, I have had several experiences that have led me to question the value that is placed on teaching culture or developing ICC in the FL/WL classroom. The first experiences occurred while I was completing my coursework in a teacher licensure program and teaching beginning level Spanish courses to undergraduate students at the same university. I spent my evenings learning about second language acquisition research, the SFLLs, and how to effectively apply both of them to my instructional and assessment practices. Unfortunately, I was not able to use what I was learning in my licensure coursework during the day as a post-secondary Spanish instructor because I was required to follow a department-made syllabus and administer department-made exams. Although I tried to use multi-modal and multi-sensory instructional practices during my classroom activities, the assessments were still primarily pencil and paper tests. And, most of my “cultural lessons” consisted of reading passages about the geography, food, and famous people from selected Spanish-speaking countries. I had no control over the curriculum or the assessments. I truly felt badly for the students who performed well in my class, but struggled to pass the department’s written tests. And, many of the language learner’s who struggled were minority students. Reflecting back to that time, I clearly was not teaching for ICC
.

After finishing my licensure coursework, I completed a 15-week student-teaching internship. It was during this time that I realized how my perceptions and beliefs about minority students can greatly impact their behavior, their self-esteem, and their academic achievement. I also became aware that like the post-secondary level, cultural lessons in PK-12 arena were also being taught by the teacher transmitting cultural facts to the students
. Although the students in my classes came from very diverse cultural backgrounds, my cooperating teacher and I rarely incorporated their personal cultural knowledge and their life experiences into our lessons. Once again, I felt badly that I was not able to teach my students the way they wanted to learn. My own language learning experiences included a personal struggle with power and dominance and the value placed on different dialects and cultures. Why wasn’t I able to see the same struggle taking place with my students?  And, even though I had taken a course in multicultural education, it would be two years before I’d realize my contribution to the academic failure of the minority students in my classroom
.

Now, as a doctoral student preparing to write my thesis, I have come to realize that these experiences, while not all good, have a purpose
. They have allowed me to see the language learning process through the lens of a student, a teacher and most recently a teacher educator. In my new role as a teacher educator, I have had the good fortune of working with language teachers from all over the world. In my lessons, I have tried to give these pre-service teachers opportunities to learn about one another’s cultures with the hope that they will do the same with their own students in the near future. I have included readings and have had course discussions about culturally responsive pedagogy and the importance of drawing upon the languages and cultures that are present in the classroom and the greater community. But I wonder if this is effective?  How well am I preparing the pre-service teachers in my classes to teach for ICC
?
The Research Questions:


Based on the previous studies by Fox and Diaz-Greenberg (2006), Sercu (2006), Dooly and Villanueva (2006), and my own personal experiences, I conducted a qualitative study with five pre-service language teachers in order to answer the following research questions:

1. What beliefs do these five teachers hold towards culture?

2. How do these beliefs influence their cultural lessons?

3. Is there evidence that these five teachers have developed ICC?

4. Is there evidence that these five teachers are teaching for ICC with the students in their classrooms?

I will use my working definition of ICC that is based on Byram’s (1997) savoirs and the IB Program’s Learner Profile. 
The Teacher-Participants


The teacher- participants in my study were enrolled in the same teacher preparation program that I completed several years ago. They comprise a convenience sample as all five are my former students. They represent 3 countries and among them, they seek licensure in three different languages. Julie and Karen are Americans who have studied Spanish and French abroad respectively. Jane and Nancy are Chinese international students who are experiencing their first study abroad in the licensure program. Lisa was born and raised in Singapore. She is married to an American citizen and has been residing in the United States for the last five years.


With the exception of Julie, they have all completed their licensure coursework. Julie decided to take a full-time teaching position under a provisional license and will complete her coursework over the next three years.  Of the five teacher-participants, two were completing their first year as full-time teachers; two were currently completing a 15-week student-teaching internship and Karen was preparing for her student-teaching internship the following semester. The profiles of the five participants are provided in Table 2. The names that I have provided are pseudonyms, but the rest of the information reflects the true background of each individual.
Table 2

	Pseudonym/

Gender
	Age
	Nationality
	Language(s)

Taught 
	Study Abroad
	Prior Teaching Experience
	Current  Teaching Status

	Karen

Female 
	25
	American
	French
	France 
	4 months
	Student-Not Teaching

	Lisa

Female
	28
	Singaporean
	Chinese

English
	China

U. S.
	2 months
	Full-time, first-year teacher

	Jane

Female
	25
	Chinese
	Chinese
	U.S.
	2 months
	15 week Student- Teaching 

	Julie

Female
	37
	American
	Spanish
	Spain
	2 years and 2 months
	Full-time, first-year teacher

	Nancy

Female
	25
	Chinese
	Chinese
	U.S.
	2 months
	15 week Student- Teaching 


Data Collection Methods

The primary source of data was a semi-structured interview that I conducted with each of the teacher-participants. Each interview lasted approximately one-half hour. Prior to conducting each of the interviews, I corresponded with each participant via personal email. The purpose of these emails was two-fold. First, I wanted to inform the participants of my research and to invite them to participate. The second purpose was for me to re-establish myself as one of their peers instead of their former instructor. This was important to reduce reactive validity threats (Maxwell, 2005), as I was concerned that my participants might provide me with answers that they believed I wanted to obtain. I believe that sharing some of my experiences as a student-teacher allowed me to build individual trust with each participant.

I used a semi-structured interview protocol that allowed me to inquire about my participants’ personal language learning experiences, the beliefs about culture, the typical and/or exceptional cultural lessons they have used with their students, the challenges they have encountered when teaching a cultural lesson, and how they overcame these challenges.

Findings


My initial assumption was that each of my participants had developed her own ICC through both personal experiences and the licensure coursework. I expected to find that they would all place significant value on teaching target language cultures because they have been educated to teach and assess today’s diverse language learners according to the SFLLs. I also expected to find that while some of my teacher-participants would provide clear evidence of teaching for ICC, other participants might have trouble transferring what they had learned and experienced during their licensure coursework into their teaching practices. My assumptions and expectations were based on my own personal experiences as well as the results reported in similar studies (Fox and Diaz-Greenberg, 2006; Sercu, 2006). 

With respect to my first research question regarding the beliefs that these five participants held toward culture, my expectations were met as each of the teacher-participants said that teaching language and culture is very important. They used phrases such as “you cannot separate language from culture” and “let them [students] love the culture and they will study the language for the rest of their lives.”  This was interesting considering that all but Karen had said they experienced little to no teaching for ICC when I asked about their own language learning experiences. Yet, they now believe that culture should play a significant role in their language teaching.


As I sought evidence for my second research question about how these beliefs influenced my teacher-participants’ instructional practices, I found that my assumptions were being replaced with evidence of the realities that exist within today’s FL/WL classrooms. For example, time issues caused by mandatory programs of study and curriculum guides were a reoccurring theme among all five of the participants
. And, this was explicitly stated by all four of the teacher-participants who are currently teaching. Julie, who teaches grades 9-12, said

I feel like it [culture] is an important part that we probably should concentrate on more… It’s almost still like the fifth wheel after the reading, writing, listening and speaking…but given the current demands that we have for everything else, I feel like it is not feasible to do as much.
Also, Jane, who was in the middle of her internship at an elementary school, said that she wanted to do a lesson on the Mid-Autumn festival and connect it to the lunar cycle because her students were learning about that in their science class. She said “it was a real challenge because when you add things to the regular schedule, you have to skip other things.”  After conferring with her cooperating teacher, they decided to “skip those other things” in order to introduce the festival to their students. 

To address my third research question that asked whether or not my teacher-participants had developed their own ICC, I looked for evidence in what they said about their study abroad programs, their personal language learning experiences, or their licensure coursework. Nancy and Julie each had experiences abroad that changed the way that they thought about themselves and people from other cultures. When I asked Nancy about culture shock, she said


I didn’t really experience bad culture shock because I prepared my self for the worst before I came to the United States. I saw on TV that America is a very dangerous place with people who will bully you on the street and gangs on the campus. So I prepared for that. But when I came here, I didn’t see that. I started to think that the people here are really friendly. It is like the most multicultural place and people have been very open to me as an international student.
And, when I spoke with Julie about her study abroad to Madrid, Spain, which took place over 15 years ago, she stated

Well, I always thought that being an American, I didn’t have a culture. I guess I never thought about the way that other people see me. I thought everybody wore blue jeans and tennis shoes. Then I go to Spain, and I am like the only one wearing blue jeans and tennis shoes. They can pick me out as an American. It just kind of changed my world view that you know America is not the end all and be all of everything.

It is clear that these experiences suspended their disbelief about their own cultures and the cultures found in the countries where they studied. These events support my working definition of ICC, but there was other evidence in our discussions about their cultural lessons that led me to believe that a few of my teacher participants may still be struggling with their own development of ICC.

The fourth research question sought to find evidence that these five teachers are teaching for ICC. To address this question, I sought evidence in my interviews that the cultural lessons that these teachers were employing provided their students with opportunities to develop critical thinking skills and to examine the interrelatedness between their own cultures and the cultures being studied. I looked for evidence that they were teaching their students about social justice and the equitable treatment of languages and cultures on a global scale. My findings indicated that although Karen, Jane, and Nancy shared lessons that included evidence of their teaching for ICC, Julie and Lisa still appeared to be developing their own ICC. For example, when I asked Lisa about how she might approach teaching the multiple cultures where the Chinese language is spoken, she said

For me, I think we need to begin with the standard culture of China, which starts with Beijing… There are so many teachers for example, who teach Spanish or another language, but they are not from Spain or that place. Personally, I think we have to standardize the culture, especially when you are teaching level one. Or else, the students will become very confused
.
I viewed this as her preserving the hegemony of the dominant Chinese culture of Beijing because she did not provide additional evidence of how she might teach the social justice issues related to Nepal, or even the stereotypes that exist between mainland China and Taiwan. I was concerned that I may have misinterpreted Lisa’s statements about teaching for ICC.  Interestingly, several weeks after our interview, Lisa emailed me with the following


I would like to let you know that your interview question about “culture” has prompted me to reflect about my teaching, thank you (. I am now integrating culture (products, practices, and perspectives) in almost every lesson. This approach often triggers the curiosity and interests of my students and I think that this approach has opened their minds to viewing different perspectives. However, it is really important for the teacher to stay neutral and respect different views, especially in cases where she may have to explain complex issues.

This email from Lisa not only shows that she thought critically about what we had discussed in our conversation on culture, but that she did so by drawing upon the SFLLs. It made me think about the effects that qualitative research has on both the researcher and the participants
. As Maxwell (2005) says, in qualitative research the researcher is the main data collection instrument and the intervention is the actual study.

In qualitative research, it is often considered risky-business to draw concrete conclusions or to try to generalize to a larger population (Maxwell, 2005). Because of the size of my study and the fact that I used only one data source, I will do neither. However, I have been able to gain a clearer understanding of the
 realities that these five teachers experienced as they transitioned from their licensure coursework to the FL/WL classroom
. And, I was able to see how these realities affect their ability to teach culture beyond the typical facts and trivia. I have learned that there are external factors, such as time and the need to follow a rigid program of study that may limit how much freedom these teachers have
 to dedicate to rich cultural lessons that promote the development of ICC. I have also learned that there are internal factors, such as stereotypes, that can be challenged by experiences such as those that occurred with Julie and Nancy in their study abroad programs. And, I have learned that teachers like Lisa may need opportunities for discussion and reflection of complex issues such as teaching for ICC in order to inform and improve their own practice.
Implications

There is evidence from this study and others (Dooly & Villanueva, 2006) that pre-service teachers benefit from teacher preparation programs that have an international component, whether it be a study abroad or coursework with projects that require international collaboration. In some cases, such as with Karen, Jane, and Nancy in the current pilot study or with the participants in the Fox and Diaz-Greenberg (2006) study, pre-service teachers are able to transfer the experiences they had during their licensure coursework, that relate to the development of ICC, to their own teaching. But, there are other cases such as with Lisa and Julie and many of the respondents in Sercu’s (2006) study that provide evidence of external and internal factors and conflicts that affect their ability to teach for ICC. So, what does this mean for FL/WL pre-service teacher preparation programs?   

I believe that many FL/WL teacher education programs, including the one in this pilot study, have made great strides towards providing their pre-service teachers with rich, emotional learning experiences in a variety of social contexts that Skelton (2007) says are necessary for our brains to challenge our previous ways of thinking and allow us to “explore what is uncomfortably new rather than to rest with what already exists” (p. 385). But, I also believe that if we want to improve our current practices as teacher educators, we must be willing to do research on our own professional development in collaboration with our pre-service teachers. There has already been evidence of this kind of research (Fox & Diaz-Greenburg, 2006; Sercu, 2006; Dooly & Villanueva, 2006) but what is often lacking in these studies, including my own pilot study, is the triangulation of multiple data sources. The studies done by Lunenberg and Williamse (2006) with teacher educators used multi-source data and could serve as a framework for future research
. And, while expanding our research in the area of ICC with pre-service FL/WL teacher education is a critical step for improving instructional practices for both teacher educators and classroom teachers, I think that the standards that we use to guide their instruction should include terminology that reflects the development of intercultural communicative competence. 
Reflection


This course and writing this paper has allowed me to make connections between my interests in culturally responsive pedagogy and FL/WL pre-service teacher education programs. By studying international-mindedness and intercultural communicative competence, I now see these concepts as vehicles for changing how culture is taught in the FL/WL classroom. Through my own experiences as a language learner and a language teacher, I have learned that developing ICC requires more than being bilingual or multilingual
. As Byram (2008) says that there are still many hegemonic models for linguistic and socio-competencies in FLs/WLs that are based upon one dominant dialect and one dominant culture. He states that the phrase “acting as a mediator” in our definition of ICC is important because it distinguishes the “intercultural from the bicultural since the latter need not involve the act of mediating” (Byram
, 2008, p. 68). This is because, as Byram (2008) states, “it is possible that biculturals are ethnocentric in two cultures, just as monoculturals can be ethnocentric in one (p. 72). For me, Byram’s work provided both a national and international history of FL/WL education as well as a framework for understanding the concept of ICC
. I was able to use this framework as a springboard from which I could then connect many of our course readings.

The challenge for me this semester, was to apply the theoretical knowledge that I had acquired through the course readings and our class discussions to an actual research study. I made many novice mistakes in the process of interviewing the five teacher-participants and I am still unsure of my ability to interpret qualitative data
. Nevertheless, I have experienced first-hand how qualitative research can have a positive impact on how both researchers and participants think about complex topics such as ICC. As I listened to the voices of my participants, I also reflected on my own experiences as a student-teacher. I now believe that like some of my participants, I had acquired the knowledge and skills to teach for ICC during my licensure coursework, but I had not fully developed the dispositions to apply these effectively in my teaching of the Spanish language and cultures. I believe I could have been much more effective had I drew upon the rich cultural resources that were present in my classroom, my students. It is through these new experiences as a novice researcher that I have been able to reflect on my past as well as to see where I would like to take my future research. 

The pendulum swing from positivism to interpretivism in educational research has received its fair-share of criticism. My coursework in the doctoral program has taught me to be an educated consumer and producer of both types of research, as their contributions to the scholarship in teacher education should be equally valued. However, my prior coursework had not provided me with opportunities to view the scholarship in FL/WL teacher education through an international lens. Now that I have had the chance to do so, I could not agree more with Levy’s (2008) call for multilingual research teams who can read and further contribute to the research in teacher education that has been published in other languages. Although my dissertation will be largely an individual effort, it is my intention to seek research opportunities in my post-doctoral scholarship that will allow me to work with researchers and teacher-participants from around the globe.  I believe that through these collaborative international efforts, our domestic teacher education programs will improve their ability to educate FL/WL teachers to educate a new generation of cultural mediators.
Melissa, I have shared my thoughts in the “comments” folders for you. I hope you will find them helpful as you continue to pull resources for your professional literature base.  This paper represents a strong start on applying our international literature to WL/FL and teacher education.  I am so excited that our global context literature now has provided a research base for you and will help to inform your dissertation work.  

Congratulations on your fine thinking – you’ll see where I have some ideas about “information flow” – personal opinions, so see if my thoughts make sense to you.

Grade on your paper: A

Final EDUC 853 Grade: A+

I commend you, Melissa, for your consistently careful reading each week, the leadership you took in class to promote critical thinking, and the initiative you took in this final paper in which you brought to bear international literature and world perspectives in FL/WL teacher education as it pertains to intercultural communicative competence.      
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Appendix A


ACTFL Standards for Foreign Language Learning

(American Council on the Teaching of Foreign Languages) 

Available online at:  http://www.actfl.org
Communication: Communicate in Languages Other Than English

Standard 1.1: Students engage in conversations, provide and obtain information, express feelings and emotions, and exchange opinions.

Standard 1.2: Students understand and interpret written and spoken language on a variety of topics.

Standard 1.3: Students present information, concepts, and ideas to an audience of listeners or readers on a variety of topics.

Cultures:  Gain Knowledge and Understanding of Other Cultures

Standard 2.1: Students demonstrate an understanding of the relationship between the practices and perspectives of the culture studied.

Standard 2.2: Students demonstrate an understanding of the relationship between the products and perspectives of the culture studied.

Connections:  Connect with Other Disciplines and Acquire Information

Standard 3.1: Students reinforce and further their knowledge of other disciplines through the foreign language.

Standard 3.2: Students acquire information and recognize the distinctive viewpoints that are only available through the foreign language and its cultures.

Comparisons:  Develop Insight into the Nature of Language and Culture

Standard 4.1: Students demonstrate understanding of the nature of language through comparisons of the language studied and their own.

Standard  4.2: Students demonstrate understanding of the concept of culture through comparisons of the cultures studied and their own.

Communities:  Participate in Multilingual Communities at Home & Around the World

Standard 5.1: Students use the language both within and beyond the school setting.

Standard 5.2: Students show evidence of becoming life-long learners by using the language for personal enjoyment and enrichment.

Appendix B

The ACTFL/NCATE Standards for the Preparation of Foreign Language Teachers 

(The American Council on the Teaching of Foreign Languages/National Council on the Accreditation of Teacher Education Teacher Standards). 

Available online at: http://www.actfl.org and at: http://www.ncate.org
1. Language, Linguistics, Comparisons. Candidates (a) demonstrate a high level of proficiency in the target language, and they seek opportunities to strengthen their proficiency (See the following supporting explanation and rubrics for required levels of proficiency.); (b) know the linguistic elements of the target language system, recognize the changing nature of language, and accommodate for gaps in their own knowledge of the target language system by learning on their own; and (c) know the similarities and differences between the target language and other languages, identify the key differences in varieties of the target language, and seek opportunities to learn about varieties of the target language on their own.

2. Cultures, Literatures, Cross-Disciplinary Concepts. Candidates (a) demonstrate that they understand the connections among the perspectives of a culture and its practices and products, and they integrate the cultural framework for foreign language standards into their instructional practices; (b) recognize the value and role of literary and cultural texts and use them to interpret and reflect upon the perspectives of the target cultures over time; and (c) integrate knowledge of other disciplines into foreign language instruction and identify distinctive viewpoints accessible only through the target language.
3. Language Acquisition Theories and Instructional Practices. Candidates (a) demonstrate an understanding of language acquisition at various developmental levels and use this knowledge to create a supportive classroom learning environment that includes target language input and opportunities for negotiation of meaning and meaningful interaction and (b) develop a variety of instructional practices that reflect language outcomes and articulated program models and address the needs of diverse language learners.
4. Integration of Standards into Curriculum and Instruction. Candidates (a) demonstrate an understanding of the goal areas and standards of the Standards for Foreign Language Learning and their state standards, and they integrate these frameworks into curricular planning; (b) integrate the Standards for Foreign Language Learning and their state standards into language instruction; and (c) use standards and curricular goals to evaluate, select, design, and adapt instructional resources.
5. Assessment of Language and Cultures. Candidates (a) believe that assessment is ongoing, and they demonstrate knowledge of multiple ways of assessment that are age- and level-appropriate by implementing purposeful measures; (b) reflect on the results of student assessments, adjust instruction accordingly, analyze the results of assessments, and use success and failure to determine the direction of instruction;  and (c) interpret and report the results of student performances to all stakeholders and provide opportunity for discussion.
6. Professionalism. Candidates (a) engage in professional development opportunities that strengthen their own linguistic and cultural competence and promote reflection on practice and (b) know the value of foreign language learning to the overall success of all students and understand that they will need to become advocates with students, colleagues, and members of the community to promote the field.
�Good opener – and yes, some of these languages are ones which had not previously received emphasis or support.  


�Good context.  As you continue to tweak this, consider using a time frame that anchors the reader even if the publication date is not known.


�An increasing call, yes?


�By whom? This is a good place to mention businesses, military, etc. who need these “global citizens”


�Normally I like to start from the very broad and quickly narrow, as you did above.  For some reason, as I read this highlighted area, it strikes me that this would serve as a strong springboard and then follow up with the above section.  Just a thought -- 


�?


�However, in the scope of this paper, you will begin this research, yes? 


�Are beginning to emerge, yes? 


�OK, you have a good base here.  As you continue to develop your research and work on how to set that up, this will serve as a nice set of foundational thoughts.  I would re-order some of these ideas, but this will come with more reflection, additional connections, and time to articulate how all of this hangs together.  All the ideas are here (


�Right – and in 2007, we now are living and working in an international context that was heretofore viewed as “across the sea” as opposed to being a more level, world entity.  


�Right – and you will have time to establish which one you will ultimately use for your dissertation


�Nicely stated.  When you work with both IB and IM, given the heading of this section, you might also consider putting the IM information prior to that about IB – it seems to segue the reader into these two areas a bit more incrementally.  Something for you to consider when working on that proposal lit review (


�And if you do that, this paragraph still “works”


�Good!


�Yes, and this intentionality is important in the planning and implementing phases of curricular change, as is measurement of the impact of this shift. 


�You could also provide here just the url for online access.


�Of dialogues (as in the ALM method), yes? 


�For dissertation purposes, providing a time frame for the reader will be important


�Again, when? The work that McWhinney , Sandra Savignon, Van Patten, Krashen, and others did in the 70s was seminal, and set a momentum for the last 2 decades of the 20th century. Savignon, in particular, built a case for Comm Comp and placed more weight on social appropriateness than did Krashen (who is also a CC guy). Something to sink you r teeth into as you continue to build your literature review 


�Nicely stated


�And models these, yes? 


�Yes, it is different in multiple respects, and it is good that you bring this out. 


�You might take a look at this sentence again (


�Where multiple  languages provided the backdrop for a study on intercultural communication – EU + languages + culture, etc. yes? 


�Thus, the importance of measuring the results, the impact, of efforts in teacher education programs on the K-16 students in these teachers’ classrooms. 


�Good beginning – and now you can continue to build on this work.  I am glad that you have started now to articulate some of these thoughts so that you know directions to pursue.  


�Good!


�Well, you bring out an important dimension, which is preparing for departmental tests.  This would suggest that ICC should become an important topic for widespread discussion among faculty and departments.  


�So true


�Remember that coming into one’s own, so to speak, as a teacher takes time.  I think we do need to facilitate this process and provide critical discussions about Culture, its role in our classrooms, our teaching, and in the expected resultant ICC – which is perhaps both a quest and a pathway. 


�Absolutely!!


�And how well is our profession doing this? 


�Some of our research with practicing teachers also reiterates this theme, however, after participation in an extended professional development master’s degree program (ASTL), the teachers came to understand that POS and Time became less of a factor. We were drawn to understand that teachers often fall back on these initial beliefs (sometimes excuses) that drove their thoughts.  Is this change part of a natural pathway or is it the result of critical learning?  The great question. 


�What an interesting response!


�Indeed.  I can attest to the fact that my own research has tremendously informed the decisions I make each semester, each class in my pre-and in-service courses. 


�Some of 


�And how those perspectives are carrying forth now. 


�Or perceive that they have, yes?


�It would be interesting to see how such a study could be applied in the US setting, as well.  Depending on the results, I believe we need to push our thinking toward which interventions would yield new results. 


�So True!!!! And just as placing students in multicultural/international contexts does not always yield IM or identification of deeper cultural awareness and added knowledge, such is the case with ICC and teachers. Talking and reading can open the door, but living it and then engaging in meaningful, reflective dialogue will allow all stakeholders to study the results. What do you think?  


�Nice that you pulled this out.


�(


�It will come – these pilots are so important





