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Abstract

Little data is currently available on course and materials design for intercul-
tural competence (IC) teaching in the Tunisian higher education EFL context.
The present study aimed to investigate these issues with reference to current
literature on intercultural course and materials development as well as in-
structional design and affordance theories. In particular, it explored the po-
tential development of an intercultural training course consisting of teaching
materials that employ three types of teaching techniques, namely the cultural
awareness technique (CAT), critical incident technique (CIT) and cultural
misunderstanding technique (CMT). The result was a comprehensive course
that included attainable goals, realistic learning objectives, conducive learning
experiences, along with clear assessment criteria, scales, descriptors, methods,
and tools for gauging the attainment of achievable learning outcomes. The
findings reported in this work are particularly interesting for they could form
a critical foundation for further research on the intercultural dimension in var-
ious higher education EFL contexts and a tentative blueprint for potential fu-
ture work on intercultural curriculum, syllabus, course, and/or teaching ma-
terials development.

Keywords

Constructive Alignment, Instructional Design, Intercultural Dimension,
Teaching Materials, Internationalization of Higher Education

1. Introduction

Intercultural competence (IC) is increasingly recognized as a central criterion for
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successful communication across the growingly interconnected contemporary
world. Higher education institutes (HEIs), worldwide, have realized the pressing
need to introduce the intercultural dimension in their mission to help students
to become effective global citizens. The literature presents a multitude of frame-
works and models for the teaching and assessment of IC. During the 1980’s, the
American Council on the Teaching of Foreign Languages (ACTFL) and in re-
sponse to the growing interests in learners’ global competence as an outcome of
FL learning experiences issued a number of revolutionary guidelines to expand
the scope of FL education to include culture learning and assessment (Kramsch,
1993). This is evidenced in the addition of cultural understanding to the Nation-
al Standards for Foreign Language Education (ACTFL, 1996). The Proficiency
Guidelines (2014) and Performance Descriptors for Language Learners also pro-
vide the criteria, scales and descriptors for intercultural communication skills us-
ing can-do statements that reflect learners’ growth continuum through Novice,
Intermediate, Advanced, Superior, and Distinguished levels.

In the same vein, the Council of Europe and European Centre for Modern
Languages (ECML) responded to the growing interests in intercultural compe-
tence learning and assessment and sought coherence in the European context.
This is evidenced in the publication of the Common European Framework of
Reference (CEFR, 2001), a document that has the promotion of plurilingual and
intercultural education as a major concern. The CEFR has been adopted as the
standard for learning outcomes at different levels of education, from primary
through secondary to higher education contexts across Europe and beyond. The
CEFR also presents a comprehensive illustrative assessment scheme and a set of
reference descriptions. It has been adopted as a reference model for defining learn-
ing objectives and assessing student learning outcomes. Interculturalists working
within the ECML framework, built on the criteria, scales and descriptors presented
in the CEFR and drew on Byram’s (1997) multidimensional IC model to pro-
duce practical IC assessment tools with scalable descriptors. These included the
“Intercultural Competence Assessment” (INCA), the “Autobiography of Inter-
cultural Encounters” (AIE), the WebCEEF, the CEFcult, the “Competences for Dem-
ocratic Culture” (CDC), the “Language On Line Portfolio Project” (LOLIPOP), and
the “Intercultural Dialogue” (ID) projects.

Although the intercultural dimension is not new to the academic and profes-
sional context in Tunisia, this concept has not surfaced to the Tunisian EFL re-
search until the last two decades (Smaoui, 2020). This arose from the increasing
awareness within the Tunisian education industry of the urgent need to address
the linguistic implications of internationalization on the Tunisian EFL context
(Smaoui, 2020). However, and to the author’s knowledge, no studies have so far
been performed to explore intercultural course and materials development in the
Tunisian EFL context. The studies currently available dealt with teacher and learner
cognition and attitudes (Hermessi, 2016; Rahal, 2017); the place of culture in
Tunisian EFL textbooks (Abid, 2018; Abid & Moalla, 2020; Hermessi, 2017), and
the effects of teaching materials (TM) on students’ IC learning (Arfi & Hanna-
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chi, 2016; Horchani & Hosni, 2012; Mason, 2010). Of particular interest, although
teaching materials (TM) have often been reported to play a promising inductive
role in the learning process, little data is currently available on this issue in the
Tunisian higher education EFL context (Smaoui, 2020). Moreover, and despite
the growing interests worldwide in the development of glocal approaches to IC
teaching and assessment, no work has so far been reported to investigate this
tendency within the Tunisian EFL context (Smaoui, 2020). Of particular relev-
ance, little work is currently available on the effectiveness of particular teaching
content and/or material in the enhancement of IC development in the research
context under investigation (Mason, 2010).

Furthermore, EFL teachers, in Tunisia and worldwide, need a wide range of
educational tools and resources to support them throughout the instructional pro-
cess, including TM and assessment strategies that fit well with their respective
EFL contexts. In fact, the socio-cultural and pragmatic aspects of language teach-
ing and learning have long been considered central in the EFL curricula at the
research context of the present study, especially that Tunisian HEIs have had a
long tradition in teaching beyond linguistic competence. By extension, the latter
had a large student population majoring in English, for whom the socio-cultural
and pragmatic aspects of language are of paramount importance. Accordingly,
and motivated by the scarcity of data on intercultural course and TM develop-
ment in the Tunisian higher education EFL context, this study aimed to take this
strand of research on board and, in particular, explore the potential development
of an intercultural training course for implementation and evaluation in terms of
effectiveness in enhancing IC development in Tunisian higher education EFL

learners.

2. Research Design and Theoretical Framework

The present work is the second phase of a broader three-phase mixed-method
exploratory study wherein the researcher aimed to investigate the effectiveness
of an intercultural training course employing three types of teaching techniques,
namely the cultural awareness technique (CAT), critical incident technique (CIT)
and cultural misunderstanding technique (CMT), in the enhancement of IC de-
velopment in Tunisian higher education EFL students. The study employed a
sequential three-phase design wherein the data collected in one phase informed
the subsequent phase. The first phase was exploratory in nature and sought to
identify the current learning context and learner needs in the Tunisian higher
education context prior to embarking on a pedagogical intervention (Smaoui,
2020). The second phase (the present work) built on data reported on in the de-
velopment phase as well as those currently available in the literature to develop a
training course consisting of culture-informed materials for use in a subsequent
training intervention. The final phase reports on the implementation and evalu-
ation of the intercultural training intervention in terms of its effectiveness in
enhancing IC development in an experimental group of Tunisian higher educa-

tion EFL students (Smaoui, forthcoming).
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The research design of the present study aimed to identify: 1) the key dimen-
sions of IC teaching and assessment within the local context against the frame-
work developed through the existing literature; 2) an appropriate framework for
the development of a glocal approach for IC teaching and assessment; and 3) the
opportunities and challenges related to the process of developing an intercultural
training course and TM with a glocal approach. The identification of those as-
pects is deemed essential for a principled approach to the development of an ap-
propriate intercultural training course that meets the local context and serves the
aims of the study. The following sections will be devoted to delineating the con-

ceptual aspects pertaining to IC teaching and assessment.

2.1. Conceptualization of IC

The literature indicates that IC has been conceptualized under different names
and taxonomies. Sercu (2005) provides a comprehensive review and concludes
that IC has been defined from different perspectives and under relatively com-

»

parable terms, including, “transnational competence”, “trans-cultural competence”,
“multicultural competence”, “cross-cultural effectiveness”, “intercultural sensi-
tivity”, and “global competency”. She argues that despite the fundamental dif-
ferences, most models include three common key dimensions, namely the cog-
nitive (knowledge), affective (attitudes), and behavioral (skills) dimension of the
construct. Two of the influential models, namely Byram’s (1997) and Deardorff’s

(2006) models, will be described below.

2.1.1. Byram’s Multidimensional Model
Following Byram (1997: p. 33), IC can be defined as the “ability to negotiate and
mediate between multiple identities and cultures”. Analyzing the dynamics of
intercultural communication, interculturalists often agree that IC encompasses a
complex set of three interrelated and synergistic components, namely the cogni-
tive (knowledge), affective (attitudes), and behavioral (skills) domains (Risager,
1991; Deardorff, 2006; Paige et al., 1999). Byram (1997) organizes the three do-
mains of IC in a conceptual framework comprising five interrelated components
termed as know-hows, namely knowledge, attitudes, skills of interpreting and
relating, skills of discovery and interaction, and critical cultural awareness.
Byram’s (1997: pp. 34-53) defines the first component of IC, “knowledge”, as a
set of two broad categories. The first category pertains to “knowledge about so-
cial groups and their cultures in one’s own country, and similar knowledge of
the interlocutor’s country”. The second category relates to “knowledge of the
processes of interaction at individual and societal levels”. He maintains that each
category entails both culture-specific (of one’s own and foreign cultures) and
culture-general knowledge. The second component of IC is “attitudes”. These
are defined as one’s empathetic understanding of cultural phenomena, and ca-
pacities to “see the world through someone else’s eyes”. He defines empathy as
having two facets. The first relates one’s ability to “decentre”; the second in-

volves an insider’s knowledge of the value and belief systems that lie behind dif-
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ferent perspectives; that is the perspective of the foreign culture. The third com-
ponent relates to “the skills of interpreting and relating”, defined as the “ability
to interpret a document or event from another culture, to explain it and relate it
to documents from one’s own”. According to him, this skill draws upon existing
knowledge and “can be distinguished from the skill of discovery and interaction
in that it need not involve interaction with an interlocutor, but may be confined
to work on documents”. The fourth component relates to the “skills of discovery
and interaction”. Byram (1997: pp. 35-38) defines them as the “ability to acquire
new knowledge of a culture and cultural practices and the ability to operate
knowledge, attitudes and skills under the constraints of real-time communica-
tion and interaction”. An individual having the skills of discovery is an individu-
al who has “the ability to recognize significant phenomena in a foreign environ-
ment and to elicit their meanings and connotations, and their relationship to other
phenomena”. These skills are needed in interaction with people or work on docu-
ments in situations where the individual has little prior knowledge of the foreign
culture phenomena and their significance or meanings. Finally, Byram (1997: p.
53) holds that, in an educational setting where the intercultural teaching is em-
bedded within a philosophy of political education, the intercultural speaker must
also develop the fifth component of IC, namely “critical cultural awareness”. This
is defined as the “ability to evaluate critically and on the basis of explicit criteria
perspectives, practices and products in one’s own and other cultures and coun-

tries”.

2.1.2. Deardorff’s Process Model

Deardorff (2006: p. 194) defines IC as the “effective and appropriate behavior
and communication in intercultural situations”. She proposes a Process Model
wherein IC is seen as an interplay between personal and interpersonal elements,
categorized under knowledge, skills, and attitudes, as well as internal and exter-
nal attributes. In its essence, the model suggests that the lower levels (Attitudes,
Skills, and Knowledge) enhance the effectiveness of the upper levels (Internal
and External Outcomes). The basic assumption of the model is that it is through
the development of knowledge, skills, and attitudes that the learner is led to the
internal outcome (empathy, adaptability, and flexibility). The internal outcome
then facilitates the external outcome of “behaving and communicating effective-
ly and appropriately” (Deardorft, 2006: p. 254). According to the Process Model,
IC learning is a developmental ongoing cyclical transition from knowledge
through attitudes and skills to intrinsic and extrinsic changes in the intercultural
domain (Deardorff, 2006). At the internal level, learners would become more
empathetic and flexible, and at the external level, their behaviors would be more

effective.

2.2. The Integration of IC in FL Curricula

The literature indicates that intercultural curriculum development (CD) is a com-

plex decision-making process that involves strategic considerations to several in-
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terdependent factors. The degree of success of a language curriculum is reported
to depend on the informed alignment of different elements, namely the 1) goals,
2) content, 3) instructional design, 4) tasks, 5) roles 6) affordances, and 7) as-
sessment (Biggs, 2003; Biggs & Tang, 2011). The position most strongly defended
in the literature is that rather than using one-size-fits-all instructional packages
available for the international market, intercultural courses and TM should be
produced to fit the context they are meant to serve (Kramsch, 1993; McKay,
2003). Several interculturalists advocate a “glocal” approach to course and TM
design, wherein global perspectives are blended with the local context. McKay
(2003: p. 140), for instance, encourages teachers to think globally but teach lo-
cally, and argues for the contextualization of English to the local EFL context.

A thorough survey of the literature reveals that several communities have adop-
ted a “think globally, teach locally” approach. Within the context of the Council
of Europe, the work of Byram and his coauthors has been influential in the pro-
duction of several textbooks, including Mirrors and windows: An intercultural
communication textbook (Huber-Kriegler et al., 2003) and Plurilingual and in-
tercultural learning through mobility: Practical resources for teachers and teach-
er trainers (Cuenat et al., 2015). Within the British Council context, the work of
Pulverness and his colleagues have strongly supported the development of sever-
al textbooks, including Zoom In (Hungary), Branching out (Bulgaria), Crossing
Cultures (Romania), Lifestyles (Czech Republic), Changing Skies: The European
Course for Advanced Level Learners (Central and Eastern Europe), and British
Studies: Materials for English Teachers (Poland). Within the American context,
Seelye’s (1997) Teaching Culture Strategies for Intercultural Communication,
and Fantini’s (1997) New Ways in Teaching culture, are two examples of local
productions for integrating culture in language teaching. Other publications with-
in the Peace Corps context include cross-cultural textbooks by Storti & Bennhold-
Samaan (1997) and his coauthors, such as Culture Matters, Building Bridges,
Looking at Ourselves and Others, Uncommon Journeys, Voices from the Field,
and Insights from the Field.

2.2.1. Defining the Learning Context and Learner Needs

As has often been the case in the teaching enterprise, the identification of learner
needs and the learning context is a crucial step in course and TM design (Hut-
chinson & Waters, 1987; Brown, 1995; Brindley, 1984; West, 1997). The litera-
ture indicates that needs analysis (NA) is an umbrella term used to describe the
collection and analysis of formal or informal data on the learners and the learn-
ing context. These include several influential components, including the institu-
tional, educational, administrative, political, and socio-cultural elements (Brown,
2009). West (1997: pp. 71-74) lists nine different types of NA, namely, target-
situation, deficiency, present-situation, learning-oriented, strategy, means, lan-
guage audit, set menu, and computer-based analyses. Brindley (1984, p. 28) adds

other types of NA, including wants, desires, demands, expectations, motivations,
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lacks, constraints, and requirements analyses. Overall, educationalist conducting
NA research seem to use different combinations of some of these alternative
types of information depending on the aims and objectives of their respective
works.

As far as the Tunisian EFL context is concerned, the present study builds on
data reported in a previous work by the author on the learning context and
learner needs of the research site (Smaoui, 2020) and in previous studies on the
intercultural dimension in the Tunisian EFL context (Hermessi, 2016, 2017;
Rahal, 2017; Abid, 2018; Abid & Moalla, 2020; Arfi & Hannachi, 2016; Horchani
& Hosni, 2012; Mason, 2010). Smaoui (2020) used informal group discussions,
semi-structured interviews and questionnaires among student and teacher par-
ticipants from a Tunisian higher education EFL institute and reported that both
the teachers and student respondents were predisposed to the introduction of
the intercultural dimension to EFL education. The results also indicated that
student respondents generally displayed a narrow surface-level and reductionist
understanding of culture that equates culture with nations, as opposed to the
broad deep-level understanding displayed by teachers. Student participants were
noted to refer essentially to observable “Big C” elements, such as family life,
famous people and popular events with little to no reference to the less observa-
ble “small ¢” aspects of culture, including the norms, beliefs, and values. Abid
(2018) investigated a corpus of Tunisian EFL textbooks and teachers’ and learn-
ers’ perceptions of local and global identities and the potential that Tunisian EFL
classes could have for developing learners’ local and global identities. She con-
cluded that current Tunisian EFL classes have little potential for the develop-
ment of a sense of belonging neither to the local nor to the global communities,
which might have negative effects on learners’ perception of themselves as mem-
bers of both their nation and the world. Hermessi (2017) conducted a document
analysis that evaluated a number of local official curricular documents, textbooks,
and teacher guides for Tunisian basic and high schools in terms of theoretical
references and actual realizations of cultural content. The study revealed that al-
though Tunisian language policymakers have no apparent ideological objections
to the incorporation of culture in EFL education, they do not approach culture
teaching in a principled systematic way. The results also indicated that there ex-
ists no clear theoretical or pedagogical frame of reference to culture teaching in

the Tunisian EFL context.

2.2.2. Defining the Goals and Objectives of IC Teaching and Learning

The literature indicates that the successful integration of IC in any educational
program relies primarily on the clear, precise and comprehensive translation of
the three IC domains, namely the cognitive (knowledge), behavioral (skills) and
affective (attitudes) dimensions, into achievable aims and objectives (Byram,
1997; Paige et al., 1999; Fenner & Newby, 2000). Paige et al. (1999) suggests that
IC based programs work on the three domains of IC and track learners’ progress

at different points along a developmental continuum. He adds that the three di-
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mensions should include both culture-specific and culture-general forms of learn-
ing and teaching. Culture-specific forms emphasize elements of knowledge and
skills relevant to a specific target culture, i.e. a particular culture group or com-
munity. Culture-general forms, on the other hand, emphasize the teaching of the
knowledge and skills that are more generalizable in nature and transferable across
cultures.

The cognitive orientation of educational programs relates to one’s knowledge
of the self, of the other, and of interaction. In particular, this entails a cognitive
awareness of both culture-specific (of one’s own and foreign cultures) and cul-
ture-general knowledge necessary for successful intercultural communication,
interaction, and mediation. Culture-specific knowledge involves aspects from
“small ¢” target culture knowledge (food, clothes, etc.) and “big C” target culture
knowledge (values, beliefs). Culture general knowledge relates to the degrees to
which students are able to explain factual knowledge and its significance from
within the cognitive perspective of the foreign culture.

The attitudes orientation involves culture-general attitudes (positive attitudes
towards other cultures and culture learning) and culture-specific (positive atti-
tude towards the target culture and its people). Language programs should en-
courage learners to look at their own familiar culture from another perspective
and learn to empathize with and show respect for otherness in general. More
succinctly, attitudes involve the ability to “decenter” affectively; that is, to “rela-
tivize oneself” (one’s values, beliefs, and behaviors within a larger perspective)
and to value others’ values, beliefs and behaviors.

The behavior orientation involves “culture-general skills” and “culture-specific
skills”. The former covers all forms that equip individuals to communicate effec-
tively in intercultural encounters and to resolve conflict where necessary. The
latter covers both “little ¢” behavior (appropriate everyday behavior) and “big C”

behavior (appropriate contextual behavior).

2.2.3. Defining Cultural Content

Tomlinson (2008, 2010, 2012) and Tomlinson & Masuhara (2010) describe TM
development as a complex process that involves the production and/or use of
materials for language learning, including the representation of local versus tar-
get culture(s) in TM, the selection and sequencing of cultural content in TM,
and the incorporation of cultural topics and teaching techniques in lesson de-
sign. Fenner & Newby (2000) and Skopinskaja (2003) maintain that in modern
foreign language teaching (FLT), the definition of cultural content in textbooks
and TM must become as important as the linguistic content. Byram (1989: p. 3)
shares a similar view and highlights that the cultural content should not be “in-
cidental to the real business of language teaching”, explaining that the choice of
cultural topics, activities and tasks should depend on the educational context in
which the FL is taught, the learners, and the teacher.

2.2.4. Defining Teacher and Learner Roles
The theoretical framework presented above clearly indicates that the promotion
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of IC learning is highly influenced by both the teacher and the learner. The cen-
trality of teacher roles touches upon several aspects pertaining to Serci/s (2005)
composite term “foreign language and intercultural competence teachers” and to
what Byram (1989) calls “the language teachers as teachers of culture”. Discus-
sions have often revolved on how teachers structure the learning experiences,
contribute to the learning process, demonstrate culture to learners, control the
learning tasks and activities, and monitor learners’ development towards au-
tonomy. From this perspective, teachers should be prepared to assume various
roles, including those of the ethnographer, awareness-raiser, supporter, facilitator,
mediator, animator, advisor, sensitizer, counselor, assessor, and evaluator (Sercu,
2002; Kramsch, 1993).

The significance of learner roles in intercultural education has also been equally
emphasized in the literature. It also relates to multiple facets, including how
learners contribute to the learning process, control the learning process, and
progress towards autonomous lifelong learning. From this perspective, learners
should be able to function as objectives-planners, ethnographers, culture-explorers,
communication-seekers, initiative-takers, actors, cooperators, mediators, differ-
ence-acceptors, development controllers, self-evaluators, and self-assessors (Sercu,
2002; Kramsch, 1993).

2.2.5. Defining Instructional Design

The principle of instructional design (ID) is central to CD (Biggs, 1996; Biggs &
Moore, 1993; Biggs & Tang, 2011; Young, 2009). Following Biggs & Moore
(1993), ID can be defined as the systematic design, development and evaluation
of a flexible instructional delivery system, including learning activities, re-
sources, and procedures, to support student learning and ensure the quality and
equity of the learning experience. It encompasses the entire process of analysis of
students’ sociocultural backgrounds, learning styles, learning needs and goals,
and the development of a relevant and meaningful instructional delivery system
that best meets the profile of that particular learner community (Briggs, 1977;
Briggs et al., 1991; Gagne et al,, 1992). It includes the development of various
practice elements, including learning materials, tasks, activities, and medium of
instruction (including technology), which facilitate active learning and engage-
ment (Briggs et al., 1991; Gagne et al., 1992). The difference between ID and CD
lies in the fact that while CD requires specialists and experts in a particular sub-
ject matter, ID requires experts in physical and virtual learning environments
that foster learning across the disciplines. ID experts build on learning theories
and design instructional products that facilitate learning. Conventional ID in-
cludes the design of case-based, problem-based, and project-based instructional
products; more recent ID includes the production of educational technologies,
such as educational software, Web-based environments, videos, and films. The
basic aim of constructing an ID is to create a product that helps fulfill the in-
tended learning outcomes.

The techniques and activities proposed for the facilitation of IC learning ab-
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ound in the literature. The present work highlights three techniques, namely the
culture awareness technique (CAT), the cultural misunderstanding technique
(CMT) and the critical incident technique (CIT). This work considers those tech-
niques relevant for IC development and assessment in the Tunisian higher edu-
cation context, particularly because they can be adopted in a variety of teaching
and assessment purposes. Chastain (1988: p. 311) defines the CAT as a conscious-
ness-raising technique that aims to raise students’ consciousness of the hidden
beliefs that direct their own values, attitudes, and actions. According to Feng &
Byram (2002) CAT can be of two types, culture-specific and culture-general. Cul-
ture-specific CAT is specific to a culture or area; it can teach a range of informa-
tion such as factual background data, famous people and popular food in the
country or culture. Culture-general CAT deals with deeper invisible topics such
as the values, beliefs, norms that influence communication. The CAT may take
the form of various activities, including quizzes, self-assessment questionnaires,
problem-solving exercises and checklists of value, attitude, or action orientations
(Chastain, 1988).

The second technique, CMT, is described by Brislin (1995) as an awareness-
raising technique that employs a problematic situation embodying a case of an
unintentional misunderstanding, problem, or conflict, rising from good-natured
ignorance of cultural differences between interacting parties, one of whom is a
foreigner. It presents the problematic situation and requires learners to identify
the problem and its underlying causes. Feng & Byram (2002) recommend the
presentation of situations involving cultural misunderstandings, which in real
life would cause one or more of the interlocutors to become confused, angry, or
even offended. They propose various activities from the CMT type, including
problem-solving exercises, attitude or action orientation exercises, comparisons
and contrasts, group discussions, and role-plays.

The third technique, CIT, is defined by Baxter & Ramsey (1996: p. 211) as “a
segment of observed human behavior which by itself permits inferences to be
made about the people involved in it”. Critical incidents are sometimes used
synonymously with culture misunderstandings. There are, however, major dif-
ferences between the two techniques (Cushner & Brislin, 1996; Seelye, 1996;
Pusch, 1996). The CIT usually requires students to read the incident indepen-
dently and to make individual reactions and decisions. They are then put into
small groups to discuss their findings. A classroom discussion follows where
students try to give reasons behind the reactions or decisions being made. Final-
ly, students are given the opportunity to see how their decision and reasoning
compare and contrast with the decisions and reasoning of native members of the

target culture.

2.2.6. Defining Affordances for Learning
Drawing on Doering et al. (2008), affordance is taken to designate the usability
of a tool offered to learners by an object in the environment to accomplish a type

or some types of learning. Boyle & Cook (2004) provide a comprehensive review
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of the concept of affordances and argue that much of student learning relies
heavily on the availability of the tool. The literature presents various types of af-
fordances, including socio-cultural, educational, and technological affordances
(Doering et al., 2008; Boyle & Cook, 2004). Recent research has become particu-
larly interested in exploring the powerful affordances of technology and the rich
opportunities it offers for enhancing the learning experience. Teachers have of-
ten been encouraged to conduct an affordance analysis so as to make use of the
affordances that support the learning experience and avoid the ones that hinder
or impair it. Teachers need to identify the affordances that best match the re-
quirements of the various learning tasks and activities they deem important for

facilitating learning.

2.3.IC Assessability

Deardorft (2006, 2009) conducted extensive research on IC development and
assessment and identified several gaps and challenges that hamper the instru-
mentation and operationalization of IC assessment, including the absence of
consensus on the formulation of clear achievable learning outcomes (LOs). She
argues that assessment is a complex process that involves gathering and discuss-
ing information from multiple sources to develop a deep understanding of what
learners know (cognitive), understand/value (affective) and can do with their know-
ledge (behavioral) as a result of their educational experiences. She suggests that
the first step in the LOs formulation process consists in defining the construct of
interest and its components. The latter would constitute the criteria for assess-
ment. The operationalization of assessing the construct of interest needs the ar-
ticulation of what learners are intended to know (cognitive/knowledge domain),
understand/value (affective/attitudes domain), and can do (behavioral/psycho-
motor/skills domain). Once the construct and its constituents have been defined,
teachers can use the learning goals as aspects of performance (criteria); identify
the performance levels for each goal (scale); delineate the characteristics asso-
ciated with each criterion and scale (descriptors); and decide on the appropriate

assessment methods and strategies (tasks/activities).

2.3.1. Defining Learning Outcomes: Criteria

Learning outcomes (LOs) have often been defined as statements indicating what
a learner is expected to know (cognitive/knowledge), understand and value (af-
fective/attitudes) and can do (behavioral/ skills) at the end of a learning expe-
rience (Bloom, 1956; Anderson & Krathwohl, 2001). Interculturalists generally
classify learning outcomes into general and specific outcomes. General outcomes
refer to broad statements identifying the knowledge, skills, and attitudes that
learners are expected to achieve during a learning experience. Each general out-
come is further broken down into specific outcomes that learners are expected to
achieve by the end of a learning experience. Specific learning outcomes have of-
ten been further categorized by strands that indicate the developmental flow of

learning from the basic to the advanced cycles of learning.
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Drawing on Byram’s (1997) multidimensional model for IC, the authors of the
Intercultural Competence Assessment (INCA, 2004) project describe IC as con-
sisting of three broad strands (openness, tolerance of ambiguity, and adaptabili-
ty), each comprising two constituents, thus forming a total of six dimensions.

These strands are described in Table 1.

2.3.2. Defining Performance Levels: Scale

Byram and his INCA project partners define three tentative levels, namely “ba-
sic”, “intermediate”, and “full”, to indicate the level that an individual has de-
veloped and put into action in a particular response to a given assessment item

in terms of each of the six constituents. The three levels are presented in Table 2.

2.3.3. Defining Characteristics Associated to the Criteria and Levels:
Descriptors

To make assessment manageable and effective, the authors of the INCA project
translate each of the six dimensions of IC into concrete descriptors for use dur-
ing the assessment of a particular assessment item. Evaluators use assessment
sheets that contain three columns representing the three major levels of perfor-
mance, namely “basic”, “intermediate” and “full level”. The columns in the sheet
contain examples describing the participant’s skill level. The responses of the as-
sessee to a particular assessment item are dissected and analyzed based on crite-

rion-referenced descriptors, assigned to one of the skill levels, and ticked off to

Table 1. The three strands and six constituents of IC (INCA, 2004: p. 11).

- Respect for otherness:
ability to look at all customs and values from a distance, regarding them at

openness the same time as worthwhile in their own right)

- Tolerance of ambiguity:
ability to accept ambiguity and lack of clarity and deal with it constructively

- Knowledge discovery:

ability to acquire and actually use cultural knowledge
knowledge
- Empathy:
ability to intuitively understand what other people think and how they feel

- Behavioral flexibility:
daptabilit ability to adapt one’s own behavior to different requirements and situations
adaptabili

P ¥ Communicative awareness:

ability to identify and consciously work with communicative conventions

Table 2. The three levels of IC (INCA, 2004: pp. 7-8).

Individual is reasonably tolerant, willing to interact successfully

Basic competence:
P but responds only to events instead of planning for them;

Intermediate Individual prefers responding in a neutral way to difference, and is
competence: prepared to respond and adapt to the demands of unfamiliar situations;

Individual is confident enough of his/her own position in order to take
Full competence:  a polite stand over issues and is constantly ready to use a large repertoire
of strategies, knowledge, and skills to deal with difference.
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indicate frequency (next to “full competence” if the answer indicates that the
participant possesses that particular skill, next to “basic competence” if the an-
swer indicates a low level of that particular skill, etc.). The overall skill level is
determined for each skill by examining all the responses marked on the assess-
ment form and assigning a total score by putting an “X” on the skill level score,
whether a basic, intermediate, or full skill level (1, 2, 3, respectively). Following
agreement on a final result for each assessee by a committee of assessors, feed-
back is given for the assessee in the form of final rating results for the 3 strands
of competences. Table 3 provides descriptors for each level of the first dimen-

sion, tolerance for ambiguity.

2.3.4. Defining the Methods of IC Assessment
The complexity with which the development of a comprehensive IC assessment
framework stems from the variety of contexts and disciplines in which IC theory
and research were based and from the different foci and purposes they were
meant to fulfill. Complexity also revolves around complex dichotomies in con-
ceptualization and approach, including quantitative vs. qualitative, direct vs. in-
direct, formal vs. informal, formative vs. summative, and holistic vs. analytic to
mention only a few (Verjans et al., 2011). The result is a wide range of different
assessment models. Sinicrope et al., (2007) review the major IC assessment
models available in the literature, including the Cross-Cultural Adaptability In-
ventory (CCAI) (Kelley & Meyers, 1992), the Intercultural Sensitivity Scale (ISS)
(Chen & Starosta, 1996), the Intercultural Developmental Inventory (IDI)
(Hammer et al., 2003), the Your Objectives, Guidelines, & Assessment (YOGA)
(Fantini & Tirmizi, 2006), and the Intercultural Competence Assessment (INCA,
2004).

For the sake of brevity and simplicity, the present study draws on three types
of assessment as described by Stiggins (2001) and Earl (2003). The first type is
assessment FOR learning (AFL), which occurs when teachers use inferences

about student knowledge, understanding and skills to inform their teaching. The

Table 3. Descriptors for each level of the dimension of tolerance for ambiguity (INCA,
2004: p. 9).

Ambiguity Ambiguity Tolerance Ambiguity
Tolerance basic Intermediate Tolerance Full

= Deals with ambiguit
,g ¥ = Has begun to acquire a
on a one-off basis, = Is constantly aware

repertoire of approaches

responding to items of the possibility of
P .g to cope with ambiguities ) p. ¥
as they arise. . . ambiguity.
in low involvement Y . v
= May be overwhelmed . . =  When it occurs,
i situations.
by ambiguous he/she tolerates

= Begins to accept

d it.
ambiguity as a challenge. and manages 1

situations which imply
high involvement.

Total score: AT
S, O |
X)
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second type, assessment AS learning (AAL), occurs when students reflect on
their learning and work towards learning goals. The third type, referred to as as-
sessment OF learning (AOL), occurs when teachers use evidence of student
learning to make judgments on student achievement against learning goals and
standards. Stiggins (2001) argues for a balanced approach wherein teachers need
to involve their students in classroom assessment, record-keeping, and commu-
nication throughout the learning experience and takes the lead in conducting
assessments of learning when the educational system requires the students to be

accountable for what they have learned.

2.3.5. Defining the Instruments and Tools of IC Assessment

Byram (1997) suggested the use of observation, questionnaires, tests, diaries,
self-reports, and interviews as tools for IC assessment. Feng & Byram (2002) and
the contributors to the INCA (Prechtl & Davidson-Lund, 2007) and CEFcult
(Beaven & Livatino, 2012) projects propose various types of techniques and ac-
tivities for the assessment of intercultural skills, including questionnaires, scena-
rios, and role-plays. The activity types used under the scenario techniques reflect
the three types of techniques described earlier, namely the CAT, CMT, and CIT.

3. Results

This work is an attempt to develop a tentative framework for a general language-
and-culture training course incorporating intercultural TM. It builds on data
previously reported on the learning context and learner needs of the study (Smaoui,
2020) and on the intercultural dimension in the Tunisian EFL context (Hermes-
si, 2016, 2017; Abid, 2018; Mason, 2010). It also draws on the theoretical back-
ground of IC learning and teaching and the conceptual framework related to in-
tercultural course and TM development.

3.1. Course Specifications

Considering the research objectives of the study (Section 1) and the theoretical
framework of IC as well as the learning context and learner needs of the present
work (Section 2.2.1), a tentative intercultural training course was developed as a
part of a critical reading and writing course with the general goal of promoting
students’ critical reading and writing competence in ways that prepare them to
become intercultural speakers or mediators who are able to engage with com-
plexity and multiple identities and to avoid the stereotyping which accompanies
the perception of someone through a single identity (Section 2.2.2). The general
goal was then broken down into learning outcomes, which were constructed as a
taxonomy of what students were expected to know, understand, and do after the
completion of the training course. They consisted of observable and measurable
statements on what the students were expected to attain in terms of the three IC
dimensions of knowledge, attitudes, and skills upon course completion.

The next step was to develop a set of related observable and measurable learning
objectives that reflected the learning outcomes in terms of the three strands of
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IC, namely knowledge, skills, and attitudes. The “knowledge” (cognitive) orien-
tation of the course focused on the development of students” knowledge of social
groups and their products and practices in one’s own and in one’s interlocutor’s
country, and of the general processes of societal and individual interaction. The
attitudes component (affective) focused on the development of curiosity & open-
ness, readiness to suspend disbelief about other cultures and belief about one’s
own. The skills (behavioral) orientation focused on the development of two as-
pects. The first was the skills of interpreting & relating, namely the ability to in-
terpret a document or event from another culture, to explain it and relate it to
documents or events from one’s own. The second was the skills of discovery and
interaction, namely the ability to acquire new knowledge of a culture and cultur-
al practices and the ability to operate knowledge, attitudes, and skills under the
constraints of real-time communication and interaction.

Two specific learning objectives were included under each strand. The learn-
ing objectives for the knowledge component of IC learning included knowledge
of 1) the processes and institutions of socialization in one’s own and in one’s in-
terlocutor’s country; and 2) institutions, and perceptions of them, which impinge
on daily life within one’s own and in one’s interlocutor’s country and which con-
duct and influence relationships between them. The learning objectives for the
attitudes component of IC learning included 1) willingness to seek out or take
up opportunities to engage with otherness in a relationship of equality, distinct
from seeking out the exotic or to profit from others; and 2) interest in discover-
ing other perspectives on interpretation of familiar and unfamiliar phenomena
both in one’s own and in other cultures and cultural practices. The learning ob-
jectives for the skills component of IC learning included the ability to 1) identify
areas of misunderstanding and dysfunction in an interaction and explain them
in terms of each of the cultural systems present; and 2) elicit from an interlocu-
tor the concepts or values of documents or events and develop an explanatory
system susceptible of application to other phenomena. The three strands of com-
petences and six objectives used in the present study are presented in Table 4.

Drawing on Byram’s cultural content selection criteria (section 2.2.3), the tea-
ching content selected for inclusion in the TM to achieve those six objectives
focused primarily on six topics dealt with from both the local and global/target
cultures: 1) Values, norms and beliefs, 2) Cultural contact, 3) Customs and tra-
ditions, 4) Marriage, 5) Prejudices and stereotypes, and 6) Ethnography. The
learning tasks used to explore the six topics were designed to support student
learning in a dynamic cooperative experiential learning environment. Therefore,
students” engagement in classroom discussions, pair work and group work and
involvement in peer feedback were expected as part of each learning task. In
brief, the researcher sought to encourage the teacher and student roles described
in the theoretical framework presented above (Section 2.2.4).

The researcher then considered the ways instructional design could facilitate
learning (Section 2.2.5) and whether participant students would be able and

willing to use a number of affordances in the way they were intended (Section
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Table 4. The three strands of IC competence, six objectives of IC teaching and assessment
and three assessment techniques used in the present study.

1) Knowledge (cognitive): of social groups and their products and practices in one’s own
and in one’s interlocutor’s country, and of the general processes of societal

and individual interaction.
Objectives (knowledge of/about):

a) The processes and institutions of socialisation in one’s own and in one’s interlocutor’s country.

b) Institutions, and perceptions of them, which impinge on daily life within one’s own and in
one’s interlocutor’s country and which conduct and influence relationships between them.

Assessment technique: CAT
Close-ended questions: true-false, multiple choice, and matching

2) Attitudes (Affective): curiosity & openness, readiness to suspend disbelief about other cultures
and belief about one’s own.

Objectives:

c) Willingness to seek out or take up opportunities to engage with otherness in a relationship
of equality, distinct from seeking out the exotic or to profit from others.

d) Interest in discovering other perspectives on interpretation of familiar and unfamiliar
phenomena both in one’s own and in other cultures and cultural practices.

Assessment technique: CMT

Close-ended questions: multiple choice

3) Skills (behavioral)

- Of interpreting & relating (savoir comprendre): ability to interpret a document or event
from another culture, to explain it and relate it to documents or events from one’s own.

- Of discovery & interaction (savoir apprendre/faire): ability to acquire new knowledge of
a culture and cultural practices and the ability to operate knowledge, attitudes, and skills

Objectives (ability to):

e) Identify areas of misunderstanding and dysfunction in an interaction and explain them in
terms of each of the cultural systems present.

f) Elicit from an interlocutor the concepts or values of documents or events and develop an
explanatory system susceptible of application to other phenomena.

Assessment technique: CIT

Close-ended questions: multiple choice

2.2.6). In fact, and for the sake of ease of use, the educational intervention sought
to present the teaching content and learning opportunities using conventional
classroom tools and techniques. Classroom tools included whiteboard, Power-
Point presentations, and printouts. Classroom techniques included seating ar-
rangements, learner groupings, facilitation of tasks, opportunities for experien-
tial learning, increased motivation and engagement, and feedback. The tech-
niques and activities (Section 2.2.5) developed to facilitate the learning process
included the CAT, CMT, and CIT described earlier.

An assessment framework was also planned in alignment with the various
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learning processes described above. In brief, each assessment task encompassed
a task description (the assignment); a specific list of the dimensions, elements, or
aspects to look for in a student’s production (criteria) (Section 2.3.1); a scoring
guide (levels of performance, possibly in the form of grades) that identify stu-
dents’ level of mastery within each criterion (scale) (Section 2.3.2); and state-
ments that describe the characteristics associated with each dimension and level
of performance (descriptors) (Section 2.3.3). The three methods of assessment
described earlier (Section 2.3.4), were employed, namely Assessment for learn-
ing, assessment as learning, and assessment of learning. Various assessment
tools and instruments were planned, including student diaries, tests, and inter-
views. Three assessment techniques (Section 2.3.5) were adopted, namely CAT,
CMT, and CIT.

3.2. Quality Evaluation Issues

The instructional and assessment materials used in the present study were sub-
mitted to experts in the field for evaluation, particularly in terms of reliability
and validity, prior to implementation. In line with Borg & Gall (1989), validity
evaluation included face validity and content validity. The materials were as-
sessed for face validity by 2 experienced statisticians. The criteria included lan-
guage appropriacy, clarity, unambiguity, spelling, structure, and formatting. Con-
tent validity was assessed by 4 experienced EFL practitioners from both language
and cultural studies backgrounds. The experts checked the materials with refer-
ence to Byram’s theoretical framework on Teaching and Assessing Intercultural
Communicative Competence (Byram, 1997, pp. 57-64). Feedback from the ex-
perts helped ensure that the research materials were eligible and properly pre-
pared to achieve the objectives of the study. To the author’s knowledge, the
INCA’s assessment framework adopted in this work has not been validated as an
assessment tool yet. Nevertheless, being anchored in Byram’s multidimensional
IC model, the INCA (2004) project seems appropriate to the Tunisian EFL con-
text. Byram’s model has also been adopted in several assessment projects, in-
cluding the INCA project. The latter combines quantitative and qualitative as-
sessment instruments, including questionnaires, scenarios, and role plays. Al-
though no research studies have so far reported on results using the INCA mod-
el, several reports have provided ample support for the reliability and validity of
the scenarios, including the CAT, CMT and CIT, as assessment instruments.
Furthermore, special care was given by the researcher to the criteria of test qual-
ity, namely “validity” and “authenticity”, which relate to test content; “reliabili-
ty”, which relates to test scores; “clarity of purpose and impact”, which relates to
the potential test effects on the test-takers; and “practicality”, which relates to
test administration (Sercu, 2004: pp. 79-87).

The results of the present study yielded into a comprehensive intercultural
training course that included attainable goals, achievable learning outcomes, rea-
lizable learning objectives, conducive learning experiences, along with clear as-

sessment criteria, scales, descriptors, methods, and tools for gauging desired
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learning outcomes. The validation of the effectiveness of the training course in
enhancing IC learning is pending on its implementation and evaluation, partic-
ularly in terms of its effectiveness in fostering IC development in EFL learners, a
topic that will be reported on in an upcoming paper by the author (Smaoui,
forthcoming). Reflections on the training course impacts using a Strengths,
Weaknesses, Opportunities, and Threats (SWOT) analysis could also be condu-

cive to bridging potential gaps between theory and implementation.

4. Conclusion

Despite the growing flow of research on the intercultural dimension in EFL educa-
tion worldwide, relatively little attention has been given to the significance of
this dimension to curriculum, course, and materials design in the Tunisian EFL
context. Teaching EFL in this time of change requires new teaching materials
that take the new trends of internationalization, of multilingualism and multi-
culturalism, of local and global identities, and of traditional physical and con-
temporary virtual learning environments into account. The general tendency
seems to encourage teachers to take an informed global approach to EFL teach-
ing wherein they think globally and act locally. The process entails the rethink-
ing of the whole educational process to ensure the alignment of various interre-
lated and synergistic aspects, namely the 1) goals, 2) content, 3) instructional de-
sign, 4) tasks, 5) roles 6) affordances, and 7) assessment (Biggs, 1996; Biggs &
Moore, 1993). Considering the scarcity of data on these issues within the Tuni-
sian higher education EFL context, the present study aimed to explore the op-
portunities and challenges of developing an intercultural training course con-
sisting of teaching materials that basically employ three types of teaching tech-
niques, namely the cultural awareness technique (CAT), critical incident tech-
nique (CIT) and cultural misunderstanding technique (CMT). Although in some
instances the present study might have focused on a number of dimensions that
serve its research purposes, it has, in other instances, widened the scope of dis-
cussion to include the implications for further research on teaching materials
development in the local and global EFL contexts. The present work is particu-
larly interesting for it could form a critical foundation for further research on the
intercultural dimension in higher education EFL contexts and a tentative blue-
print for future attempts to develop and design intercultural EFL training courses
and teaching materials. Furthermore, the results of this study have important
educational and pedagogical implications. They imply that the EFL teaching and
research community has quite a lot of work to do in the route to develop a stra-
tegic approach to IC teaching and assessment. It seems imperative that the EFL
community formulate a structured framework through which it can 1) develop a
clear understanding of the IC construct, keeping in mind that there could be
multiple definitions of IC from a variety of academic disciplines, 2) define IC
and explicitly include it as a major EFL program learning outcome (PLO), and
3) develop a systematic approach to refer to IC as a major EFL course learning

outcome (CLO). A strategic plan for teacher training and continuous professional
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development in IC teaching and assessment is also an equally pressing need.
TPACK awareness and ICT competences would also enable teachers to enact in-
terculturality and use educational technologies as tools to facilitate its commu-

nication to their students.
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