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Abstract

Against the background of increasing internationalization, Chinese-foreign cooperative
education programs are growing in the Chinese higher education sector. With the
international teaching environment combined with the local IC education concept,
Chinese-foreign cooperative education programs are potentially the ideal platform for
the complete realization of the entire process of intercultural language teaching and
learning in higher education. Nevertheless, there is a lack of research on intercultural
communication (IC) teaching in Chinese-foreign cooperative education programs.
Moreover, the contents of IC courses offered in Chinese higher education, including the
Chinese-foreign cooperative education programs, is not conducive to developing
Chinese learners’ intercultural communication competence (ICC). To investigate the
effectiveness of IC teaching on developing students’ ICC in Chinese higher education,
this paper focuses on a Chinese-Hong Kong cooperative education program, adopting
a qualitative approach to conduct in-depth interviews in two undergraduate curriculums,
Language and Intercultural Communication (LIC) and English Oral Communication
(EOC), to reflect on the strengths and weaknesses of intercultural teaching in the
program and to find out the reasons why learners of the courses have difficulties in
mastering ICC and preparing for overseas study from a pedagogical perspective. This
paper finds that both the two courses neglect the role of translanguaging practices in
developing learners’ ICC. Meanwhile, there is also an excessive focus on essentialist
perspectives and Euro-American cultures in the LIC and EOC courses, respectively.
Furthermore, both courses also neglect the importance of various forms of practice and,
more critically, intercultural contact in developing learners’ ICC. Such reflective issues
that do not play to Chinese-foreign cooperation education program strengths and have

anegative impacton cultivatinglearners’ ICC. The shortcomings demonstrated by these
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courses also reflect a series of shortcomings in the IC teaching of Chinese higher
education. Based on the research findings, this research proposes that the IC teaching
in Chinese universities should be transformed from the Euro-American IC model as the
main content and the essentialist perspective. Moreover, IC teaching in China should
also attach importance to the role of translation competence in facilitating learners’ ICC.
In addition, the role of intercultural contact in the IC class for cultivating learners’ ICC

also needs to be emphasized.

Keywords: Intercultural communication competence; intercultural communication

teaching; intercultural communication; translanguaging practice; intercultural contact
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The Reflection of the Intercultural Communication Teaching: A Study of Two

Courses of the Chinese-foreign Cooperative Education Program

1. Introduction

1.1 Research background and rationale

In recent years, with the continuous advancement of globalization, the demand of
Chinese learners to learn foreign knowledge and culture has increased dramatically.
The statistics of MOE (2021) demonstrate that the number of Chinese overseas students
has reached 703,500 in 2021. Among them, Chinese students studying in English-
speaking countries such as the United Kingdom (UK) and the United States (US)
account for the majority (UNESCO, 2014). In the UK case alone, there are more than
100,000 Chinese students studying there every year. Equally important, Altbach and
Knight (2007) point out that globalization is not only accompanied by a growth in the
number of Chinese overseas students, but the internationalization of Chinese higher
education is also benefiting from globalization. According to Graddol (2006), with
globalization as a convenient platform, in order to introduce ‘quality education
resources from abroad’ and to enhance the quality and reputation of Chinese higher
education, China has been conducting cooperative programs with overseas higher
education institutions since the 1990s. As of June 2020, China has 1,196 Chinese-
foreign cooperative education programs at the undergraduate level and above, as well
as 10 Chinese-foreign cooperative universities. Meanwhile, MOE (2020) finds that
there are more than 450,000 students are already enrolled in these universities.
According to MOE (2019a), the Chinese-foreign cooperative education programs,
also known as Transnational Higher Education (TNHE), refer to higher education

institutions in China run by Chinese universities in partnership with overseas
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universities, including those in Hong Kong, Macau and Taiwan. These universities
mainly adopt English medium instruction (EMI) and emphasize an Englishimmersion
learning environment (Jenkins, 2017). Furthermore, these universities employ a large
number of teaching staff with international backgrounds and introduce as well as draw
heavily from overseas curricula. Therefore, Hou et al. (2014) claim that Chinese-
foreign cooperative universities have gained rapid growth due to their highly
international nature. Meanwhile, these programs are effectively meeting the study
requirements of students who cannot go abroad for various reasons, thus attracting a
large number of Chinese students to study and increasing the share of Chinese higher
education in the international market (Houet al., 2014; MOE, 2019b).

It is noteworthy that due to the internationalization of Chinese higher education
and the learning environment of EMI, both learners and teachers live in a dynamic
environment of interaction with people from different sociocultural and linguistic
backgrounds (Ou et al., 2020). Additionally, more and more Chinese university
students are eager to learn about cultures different from their own based on their
interests or learning needs. Such an atmosphere makes intercultural communication (IC)
an important consideration in Chinese higher education. Sun (2016) argues that a
significant number of Chinese universities already offer a variety of courses related to
IC and mainly aim to develop learners’ intercultural communication competence (ICC)
as the ultimate goal of the course.

As the ideal platform for IC and the pioneer in the internationalization of Chinese
higher education, Sun (2016) also asserts that the Chinese-foreign cooperative program
1s well suited to ‘introduce and offer IC courses that follow the current research trends
and provide reference for Chinese intercultural higher education’ (p. 2). In recent years,

research on IC teaching and learning in Chinese higher education has emerged, focusing
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on the effectiveness of intercultural coursesin Chinese universities (Bi, 2009; Hu, 2015;
Sun, 2016). In particular, the study on IC courses in Chinese-foreign cooperative
programs focusing on the pedagogy and language policies applied in these EMI courses
(Hu et al., 2014; Song, 2019; Wan & Gao, 2019; Zhang, 2018). Nevertheless, there is
still a lack of pedagogical research on IC courses offered in Chinese-foreign
cooperative universities (Ou et al., 2020). Moreover, the aforementioned studies have
mainly examined the positive factors exhibited by intercultural education in Chinese
universities. Inreality, even as the frontier of Chinese higher education, the intercultural
curriculums offered by Sino-foreign cooperative universities are gradually revealing
various issues that not only fail to effectively develop learners’ ICC, but also adversely
affect the quality and even the reputation of Chinese intercultural education.
Nevertheless, studies on reflecting and analysing the deficienciesin IC courses
represented by Chinese-foreign cooperative programs are scarce and neglected, with
only Hou (2016) conducting an ethnographic study of a Chinese-English cooperative
program and stating that instead of improving their ICC from it, the Chinese students
developed a stereotype for British. These worrisome phenomena indicate the urgency
and necessity for the researchers to study the IC courses contents conducted in Chinese-
foreign cooperative universities. And it is equally important to discuss the advantages
and disadvantages of these IC courses to find an effective approach to improve teaching
quality and cultivate ICC. It should be noted that the author was once an undergraduate
student studying at a Sino-Hong Kong cooperative university. Based on the above
intercultural education trends and research status, as well as the study experience, the
author is motivated to investigate two IC courses from this joint university, namely

Language and Intercultural Communication (LIC) and English Oral Communication
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(EOC), to explore the possible shortcomingsin the teaching contents and the pathways

to ameliorate them.

1.2 Research propose and significance

Utilizing basic qualitative study approach, including a combination of interview data

and course documentations, this paper aims to reveal the strengths and shortcomings of

the IC courses at the Chinese-foreign cooperative university. It shows the phenomenon

of IC education in Chinese universities at this stage, and lays the theoretical foundation

for the reflections of IC courses in Sino-foreign cooperative universities and even in

Chinese higher education. It interrogates the following research questions (RQs):

(1) What are the advantages of the IC curriculums offered by the Sino-foreign
cooperative university?

(2) What are the shortcomings of the IC curriculums offered by the Sino-foreign
cooperative university? Why do these shortcomings generate?

(3) How to address these shortcomings of the IC curriculums?

This study will fill the research gap in studies on IC courses in Sino-foreign joint
universities. Meanwhile, while recent studies of Chinese IC teaching focus on the
specific processes and positive impacts of these courses on the development of learners’
ICC (Sun, 2017), this paper provides areflective perspective for critically analysing the
development of ICC and IC courses in Chinese universities. This study will also help
to enhance the quality of IC teaching and the development of learners’ ICC in Chinese

higher education.
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1.3 Structure of the article

This paper contains five chapters. Chapter 1 isan introduction about the background of
this study and its rationale. Chapter 2 will then discuss the concepts and theoretical
framework of IC covered in this paper, followed by a review of research on IC teaching
in higher education academia in Western countries and China. Next, Chapter 3 will
elaborate on the research methods, including the context of the research participants,
adopted paradigm, sampling, data collection, data analysis, ethical considerations, and
trustworthiness. Chapter 4 will continue to present the research findings and discuss the
strengths and weaknesses of the teaching contents based on the findings of the two
courses. In the process, relevant literature and course outlines will also be cited to
support the discussion. Finally, a conclusion of the study and implications for the future
of the field will be presented. Equally important, the shortcomings of this study will

also be analysed.

2. Literature review

2.1 The research of 1C teaching from the Western perspective

First of all, according to Hall’s (1989) definition, IC is precisely based on
communication between people from different cultural backgrounds. Since the
introduction of this concept, there has been a wealth of European and North American
studies have explored specific approaches to teach this concept to learners in the
classroom and to develop related competencies. North American and European
academics’ studies on IC mainly focus on the conceptual framework for constructing
IC (Kramsch, 2011; Uryu et al., 2014), developed features of IC (Deardorff, 2009;

Risager, 2014; Tannen, 1984), as well as the pathways to develop IC in the authentic
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IC context (Bennett, 2009; Huth, 2010). These studies provide theoretical apparatus
and practical references for IC and ICC teaching research. Nevertheless, Gao (2016)
argue that such studies do not consider how these concepts are taught in language
classroom situations in higher education. That said, the above studies provide a very
limited reference for the practice of IC language classrooms in higher education.

On the other hand, the European and North American scholars have gone beyond
the study of how to prepare learnersto be equipped to perform IC in different contexts,
and have produced rich results by studying specific ICC teaching models and methods
from the perspective of language education. Schmidt (1998) proposes to enhance the
understanding of target culture and self-culture by comparing and analysing significant
events in different national cultural contexts in the language class. The development of
a ‘third space’ for learners in the language classroom has also been put forward as a
way to equip learners with an understanding of two different cultures and thus improve
the ICC (Kramsch, 2019). Houghton (2012, 2013) proposes the Intercultural Dialogue
Model to enhance learners’ ICC, which focuses on analysing learners’ value systems
and personal identity development during the IC process. Moreover, Byram (1997)
suggests his ICC model and practices it in different contexts of foreign language
education. Based on the ICC model, Byram (2008) further advocates ‘discovery’,
‘comparison’ and ‘analysis’ as the main components of IC language teaching (p. 25).
According to Hou et al. (2014), the ICC model further clarifies the goals of integrating
ICC into language teaching and learning and is closely related to the traditional goals
of language knowledge and language communication. Due to its ease of application and
its close connection to language teaching objectives, Byram’s ICC model has been
extensively adopted in the IC courses of higher education around the world, including

the IC curricula of the university studied in the paper. Furthermore, based on reviewing
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and evaluating Byram and Deardorff’s IC teaching concepts, Moellerand Osborn (2014)
argue that existing theories are not sufficient to fully meet the complex phenomenon of
intercultural language learning classrooms, and they present a series of goals, principles,
and methods of classroom activities for teaching IC that enrich the classroom practice
of IC to some extent.

Nevertheless, both Sun (2017) and Huang (2015) conclude that the aforementioned
studies focused too much on developing learners’ ICC at the expense of an approach to
integrating language and IC concepts. Equally important, the above studies do not take
into account the context of Chinese higher education. Bush et al. (1998) assert that
Chinese higher education isacomplex and large system with a great deal of IC learners.
In a like manner, the individual Chinese IC learners are also complex in nature. The
above research and theories do not incorporate the Chinese reality and are likely to be
inapplicable to the IC teaching in Chinese higher education. Moreover, such studies
invariably emphasize the differences between cultures and adopt an individual-centred
perspective to interpret the diverse cultures, which is a typical essentialist view that
does not objectively reflect the reality of IC in the localization context (Halliday et al.,
2004). Significantly, there is also a lack of research on the pedagogical process and
effectiveness of these studies, indicating that not all the learners evaluate these
pedagogical approaches from a Western perspective positively. The potential
shortcomings with these studies suggest that IC teaching in Chinese universities cannot
simply copy from the Western IC pedagogical theories, but need to consider the realities

of Chinese higher education and learners themselves.
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2.2 Research on IC teaching in Chinese higher education

Compared to North American and European scholars’ research on IC teaching, the
research on IC teaching in Chinese higher education started late and is deeply
influenced by European and North American concepts, especially Byram’s ICC model.
Zheng and Gao (2019) divide the development of IC teaching in China inthe past three
decades into three stages, namely, the beginning stage, the broadening stage and the
institutionalizing stage, which provides a useful idea for this study to review the
development of Chinese IC teaching in stages. The three stages are interpreted in this
paper as the beginning of Chinese IC teaching, its continuous enrichment, and its

institutionalization as a core component of the university language teaching curriculum.

2.2.1 The historical development of IC teaching in China and Byram’s ICC model

First and foremost, in the beginning stage, since the early 1990s, some classic
publicationsinthe field of IC and IC teaching have been introduced to Chinese readers
(Lin, 1996; Hu & Gao, 1997). By 1995, the formation of the Chinese Association for
Intercultural Communication (CAFIC), agroup of English educators from across China,
marked the official beginning of the field. Meanwhile, Qiu (1994) points out that the
social communicative function of language was intensified in foreign language teaching
in Chinese universities as a result of the introduction of sociolinguistics into China.
During this period, the foreign language teaching in Chinese universities has already
adopted English as the language of instruction in the classroom. According to Hu
(1990), language classes in Chinese universities during this period aimed to train
learners to apply the language they learned to communicate effectively and
appropriately in ‘different contexts with different audiences’, thus the emphasis was on
the need of teaching for learners’ future communication (p. 17). In contrast to the focus

on the communicative function of language, the focus and understanding on the culture
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of the target country was only beginning to emerge. Although some research articles
comparing Chinese culture with that of English-speaking countries have appeared in
this period (Deng & Liu, 1989), and some Chinese universities had offered some IC
courses on different cultural connotations of language and avoiding communicative
conflicts (Hu, 1992), Sun (2017) points out that there was little empirical research on
IC teaching during this period. Moreover, Zheng and Gao (2019) argue that the studies
related to IC teaching inthis period began to focus on cultures only with the British and
American cultures to which native English speakers belong, with a global perspective
and more in-depth comparative cultural studies still to be developed.

Since the development of IC teaching in China in the last two decades, that is, in
the latter two stages, is closely related to Byram’s model, it is necessary for this research
to introduce his ICC model before continuing the review. According to Byram (2000),
people with a degree of ICC are those who ‘see the relationships between cultures and
have a critical understanding of their own culture and other cultures’ (p. 9). Byram

(2008) further proposes the concept of ICC, which includes the following five

dimensions:
The competence Content
(1) Attitudes Curiosity and open-mindedness, suspending the
conviction of one’s own culture and the distrust of other
cultures
(2) Knowledge Knowledge of the customs, products, and general

procedures of social interaction of your own and the
other person’s cultural group
(3) Skills of interpreting The ability to interpret documents and events from other
and relating cultures and to be able to do so in relation to the
documents of one’s own culture
(4) Skillsof discoveryand The ability to acquire new knowledge about a culture

interaction and its customs, and the ability to apply knowledge,
attitudes and skills in practical interactions

(5) Critical cultural The ability to critically evaluate clear standards,

awareness perspectives, habits, and products of one’s own culture

and those of other cultures
Table 1. Byram’s (2008) ICC model. (p. 49-53)
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Among them, Byram (2012) states that attitudes and knowledge are necessary to
maintain interpersonal relationships, involving skillsof interpretation and relating and
skills of discovery and interaction. Critical cultural awareness, on the other hand, isa
core component of this model and a key dimension of language teaching. In the model,
learners are communicating as intercultural speakers rather than native speakers. This
model has been developed for the purpose of language education and contains a series
of practical suggestions. As a result, it has been widely applied as a theoretical
foundation for innovative ICC language teaching practices (Byramet al., 2001).

After transitioning to the broadening stage, Yang and Zhuang (2008) find that since
the 21st century, although the learning of culture in the IC teaching in Chinese higher
education still served the improvement of language proficiency, the consideration of
culture in the teaching process has gradually increased. Lin (2006) suggests that
university IC courses should not only teach the surface aspects of culture but also
address the deeper aspects of culture, i.e., focus on material culture, institutional cul ture,
and conceptual culture, respectively, to enable students to develop intercultural
communication awareness (ICA) and foster ICC. Meanwhile, Gao (2001) also notes
that IC teaching in this period has moved away from the language and culture of native
English speakers as the ‘sole object of learning and imitation’ and has gradually moved
beyond country-specific language and culture, aiming to develop humanistic qualities
in general. It was also during this period that the term ‘intercultural competence’ or
‘intercultural communication competence’ proposed by Byram was increasingly
applied as an explicit conceptualization term and established as an important content of
curriculum for teaching IC in Chinese universities (Zhang, 2007). It is evident that the

teaching of IC in this period began to move away from seeking relevance to English-

10
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speaking cultures alone, and increasingly sought to relate to the broader goal of
improving ICA.

Through the above review of relevant research from this period demonstrates that
IC research in China during the broadening period had multiple theoretical resources
and interdisciplinarity in the process of constructing the IC language teaching model.
Nevertheless, Zhang (2007) warns that such IC teaching model developed learners’
mastery of the target country’s culture and language as the teaching objective, which
may lead to learners’ departure from their own culture and assimilation into the target
culture. This phenomenon, also defined as ‘Chinese cultural aphasia’, revealed the
prevalence of afocus on exposing learners to foreign culture at the expense of their own
Chinese culture in the IC teaching in the broadening period, and had received critical
attention by the scholars (Xiao et al., 2010). To reverse this situation, some Chinese
universities tried to integrate the teaching of Chinese culture into IC teaching. Guo et
al. (2002) also find that the co-teaching by Chinese and foreign instructors was also
beginning to emerge in order to promote the interaction between the native speaker
culture and the target culture. This adaptation was thought to enhance learners’
identification with their own culture and improve their ICC. Equally important,
language teachers’ ICC were beginning to gain traction as ‘essential qualities’ for
language teachers. However, Hu (2013) notes that the number of courses on the
interaction between Chinese and foreign cultures still remained relatively low during
this period. Moreover, the focus of IC teaching was on the teaching of IC theories and
IC phenomena, and the development of practical competencies about them was hardly
considered.

Moving to the institutionalizing stage, Xu and Sun (2013) argue that a prominent

sign of the institutionalizing of IC teaching in China is that it has, at least in the

11
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theoretical aspect, further sought to go beyond the goal of familiarizing learners with
just British and American cultures and to encourage them learn about the cultures in
non-English speaking countries with a global perspective. Moreover, the importance of
learning how to introduce Chinese culture to people from other countries and cultures
is increasingly emphasized (Wen, 2016). Equally important, in recent years, the new
Guidelines for College English Teaching and the National Standards of Teaching
Quality for Undergraduate English Majors, published successively by the Ministry of
Education of China, have included IC as a major component of university language
teachingas well as placed ICC developmentina very prominent position (MOE, 2017,
2018), which marks the transformation of IC in Chinese higher education from one of
the components of English language teaching to a major teaching component, and
Byram’s model for developing ICC has become a ‘core goal’ of Chinese IC teaching
(Zheng & Gao, 2019).
2.2.2 The controversiesand alternativesto Byram’s ICC model in China
Meanwhile, Wen (2016) also summarizes that IC teaching in the new phase has
transitioned from a focus on communicative competence and cultural knowledge of
language to the development of ICA and ICC, and further emphasized the importance
of practice in IC teaching. Plenty of empirical studies and pedagogical models for
developing learners’ ICC in the IC classroom has emerged rapidly and are considered
to be the upgrade to Byram’s ICC model. Some of the more influential models include
the ‘ACROSS’ curriculum design model proposed by Hou (2014). The main elements
of this model are as follows.
Under the ‘Assessment for Learning’ system, learning is more than the
transfer of information but is based on guided discovery; teachers are
transformed from knowledge transmitters to organizers of classroom
activities and become the ‘Co-learner’ of the learning process; learnersand

teachers work together on ‘Research-based Learning’, co-discovery and
‘Original Contribution’; and in the ‘Social Activity’ of language learning,

12
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they experience first-hand the process of conflict, negotiation and
cooperationinICto develop learners’ Self-regulation competence. In these
ways, the model focuses on the learner’s critical thinking, ICC, and
research competence (Hou, 2014, p. 24).
To sum up, this IC teaching model is characterized by the rejection of the ‘banking
education’ view of the teacher as the authority and the emphasis on the learner as the
leading role in the classroom and the importance of classroom practices to promote ICC
(Freireetal., 2020). In the same period, Sun (2016) proposes the CREED principle for
teaching IC, which includes the steps of ‘critiquing, reflecting, exploring, empathizing
and doing’ in teaching IC to develop learners’ ICC (p. 20). This model is considered
more convenient and intuitive by many Chinese scholars compared to Byram’s ICC
model. Furthermore, there is also a growing number of empirical studies that try to
develop learners’ ICC through different means such as sharing life experiences, IC
reflection, and information technology (Gao, 2008; Huang, 2015). It is alsoduring this
period that Hou (2016) notes that Chinese-foreign cooperative universities integrate
Chinese and foreign IC teaching theories and multiculturalism, are the ideal place to
build a ‘third space’ of cultural adaptation for learners.

Nevertheless, the latest institutionalizing phase has also seen plenty of criticisms
directed at the IC teaching contents. Hu (2013) argues that teaching IC at today’s phase
does not effectively enhance learners’ ICC by relying solely on theoretical instruction
and a series of ‘scenario-based’ practices, and further argues that ICC development
relies on extended contact with people from different cultures, whether these
interactions occur outside or inside the classroom. This enlightens this study to focus
on whether the IC teaching at universities in the Chinese context carries out the practice
of intercultural contact. Moreover, both Hu (2013) and Sun (2016) point out that the

Chinese IC teaching at the institutionalizing stage still focuses on the culture and

theories of English-speaking countries represented by the US and UK. Wang and

13
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Kulich (2015) argue that such phenomenon still exists because the culture and language
of mainstream English-speaking countries are considered to be highly relevant to work
and academic achievement, and learning these cultures and languages in IC is widely
considered to be better for obtaining high scores on language exams and for accessing
study and work opportunities related to these countries.

There are also growing controversies of Byram’s ICC model, which is held as a
core component of Chinese IC teaching. Gu (2016) finds that despite the high level of
language proficiency of language teachers in Chinese universities, most of them
consider ICC as merely ‘the specific social norms and standards to be followed in
mainstream English-speaking countries’ and do not focus on developing learners’
values about cultures other than English-speaking countries (p. 264). This excessive
esteem for European and American culture and IC-relevant theories is also manifested
in the long-standing essentialist teaching. Some scholars further argue that models such
as Byram’s ICC and Hofstede’s National Culture Model which are extensively cited
and used as pedagogical goals, place a heavy emphasis on cultural differences rather
than similarities, undoubtedly neglecting the complexities of individuals and does not
indicating how these competencies can be achieved through language teaching (Gyogi
& Lee, 2016; McSweeney, 2002). Likewise, the ICC model is also considered to be
held the view of culture as static versus bounded and fails to see the fluidity of cultures
(Phipps & Gonzalez, 2004; Hoff, 2014). In addition, Simpson and Dervin (2017) point
out that the European and North American IC studies represented by Byram’s ICC
model have a distinct ‘Western-centrism’ overtone. The obsession with these theories
without considering the diverse needs of Chinese IC learners and the complexities of
Chinese IC teaching remains the reality of Chinese IC teaching today. Unfortunately,

there isa paucity of research to date that critically examines the effects of these Chinese

14
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IC teachings and reflects IC learners’ perceptions of them, let alone studies that do so
in the context of Sino-foreign cooperative universities. Combined with the research
found by Hou (2016) on the problems of IC courses in such joint programs, both the
current status and the shortcomings of IC courses in Chinese higher education prompt
the author to focus the perspective on Chinese-foreign cooperative universities to
explore whether the IC courses offered have similar problems or have additional

shortcomings.

2.3 Translanguaging practices in IC teaching: the theoretical foundation

It can be seen that as IC teaching has become more diverse globally, it also faces its
own problems and application dilemmas in mainstream concepts. Meanwhile, the
multilingual turn that has emerged in the field of language education has gradually
begun to be associated with IC teaching (Meier, 2016). According to Li (2018), this
multilingual shift manifests itself as the translanguaging phenomenon in the language
class, referring to the practices of language learners using two or more languages to
communicate, and it includes code-switching as well as translation. The
translanguaging practice represented by translation is also known as translation
competence and is also considered to be part of the ICC (Gyogi, 2015; Sun, 2017).
Kramsch (2019) also emphasizes the role of translation in facilitating IC. Since
translation facilitates the understanding and communication of different human cultures,
and translation is the understanding and accurate expression of different cultures,
translation can undoubtedly serve as a ‘bridge’ between people of different language
and cultural backgrounds. Translation involves the foreign language and the mother

language and can reflect the cultural characteristics of both languages.
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Several studies have discussed the potential of translation in developing learners’
plurilingual competence and in dealing with language and culture in the language
classroom (Laviosa, 2014; Ortega, 2013; Tsagari & Floros, 2013). However, there is a
lack of research on applying translationin IC teaching of universities with the Chinese
background, and Lee and Gyogi (2018) investigate the effect of having students
translate Japanese culture-specific lexis (CSL) into English on the promotion of ICC
and language proficiency. This also inspires the research to explore whether such
translanguaging practices are adopted in IC courses in Sino-foreign cooperative

university and its assessments.

3. Methodology

3.1 Research design

After reviewing the different perspectiveson IC teaching and learning research and its

development, this study adopts a basic qualitative method to explore the evaluations of

instructors and learners on two IC-related courses in a Sino-foreign cooperative

university. Based on the translanguaging practices, this study seeks to reveal and

introspect whether these two courses were effective in enhancing learners’ ICC.

Specifically, the strengths and weaknesses of these two IC courses will be discussed.

Therefore, the RQs of this study are as follows.

(1) What are the advantages of the IC curriculums offered by the Sino-foreign
cooperative university?

(2) What are the shortcomings of the IC curriculums offered by the Sino-foreign
cooperative university? Why do these shortcomings generate?

(3) How to address these shortcomings of the IC curriculums?
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According to Merriam and Tisdell (2015), the interpretivism assumes that each
individual has a different interpretation of a given social situation. Based on such an
interpretivist paradigm, the author argues that RQs need to be addressed by virtue of
the different interpretations of individual participants, i.e., the perspectives and
experiences of learners and teachers from different perspectives. Because these
participants have different backgrounds, they can form different views of the
curriculums through their different experiences (Ryan, 2018). Therefore, this study is
based on a relativistontology that acknowledges the complexity and differences of the
participants and attempts to analyse the multiple realities they experience (Scotland,
2012). Moreover, due to each participant’s different learning and teaching experiences
in the cooperative university and the influence of various social factors, they also have
different constructs of the phenomenon in question during their interactions, which
marks the constructivistepistemological position of this study (Creswell, 2007).

Based on such a philosophical stance, a qualitative method is adopted in the two
IC teaching cases at a Sino-foreign joint university. According to Maxwell (2013),
qualitative research aims to understand how people make sense of their experiences. It
provided a foundation for analysing how the participants evaluatedthe IC courses they
experienced to better interpret the two IC courses. In addition, the dynamic nature of
this method allows for the exploration of additional perspectives regarding the

evaluations of these two courses.

3.2 Research context

The study focused on two IC courses at a Sino-foreign cooperative university in south-
eastern China. This university is a joint university between a leading public university

in Hong Kong and a top normal university in Mainland China. The university uses EMI
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and has approximately 6,000 undergraduate students and 224 professional faculty
members. 72 percent of the students are from different parts of China, and the faculty
and staff are from more than 70 countries, with the vast majority having studied or
worked overseas, and together they form a multilingual and multicultural learning
environment.

The two undergraduate courses under study in this paper are Language and
Intercultural Communication (LIC) and English Oral Communication (EOC). The LIC
course is a Major Requirement (MR) course in the Program of English Language and
Literature Studies (ELLS) that is taken in the Year 3. Nevertheless, it is not only not
available to studentsin other non-Divisions of Humanities and Social Sciences (DHSS),
but also not available to Year 3 students in related majors. Specifically, the English
Professional Communication (EPC) students who are split from the ELLS program are
the only ones who have the opportunity to take this course. According to the Course
Information of Language and Intercultural Communication (2018), the course is
designed to develop ‘learners’ ICC in different cultural identities and contexts and to
apply the course knowledge to approach IC effectively’ (p. 15). Its course arrangements

are shown in the table below.

Week Topic(s)

Week 1: 2/17-2/21 What is Intercultural Communication?

Week 2: 2/24-2/28 Previous Approaches of Intercultural Communication
Week 3: 3/2-3/6 Research Methods of Intercultural Communication
Week 4: 3/9-3/13 Cultureand Identity (1)

Week 5: 3/16-3/20 Culture and Identity (2)

Week 6: 3/23-3/27 Culture and Othering (1)

Week 7: 3/30-4/3 Culture and Othering (2)

Week 8: 4/6-4/10 Culture and Representation

Week 9: 4/13-4/17 Intercultural Communication in Business

Week 10: 4/20-4/24 Corporate & Institutional Culture

Week 11: 4/27-5/1 Culture and Education

Week 12: 5/4-5/8 Culture and Online Education

Week 13: 5/11-5/15 Group Presentation

Week 14: 5/18-5/22 Group Presentation

Week 15/16 Final Examination
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Table 2. The tentative course schedule. (The Course Information of Language and
Intercultural Communication, 2018, p. 15-16)

As for the EOC course, itis a Year 3 free elective (FE) course, which means that
all Year 3 students at this university can choose to take the course, regardless of what
their majors are. During the course, students will learn the culture of Europe and the
United States, including the geographical location and customs of some representative
cities. Students also explore IC conflicts such as culture shock that they may encounter
in these countries through various forms of discussions organized by the course
instructor as well as simulations. Throughout the course, knowledge will be taught in
the form of listening exercises and interactive sessions to develop students’ listening
and speaking skills. Students will also be required to complete appropriate listening,
speaking assignments, and group presentations. It is hoped that this course will
‘effectively enhance students’ ICC through listening and speaking instruction on IC, so
that they will be prepared for their future overseas studies’ (The Course Information of
English Oral Communication, 2017, p. 12). Under such circumstances, the variability
of the two courses in terms of course categories and the diversity of their contents

provide the ideal place for selecting targeted participants for this study.

3.3 Participants

According to Coe et al. (2017), sampling is designed to purposefully select a smaller
number of participants. Whereas purposeful sampling allows for studies with a
particular need for typicality, this is considered appropriate for qualitative studies of IC
education. With this in mind, this research adopted a purposeful sampling strategy to
recruit participants (Merriam, 2009), including outreach and recruitment via Chinese

social mediasuchas WeChat, QQ, and email to the learners and teachers who had taken
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and taught the two courses. A total of seven participants were recruited, including five
students and two course instructors. All five of these students had previously taken the
EOC courses as the undergraduate Year 3 students from February to May 2020.
However, because the LIC course is a restricted MR course, only two of these learners
had ever taken this course from February to May 2020. Two course instructors had
taught the LIC and EOC courses respectively. The basic information about the

participantsis shown in table 3.

Code Anonymity Gender Nationality Position
LICO1 Liang male China student
LIC02 Hao female China student
LIC03 Lee male Korea teacher
EOCO01 Li female China student
EOC02 Jonathan male United Kingdom  teacher
EOCO03 Zhao male China student
EOC04 Qing male China student

Table 3. Demographic information of the research participants.

3.4 Data collection and analysis

In terms of data collection, to gain insight into the strengths and shortcomings of the IC
courses at the Chinese-foreign cooperative university, especially the effectiveness of
these courses in developing learners’ ICC, the research conducted semi-structured
interviews to help participants report their perceptions about the teaching of the two IC
courses designed to develop learners’ ICC. The reason for adopting semi-structured
interviews is that this research method allow flexibility in adapting the interview
content to the participant’s situation in time and to obtain detailed and comprehensive
information (Arthur etal., 2012). The one-to-one interviews with each participant lasted
30-40 minutes and were conducted by video call. The interviews were conducted in
Chinese for student participants and in English for teacher participants, so that

differences in English proficiency could be reduced by communicating in the
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participants’ first language. All interviews were recorded and transcribed into texts. In
addition, because the student participant interviews were in Chinese, the transcriptions
of the relevant interviews were also translated into English. An example of the
interviewtranscript is shown in Appendix 3.

As for the data analysis, this study adopted grounded theory to analysis the
interview data. In recent years, grounded theory has been widely applied in empirical
studies in the educational field (Charmaz, 2015). According to Charmaz (2006), this
approach avoids making preconceived assumptions about the research subjects, and
instead generalizes the findings based on extensive literature reading and in-depth
observations. This is considered particularly suitable for research on IC courses offered
by emerging Sino-foreign cooperative universities. Furthermore, critical discourse
analysis (CDA) method was also adopted to analyse interview data. Mullet (2018)
argues that CDA focuses on the operations of power and ideology hidden behind the
discourse and becomes a way to reveal how the classroom purposefully instils
knowledge in students and defines the course contents and social relations, and is
considered well suited to discuss the handbooks of both courses as well as participant

interview data.

3.5 Ethical considerations and trustworthiness

The study followed the ethical guidelines of BERA (2018) and approval for the study
was obtained from the ethics committee. The information sheet and consent form were
sent to the participants and their electronic signatures were obtained to indicate their
consent before the data collection started (see Appendix 2). The study also respected

the participants’ right to withdraw at any time. Moreover, the study protected the
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privacy of the participants, all data about the participants were anonymously coded and
the interview data were securely stored in a password-protected computer.

Since this study belongs to the qualitative research, Lincoln and Guba’s (2006)
theories of transferability, dependability, credibility and confirmability can be adopted
to measure its trustworthiness. Firstly, since transferability and dependability require
transparency of the complete process and background information of the study to offer
reference for future research, this study detailed the background information of the
research objects available for reference and the entire research process to ensure these
two points (Cho & Trent, 2006). In terms of credibility, Shenton (2004) claims that it
is concerned with the consistency between findings and reality. Therefore, this study
adopted the participants’ first language during the interviews to enhance credibility.
Moreover, this study also adopted member checking to ask participants to ‘provide
feedback on the accuracy of the interview transcripts’ to improve the credibility of
findings (Korstjens & Moser, 2018). Equally important, considering that researchers
belonging to a group familiarwith the participantsand having similar experiences may
introduce researcher bias that could compromise confirmability, strangers who
volunteered to participate were recruited for this study to prevent bias resulting from
the relationship between the participants and the researcher (Lincoln & Guba, 2006). In
addition, the author consciously avoided projecting his personal experiences onto the

participantsto prevent researcher bias.

4. Findings

On the basis of interview data, this study finds the following recurrent circumstances:
the LIC course covered as much IC concepts and cases as possible ina limited time and

was free from the constraints of the common textbook. Nevertheless, the curriculum

22



B198828

was taught from an essentialist perspective, neglecting the importance of developing
language skills and conducting practices to develop learners’ ICC. On the other hand,
although the EOC course was very practical and effective in improving learners’ oral
competence, its IC contents only covered Euro-American culture and lacked

intercultural contact, and therefore did not effectively improve learners’ ICC as well.

4.1 The LIC curriculum

4.1.1 Conceptualizing IC knowledge
For the LIC course, the first interview question asked in this study was ‘What do you
think are the advantages of the LIC course in terms of imparting knowledge?’. The
excerpt below shows the student participant Liang gives a positive assessment of the
course contents based on the richness of the IC content covered in the course and its
interesting nature:
This course is only available to our EPC major students. In the short
semester, we studied not only Hofstede and Byram’s models, but also IC
contradictionssuch as othering, identity and its examples. | find the content
very plentiful and interesting. (LICO1, Liang)
Liang believed that the LIC program gave EPC major students like him a unique
opportunity to learn professional IC, and in his opinion the IC curriculum should be as
comprehensive as possible, including examples of relevant IC concepts and
applications. Combined with the course handbook, this course not only taught
Hofstede’s and Byram’s models, which were considered ‘essential concepts’ for IC
courses, but also introduced IC issues including identity and othering and their typical
examples. Furthermore, the course covered the application of IC in different scenarios
(Zu, 2015). This learner also found the LIC course to be different from traditional

language teaching courses in that it covered social, language and cultural aspects, so it

was very innovative and met his need to learn about different cultures (Hu, 2015).
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Based on this perception and the course content, this participant gave the above
evaluation.

For the interview question, the teacher participant Lee thought that despite the time
constraints, this course had some advantages over traditional Chinese IC courses, such
as being free from the constraints of the textbooks prescribed by the official:

I teach a combination of theories and concrete examples, and then let

students read some of the relevant literature each week. Moreover, my

teaching style is to use designed slides and handouts instead of the official

textbook, so that | can avoid teaching rigidly and restrictively. (LIC03, Lee)
In his opinion, to cover as much IC content as possible in a limited time, the
combination of concepts and practical examples as well as extensive reading can
undoubtedly ‘enable the learner to acquire comprehensive IC knowledge in a short
period of time based on easy understanding of the course content’ (The Course
Information of Language and Intercultural Communication. 2018, p. 1). On the other
hand, the data reveals that Lee believes that the use of textbooks developed by the
Ministry of Education of China will lead to a rigid curriculum model. The exercises in
the official textbook are also limited and boring, which are not conducive to students to
expand their horizons and maintain their enthusiasm (Hou, 2016). Based on such
awareness, Lee adopted a flexible model, i.e., using self-published contents to teach a
wide range of IC concepts and related applications. He believed that such a teaching
approach not only got rid of the limitations of official textbooks on teaching contents,

but also enhanced learners’ interest in learning and mastering comprehensive ICC to
achieve the teaching objectives.

4.1.2 An essentialistview of IC teaching

On the other hand, when the interview question ‘What do you think is lacking in the
LIC course teaching contents?’ was asked, the participant Hao felt that most of what he

learned in the LIC course was from an essentialist perspective.
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The maintheories and readings we have studied both classify people from

directly into different cultural categories. Moreover, the non-essentialist

contents were rare, only the brief definitions are presented. So many of us

think we do not have a deep understanding of the IC finally. (LIC02, Hao)
Accordingto Hao, the course was too focused on essentialistteaching. It is reflected in
the course content such as Hofstede’s model of national cultural differences and
Byram’s ICC model which both classify people from different countries directly into
different cultural categories, emphasizing the differences between groups (Block; 2007;
McSweeney, 2002). By reviewing the course literatures, what Hao refers to also
includes the publications of Samovar et al. (2010) with Oxford and Anderson (1995).
These literatures are likewise essentialist in their views. Nevertheless, some students,
including this participant, also wanted to learn in depth about the emerging non-
essentialist perspective of IC, which was apparently not being focused on by the LIC
curriculum. Even in many of the disputed IC concepts chapters, the non-essentialist
perspectives only involved foundational definitions and a few examples that were not
explored in depth. As the participant added: ‘The class just mentioned a few examples
like white teacher’s prejudice against black students without explaining it in depth’
(LICO2, Hao). Based on the facts, the learners did not grasp the non-essentialist IC.
Therefore, Hao thought that he only mastered an essentialist competence in common
IC at the end of the course and was not able to carry out IC effectively.

For the interview question, Lee recognized that essentialist teaching is a potential
deficiency. However, he regarded this approach as the most efficient way of IC
pedagogies:

I have to maximize students’ mastery of effective IC in the limited time,
and essentialist contents are certainly the most likely methods of achieving

these goals. Further, a full understanding of culture and the differences
between countries is sufficient for most learners. (LIC03, Lee)
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From Lee’s perspective, due to the short duration of the semester and the need to
develop sufficient ICC of leaners, essentialist IC teaching is the most feasible approach.
Since essentialist IC shows the cultural differences of different groups, it is a fast and
easy way to achieve for IC (Mahon, 2006). Furthermore, his response also demonstrates
the view that IC is mainly about effective communication between people of different
cultures. Based on these considerations, Lee believed that essentialist teaching was
sufficient and the fastest way to develop ICC. Therefore, he adopted such pedagogy
even though he realized that it might not be conducive to developing learners’ ICC in
the long run.
4.1.3 Neglect of translanguaging and practices
Moreover, when it came to the interview question ‘Do you think the LIC course is
helpful for ICC development in terms of practice?’, Hao stated that the course ignored
the role of language skills in developing learners’ ICC:
This course did little to develop my language skills which s crucial. Except
for group presentation assignment, the contents were in the form of
imparting knowledge. I think the reason was the teacher thought Chinese
learners are rather silent and did not conduct language training. (LIC02,
Hao)
The importance that Hao and some other learners place on language proficiency
demonstrates the important role that language plays in the IC process: bilingualism is
seen as away to communicateone’s language and cultureto the other in IC (Sun, 2016).
Nevertheless, as a course called ‘Language and Intercultural Communication’, the
participant thought that this course only introduced the IC concepts to learners by the
instructor, and the language involved in IC is limited to group presentations. That is,
the curriculum had a limited stress on language competence, specifically, the approach

to introduce their own culture by developing intercultural learners’ translanguaging

including translation competence was not considered. From the response of the
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participant, this neglect of language competence may be due to the instructor’s
essentialist belief that the Confucian cultural identity of Chinese learners makes the
translanguaging development ineffective (Halliday et al., 2004). In result, the
participant believed many leaners of the course were unable to adopt translanguaging
for IC effectively and therefore do not have competitive ICC.
Another participant, Liang, further noted the lack of practices in this course.
I want to have the opportunity to interact with people from other cultures
as an effective way to improve my ICC, but we simply didn’t have that
opportunity. The course was not even organized us to discuss or simulate
like how stereotypes and othering are represented in IC. (LICO1, Liang)
According to Hou (2016), since many students at Chinese-foreign cooperative
universities have a strong motivation to go abroad and to integrate into foreign cultures,
they are not only eager to learn about IC. This was also reflected in the fact that this
participant also wanted to interacted with foreigners of different cultures. However,
Liang’s response shows that this course lacks various forms of IC practices evidently.
Hu (2013) claims that these applications contained discussions and simulations of IC
phenomena are crucial to developing learners’ ICC. Hence, Liang believed that he had

not personally experienced and applied the IC scenario and the IC conflicts and was not

able to master the ICC.

4.2 The EOC curriculum

4.2.1 Practical IC teaching contents

Comparing the findings of LIC courses, there are similarities and differences in the
findings of the EOC course. For this course, the first interview question in this study
was ‘What do you think are the advantages of the EOC course in terms of teaching
contents?’. The participant Zhao replied that the course contents was very practical and

helped him adapt to overseas study and life.
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The course introduced some Euro-American cities where many people will
go to study later. It also included many relevant listening and speaking
exercises. | think the course content is very applicable and relevant to life.
(EOCO03, Zhao)
Zhao though that since this course introduced many of the European and American
cities where students will be studying, it allowed students to familiarize themselves
with life abroad in advance. According to the course handbook, the content covered the
geography, history and culture of these cities. Moreover, this learner mentioned the
listening and speaking exercises in the course. Specifically, these exercises covered
how to address IC conflicts in Euro-American cities. For example, ‘what to do if you
experience culture shock in the UK and what to do if you lose your passport in a
European airport” (The Course Information of English Oral Communication, 2017, p.
10). These simulations and experiences of IC scenarios can provide references to IC.

Under such circumstances, Zhao believed that the content was practical and it would

inform him in the future when conducting IC abroad.

4.2.2 Excessive emphasis on Euro-American cultures
The research then moved to ask ‘What do you think is lacking in the EOC course
teaching contents?’. For this interview question, the participant Li felt that the course,
which only taught European and American culture, was not effective IC instructionin
her opinion.
This course covered only the teaching of European and North American
cultures throughout. But not everyone just goes to these countries to study
or work. (EOCO01, Li)
Likewise, Liang, the participant who has also taken the LIC course, thought that this
teaching style was also a form of essentialism.
This course identified all students as only going to study in Europe and
America, believed that it was unnecessary for them to learn about other

cultures. We all know that ICC is supposed to be a competency with a
global perspective. (LICO1, Liang)
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The data indicates clearly that learners felt that the EOC course only emphasized
IC in the European and American context and this was also an essentialist view.
According to the participants, not all learners just go to Euro-American countries for
overseas study or living. Their negative evaluations reveal not only that there are many
Chinese IC learnerswho not only have as their goal to further studies outside of Euro-
American countries, but also that there are more and more Chinese learners who want
to develop a global perspective of ICC rather than one that is based on the norm of
Euro-American countries (Wang & Kulich, 2015; Xu & Sun, 2013). Under such
perceptions, the learners felt that they did not have a global perspective on IC in the
course and therefore did not significantly improve their ICC.

On the other hand, faced with this interview question, the teacher interviewee
Jonathan thought that while the focus on European and American content was a
potential problem, it was an arrangement that was realistic for most learners.

I know this really doesn’t meet the learning needs of some students for
other regional cultures. But most students here are required to prepare for
language textsto go to these countries. So, | believe that the scope of ICC
is also mainly the competence that needs to be mastered in these countries.
(EOCO02, Jonathan)
Jonathan considered that IC instruction needed to meet the learning objectives of most
learners. From his point of view, the IC contents and related exercises covering the
scope of Euro-American countries can already meet the common requirement of
learners in this course, which is to meet the ICC to study and work in these European
and American countries. Furthermore, his response also demonstrates that popular
language exams such as IELTS and TOEFL, which are necessary for Chinese students
to study and work in English-speaking countries, are linked to the ICC in these countries

(Hou, 2014). Besides, relevant experiences and perceptions also prompted Jonathan to

consider ICC as a competency for IC primarily with Euro-American countries. All of
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these factors led Jonathan choose to neglect the IC content for the global perspective
which was ‘appeared to be a small portion of the requirements of learner’ and
implemented Euro-American contents mainly in the IC instruction.
4.2.3 Lack of intercultural contact
In addition to the above-mentionedshortcomings, when the interviewer was asked ‘Do
you think the EOC course is doing well in terms of practice?’, the learner Qin mentioned
the lack of real intercultural contact in the EOC course.
I was expecting a lot of opportunities to interact with foreigners or have
the intercultural exchanges in this cooperative university course, but the
truth was that there were almost none in this course. | feltthat I could not
experience the real IC in this course. (EOC04, Qing)

According to the excerpt, Qin thought that the intercultural contract of interacting
with people from different countries or cultures played an irreplaceable role in
developing learners’ ICC (Hu, 2013; Hou & McDowell, 2014). The participant also
highlighted as an international university, it behoved to make use of its
internationalization and global resources. Nevertheless, as a curriculum offered by such
ideal platform, the EOC course did not provide learners with international contact, such
as interactions with foreigners or international exchanges. Regarding the dilemma of
the lack of IC field contact, this participant felt that no amount of simulations,
discussions and practices could replace thereal IC in this course (Byram, 2008; Tian &

Lowe, 2014). Therefore, Qin was not satisfied with the teaching of the course about

practice and considered that his ICC had not been substantially improved in this course.
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5. Discussion

5.1 The shortcomings of LI1C course

According to Han (2014), reflecting on the experiences of learners and teachers
regarding the language classroom can reveal deficiencies in the teaching and learning
process. First of all, there are undeniable strengths of the LIC course, including the
richness of the knowledge and the departure from the limitations of the traditional
official textbook. Ou and Gu (2018) argue that this is also an advantage embodied in
Chinese-foreign universities, and the full autonomy given to language teachers to use
teaching materials, while the teaching contents are also taught from a diverse
perspective. Nevertheless, this study also notes the existence of essentialist pedagogical
issue from the participant’s response. Through the combination of the interviewees’
comments and CDA theory, the study finds that the course instructor believes
essentialist teaching content is the best way to facilitate and teach as much IC content
as possible. With this in mind, the instructor underlines concepts that categorize groups
and cultures into different categories by an essentialist perspective, such as introducing
Hofstede’s (1984) model of national cultural differences and Byram’s (1997) ICC
model in the chapters of Culture and Representation and LIC in Business, as well as
the adoption of such mind to teach controversial IC fields such as othering and identity
(The Course Information of Language and Intercultural Communication, 2018). Also,
the reading materials for learners includes a number of academic works that directly
categorize differentcountries as differentcultural groups such as Samovar et al. (2010)
and Oxford and Anderson (1995) mentioned above. In contrast, non-essentialist
perspectives that consider the individual complexities of IC are ‘not given enough

power and space’ in the course content and are deliberately neglected (Blommaert &
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Bulcaen, 2000). This essentialist approach, which has existed in the teaching of I1C
educationin China since the broadening stage, is not effective in developing learners’
ICC, as evidenced by the participants’ responses. Both Hou (2016) and Sun (2017)
summarize and find that the emphasis on essentialist IC theories and the essentialist
perspective of teaching and learning are still dominant in Chinese IC education, and
these simple approaches of categorizing cultures are also clearly detrimental to 1C
learners’ full awareness of individual complexities and cultural similarities in IC, and
the obstacles to eliminating stereotypes remain significant. Equally important, Shi and
Longman (2012) also point out that such IC teaching is also highly likely to lead to
intercultural conflicts inapplication by learners. Unfortunately, this pedagogical status
quo still seemsto prevail, and there is a lack of relevant Chinese literature to critique it.

In terms of the lack of translanguaging practice deficit of the curriculum, it
demonstrates that the learner has a strong motivation to promote ICC through
translanguaging strategies such as translation. This LIC course, however, lacks relevant
language proficiency development. From the participant’ feedbacks, this study notes
that the course instructor also adheres to an essentialistview of Chinese students, who
are generally silent and non-expressive in their language skills. Based on such ideology
and perception, the instructor does not provide much oral interaction or literacy
development related to translanguaging in this course, but rather cultivatesthe learners’
ICC through lectures only in terms of theories. In reality, translanguaging has an
important role in the development of learners’ ICC. Sun (2017) places the importance
of Chinese intercultural communicators also having the confidence and competence to
communicate Chinese culture. The translanguaging, represented by translation
competence, can undoubtedly make effective use of learners’ bilingualismand act as a

‘bridge’ between different languages and cultures. By applying this bi/multilingual
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competence, learners can introduce some special culturesthey are familiar with to each
otherin IC. In the process, both the learner’s language skills and IC are enhanced (Lee,
2015). Apparently, this course is undervalued the positive significance of
translanguaging for developing learners’ ICC, which also makes learners feel that the
effectivenessthey receive about developing ICC is insufficient.

As for the lack of practice suggested by the participant, Hu (2013) has pointed out
that ICC is an integrated competency whose development is a long-term process that
cannot be achieved in the classroom only by imparting knowledge. Nevertheless, the
LIC course attaches importance to the theoretical teaching and lack of practice, which
may lead to the scarce application of learners’ intercultural awareness, thus affecting
the improvement of ICC (Hu, 2013; Hou, 2014). In addition, it is worth noting that the
information provided by the participant also demonstrates that this IC language course,
which has a lot of spaces for improvement, can actually only be taken by EPC major
students at this university. This circumstance further reveals that this Chinese-foreign
cooperative university, even though it has 70% of students who choose to pursue their
further studies overseas and faculty members with international backgrounds, does not

focus on the IC educationin the current stage (UIC, 2022).

5.2 The shortcomings of EOC course

On the other hand, the practical nature of the EOC course, as reflected by the student
participant, suggests that the IC courses has begun to combine IC knowledge with
language-related ICC development. Meanwhile, the course does take advantage of
some strengths of Chinese-foreign cooperative universities, namely the simulation of

different cultural situations in class through teachers with international backgrounds
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combined with their own experiences (Hou, 2016). Such an approach develops learners’
ICC at both the knowledge and skills levels (Byram, 2008).

More importantly, the shortcoming noted by the interviewee concerning only Euro-
American cultures reveal that the IC teaching practices in this Chinese-foreign
cooperative university, although focus on skillsand knowledge-oriented development,
are still centred on native English speakers (Wang & Kulich, 2015, p. 41). Through
CDA principles, this research finds that the EOC instructor believes the learners will
go to study or work in mainstream English-speaking countries in the future. Hence, they
only need to master IC related to European and American countries because ICC is
simply the ‘socially pragmatic norms and specific knowledge of mainstream English-
speaking countries’, and it is seen as a standard to be followed and a means to promote
interactive competence and language skills in those countries. Moreover, his perception
also demonstrates the utilitarian goal of Chinese language education for the pursuit of
European and American norms, that is, to meet the requirements of European and
American-dominated language exams as the teaching guide (Bolton & Botha, 2015).
Based on such ideology and his own relevant experience, the instructor covers only the
IC teaching in these countries in the EOC curriculum. Despite the unprecedented
emphasis on ICC in language teaching during the institutionalizing stage, Gu (2016)
notes in a survey of 1,000 teachers from 39 Chinese universitieson their ICC that most
of these teachers were native English speakers and their ICC was not well represented.
Such a situation is also consistent with the case of this study, which demonstrates that
the Chinese IC teaching involves only Euro-American backgrounds and the one-sided
perception of ICC by teachers are by no means an isolated case. According to Sun
(2017), Chinese intercultural communicators should also have a global perspective.

Such one-sided IC content certainly does not prepare learners to become global citizens
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who master ICC, nor does it consider learners’ learning needs for understanding
cultures beyond Euro-American countries (Risager, 2008; Teng, 2018). Eventually, as
the findings of this paper reveal, learners’ ICC development is weakened in this way.

As for the lack of intercultural contact identified in this study, Hu (2013) has
pointed out that Chinese IC teaching generally lacks field experience and conditions for
IC with people from different cultures, and that it is difficult to develop skills of
discovery and interaction as well as critical cultural awareness in ICC by providing
only lectures on knowledge and skills training. Arguably, these forms of intercultural
contact play an irreplaceable role for ICC development. Admittedly, the recent COVID-
19 epidemic has been a ‘significant impediment’ to international communication and
exchanges (Zhao et al., 2021). Nevertheless, this course has been offered for more than
three years, but similar activities have been rare, and an alternative form of online IC
has not been applied to this course. Therefore, the impact of the lack of intercultural
contact is also reflected in the negative responses from the participantswho do not feel
they can apply what they have learned ina real IC abroad.

Given the research gap in the ICC teaching at Chinese-foreign cooperative
universities and the various disadvantages of IC curricula as revealed by the research
findings, this study analyses the research data thoroughly based on Charmaz’s (2006)
principles of grounded theory and concludes that IC courses offered by Chinese-foreign
cooperative universities, as exemplified by this study, and even IC education in Chinese
universities, are still widely characterized by essentialist perspective, teaching contents
that only involves Euro-American cultures and neglecting translanguaging. In addition,
the existing IC courses offered by Chinese and foreign cooperative universities are also
dominated by the development of attitudes, skills, and interpretative dimensions of the

ICC model, and lack the practices of intercultural contact, that is, the development of
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interactive and critical cultural awareness dimensions. Many of the shortcomings have
existed since the beginning stage of Chinese IC teaching. Therefore, such IC
pedagogies do not take advantage of its internationalization and is not effective in
developing learners’ ICC. Correspondingly, only Hou (2016) notes that IC teaching in
Chinese-foreign cooperative education programs at the institutionalizing stage still has
a large adoption of the archaic IC theories proposed by Euro-American academics as
well as unquestioning utilitarian goals for languages and cultures of those regions,
which leaves Chinese learners’ ICC not thoroughly developed and may even lead to the
‘colonization of these learners by Western values’ (Simpson & Dervin, 2019). After
discussion and further reflections on the research findings, this study claims that even
at the stage of institutionalizing stage where ICC development has become an official
requirement for language teaching in Chinese higher education, the shortcomings of IC
courses in Sino-foreign cooperative universities, which are pioneers of Chinese IC
education, are still significant, and such a current state of IC teaching is certainly

worrisome.

5.3 Future improvement of IC courses in Sino-foreign joint universities

In response to the current state of IC courses offered by Chinese-foreign universities as
reflected in the above study, language teachers need to make appropriate adjustments.
Firstly, the IC contents with a global perspective rather than a preference toward
mainstream English-speaking countries needs to be a staple of today’s Chinese IC
classrooms. Such a shift would also meet learners’ requirement for learning about
cultural diversity and developing global citizens (Risager, 2008). Zheng and Gao (2019)
further argue that there is a need to improve the ICC of language teachers to achieve

this process.
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Equally important, regarding the amelioration of essentialist IC instruction, this
study considers the ‘productive bilingualism’ pedagogy proposed by Zheng and Gao
(2017) asa suitable reference. According to Zheng and Gao (2017), the pedagogy learns
the target language and culture based on the learners’ first language and native culture.
By first teaching the differences between Chinese culture and other cultures, the teacher
guides learners to make continuous observations and notes about the unfamiliar group
in question. As learners gradually identify such problematized biases and nationalistic
tendencies, teachers further guide learners to reflect on the sources of such biases, such
as values and familiar cultural frameworks. Finally, the teacher leads learners to
reconstruct their perceptions of cultural differences and develop new attitudes to create
solutions to IC contradictions. For example, ‘Since Chinese students are not all silent,
is silence necessarily a bad thing’ (Gao et al.,2016)? In this pedagogy, different cultures
are given equal dialogue with each other (Gao, 2000). Empirical studies have also
shown that learners’ critical cultural awareness is developed under such pedagogy, and
they question their stereotypes and habitual thinking more often (Snow, 2015).
Moreover, learners become more open to understanding other cultures and more
confident in their own culture (Gao, 2014). This non-essentialist pedagogy takes into
account the IC development in the context of globalization and the fluidity of language
and is considered to be more suitable for use in IC language teaching of EMI
universities than essentialist pedagogy and the inculcation of non-essentialist concepts
(Blommaert, 2010; Pennycook, 2007).

The application of bi/multilingual competencies involved in the above pedagogy is
also a powerful method to promote learners’ ICC as proposed in this study. Researchers
should be aware of the long-standing labelling and political naming of English and other

languages in English-speaking countries, that is, the differentiated labelling of
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languages other than English as ‘immigrant’ versus ‘foreign’ languages. As Li (2022)
argues, the consequences of the political naming are that languages become highly
racialized and that languages labelled as ‘foreign language’ have little chance of
becoming languages of instruction (p. 175). Moreover, considering the state of static
knowledge teaching presented in the study case, the speakers of these languages are
perpetually stigmatized in their language practices, such as consistently experiencing
discrimination and stereotyping in IC (Archer & Francis, 2006). Educators need to
perceive the long-term consequences of suppressing learners’ multilingualism in ICC
development and stigmatizing attitudes. Under such circumstances, Garc & (2019) and
Li (2022) both suggest that the potential of translanguaging in decolonizing language
concepts lies in challenging linguistic inequalities and racial ideologies.

This is likewise thought to facilitate the development of ICC for learners. Lee and
Gyogi’s (2018) proposed translanguaging approach of having students translate CSL in
IC instruction is found to be effective in promoting learners’ ICC. Bi (2009) provides

a CSL example xido ji¢ /N4 “miss’ that has different connotations in different

historical periods, as shown below.

Historical periods Connotations

(1) Before 1000 A.D. Negative: place maid, concubine, artist

(2) 1000-1949 Positive: the unmarried daughter of a wealthy family
(3) 1949-1978 Negative: the rich girl who is keen on hedonism

(4) 1978- 21st Century Positive: fashionable and beautiful woman

(5) Since 21st Century Negative: Bar and nightclub attendants; prostitute
Table 4. The connotations of the lexis ‘ /N’ in different historical periods. (Bi, 2009,
p. 110)

There are many other CSLs like ‘miss’ in Chinese, and their multiple meanings are not
the same as those in English. Through this form of translating meanings of CSL as well
as taboo terms, both Lian (2010) and Gyogi (2015) argue that this approach puts the

two languages on an equal footing. It can bring out the bilingualism of the learners
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while spreading the distinctive language and culture of their own country. Equally
important, since translating CSL also requires considering the culture of the target
audience, this fits right in with the mediation across intercultural boundaries involved
in ICC (Byram, 2000). Therefore, such an approach can also reduce IC conflicts caused
by language ideologies and stereotypes.

As for the lack of practices such as intercultural contact, this study argues that Sino-
foreign cooperative universities should take advantage of internationalization. It is not
enough to rely on teachers with international backgrounds to teach and to simulate and
discuss IC in the language class. Empirical research indicates that intercultural contact,
including immersive experiences and reflective journals that invite students from
different countries to learn together in the same classroom, allows learners from
different cultural backgrounds to experience processes of conflict, negotiation,
compromise, and cooperation (Hou & McDowell, 2014; Tian & Lowe, 2014). These
processes allow learners to effectively experience differences and reconstruct their
perceptions to eliminate prejudices and stereotypes. Hou (2016) also suggest that such
an approach is an important way to enhance ICC as it allows both parties to experience
IC and therefore effective in developing skills of discovery and interaction as well as
critical cultural awareness. In the long run, realizing these potential ways to enhance
IC teaching at Chinese-foreign cooperative universities and indeed in Chinese higher
education may be a lengthy process. Given the complexity of Chinese higher education
and the cost of creating intercultural contact, this will require adjustments not only by
language teachers, but also by the efforts of decision makers in Chinese IC education

to make it possible (Wang & Xie, 2018).
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6. Concluding remarks

6.1 Summary

In conclusion, IC courses offered by Chinese and foreign partner universities have
provento be flawed and in need of reflection. To reach this conclusion, this study begins
with a review of IC education in the academia of Euro-American countries and China.
The review indicates that Euro-American relevant research has gradually focused on
how to develop learners’ ICC in language teaching and learning, yet these studies do
not consider the Chinese context. On the other hand, influenced by the European and
North American studies, the research on IC teaching in China has undergone a shift
from only imparting knowledge of European and North American cultures to
emphasizing the development of learners’ communication skills, and then to
institutionalizing an emphasis on learners’ comprehensive ICC. Nevertheless, there is
still a lack of research on teaching IC in Sino-foreign cooperative universities.
Moreover, the lack of practice and the essentialist pedagogical issues of over-promotion
of Byram’s ICC models and Euro-American cultures are still prominentin IC teaching
of Chinese higher education. It is noteworthy that the translanguaging turn in IC
language education has also been neglected by Chinese IC education. Such research
status prompt this paper to focus on what are the shortcomings of IC teaching in
Chinese-foreign cooperative universities and how they can be improved.

Based on the above research background, this study investigates two IC courses,
also knownas LIC and EOC courses, at a Sino-foreign cooperative university to explore
the strengths and weaknesses that exist in these courses. For this purpose, data were
obtained from the semi-structured interview with two teachers and five students who

had been a part of these two courses. Firstly, for the first RQ ‘What are the advantages
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of the IC curriculum offered by the Sino-foreign cooperative university?’, the research
notes that the LIC course is positively evaluated by learners due to their plentiful IC
contents and flexible course materials, while EOC course has the advantage of practical
IC contents. Moving to the second RQ ‘What are the shortcomings of the IC curriculum
offered by the Sino-foreign cooperative university? Why do these shortcomings
generate?’, this research finds that due to the instructor’s essentialist conception of
Chinese learners, the LIC course neglects to teach non-essentialist content and
translanguaging practices. The EOC course, on the other hand, suffers from an over-
focus on Euro-American cultures due to the instructor’s utilitarian view of English-
speaking countries. Furthermore, the EOC curriculum also does not consider the
importance of intercultural contact to develop learners’ ICC. On these grounds, this
study argues that these two courses neglect the development of interactive and critical
cultural awareness dimensions of the learners’ ICC development. These two course
deficiencies lead to learners’ perceptions that their ICC is not being effectively
developed. As for the third RQ ‘How to address these shortcomings of the IC
curriculums?’, this study proposes a global perspective and a ‘productive bilingualism’
pedagogy that changes learner stereotypes, and an approach for learners to translate
CSLs to enhance IC teaching and develop learners’ ICC in all dimensions. At this point,

all the RQs are considered to be fully answered and addressed.

6.2 Implication

Equally important, the research has pedagogical implications for a wide range of
Chinese-foreign cooperative IC courses and even Chinese higher intercultural
education at this stage, where the teaching goal is to develop learners’ ICC. At the level

of theoretical teaching, although Euro-American IC still has an important position today,
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as more and more Chinese learners has taken into account cultures other than those of
English-speaking countries for purposes such as further study or interest, teaching IC
in Chinese universities, whether in the form of EMI or in the learners’ first language,
requires a global perspective in teaching IC to cultivate ‘Chinese intercultural
communicator’.

As for the practical level, translanguaging practices, especially translation
strategies, and intercultural contact in the Chinese IC teachingalso need to be brought
into focus. These pedagogical approaches can facilitate learners’ ICC from the
dimensions of skills of discovery and interaction and critical cultural awareness,
respectively, which are currently lacking in Chinese IC education. As the paper
mentioned earlier, given the complexity of Chinese IC education, the full introduction
of these contents into IC teaching may be a long-term process that requires a change in

the inherent perceptions of Chinese education policy makers.

6.3 Limitation and future research

Despite the above research significances, there are still some limitations in this study.
First and foremost, the case of this research is two IC courses of a Sino-foreign
cooperative university. This may be a limited reference for IC education in most typical
Chinese universities. Therefore, the similar studies in the future can commence with
comparing the IC courses of the Sino-foreign cooperative universities with those of the
traditional Chinese universities.

Secondly, another limitation of the study is the restricted time available to conduct
the study due to the COVID-19. This led to the inability of this research to adopt
ethnographic approach for long-term observation of the research objects, which

adversely affected the richness of the data (Flynn, 2010). This study concludes that the
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best period of study should be a six-month period of visitation and observation of the
two courses.

Last but not least, the bias in this research may not be completely eliminated. Since
the researcher is the former learner of the two IC curriculums. Hence, despite the efforts
made for this study, there is still a possibility that the past experiences of the researcher
regarding these courses may be unconsciously exposed and exert a negative impact on

the credibility of the data.
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Appendix 1: Questionnaire

Gender (1£51):

Nationality (|E ££):

Position (BRAL):

[

. What do you think are the advantages of the LIC course in terms of imparting

knowledge?

PRIV LIC REEAEAR IR AR5 TH A AT A 352

What do you think is lacking in the LIC course teaching contents?

PRINTY LIC TRAE Y H B wh/D A 42

Do you think the LIC course is helpful for ICC development in terms of practice?
PRINTY LIC TRFRAE SE R X015 ST A AZ B E 0 1 Je A 45 g2

What do you think are the advantages of the EOC course in terms of teaching

contents?

PRIV EOC IRAEAEALS FI R A A 32

What do you think is lacking in the LIC course teaching contents?
PRINTy EOC PR I s N A s/ A 42

Do you think the EOC course is doing well in terms of practice?

PRINTY EOC PREZAE SE By THI 15 4 ey 2
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Appendix 2: Information sheet and consent form

\\'}.‘l\';

THE UNIVERSITY
of EDINBURGH

INFORMATION SHEET
BER

PROJECT TITLE
B FC I H b

The Reflection of the Intercultural Communication Teaching: A Study of Two Courses
of the Chinese-foreign Cooperative Education Program

B A IR E B s — AN O AN G R AR T H R T TR A B 7E

INVITATION

BiF

My name is Junjie Ma and I am a postgraduate student from Edinburgh University in
the UK. I am currently researching the content and effectiveness of intercultural courses
offered in a Chinese-foreign Cooperative Education Program. I am inviting you to
participate in the following research study:

P HRA, &R KREEEZ T ERENT A WHATIEET A& I
T H R F RS S RIRFE I A B R HRCR . RBIEES ST

In the context of internationalization, the number of intercultural programs in Chinese
higher education is increasing, mainly with the ultimate goal of improving students’
intercultural communication competence. Under such tendency, an increasing number
of intercultural courses are also being offered in the rising Chinese-foreign cooperative
education programs (Sun, 2017). Nevertheless, there is a lack of research on the content
and effectiveness of these courses. Therefore, my research aims to explore the strengths
and weaknesses of intercultural teaching and learning in Chinese higher education with
the example of Chinese-foreign cooperative education programs. The content and
effectiveness of the intercultural courses will be the core of this study. It will be a small-
scale research taking two intercultural-relevant courses of a Chinese-Hong Kong
cooperative education program as the setting and interviews are considered as the data
collection method. But due to the epidemic and travel expense, this research intends to
be conducted through telephone interview or internet video chat. There will be 7
participants (including 5 students and two course instructors) from the program in my
research study. Meanwhile, if you are interested in my research findings, [ will provide
you with a feedback after finishing my research.

FEEPMERE ST, PEESFRE P RE SRR B, F 8 DR &
A S AE PR RE S I 2 B bR ERXMEH T, BORBE 15 U IR R B AR
AW B A EAE Ip T H F TR (s 201700 SRT, XS IXEEPRAERI A
MR HIBEFILR R Z . Bk, FAIBETE &L LR AME PR30 H B, -3
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] S R RS SC A LA S B . S SO URAR ) A AT R K R A
BT L o SRR — AN 7T, DIOE [ A S i A PR 2r 2 0 H 1Y
P TES SCHAT RIRRE N T 5t P25 I8 LR B s i . Bl TR 1% M
JiRAT B SRR, AT FUF T SR A R T R U B 8 AU R 24T o A B A BE 7T
B, BALAKRE TG HNS 5% (BB LAREMKEZND. [,
ARSR AT BT FU A RIBOGHR,  BORAE S AT TT ) 45 1k — > st

My research questions thus focus on three points outlined above:

(1) What are the teaching contents of these two intercultural courses offered by the
Chinese-foreign Cooperative Education Program?

(2) What are the strengths and weaknesses of these two intercultural courses?

(3) How does the perceptions of the teaching of these two intercultural courses guide
the future development of intercultural teaching in Chinese higher education?

PRIk, FABEIT ) S A A Bk = R

(1) XTSRRI s S RFE B2 A B RAT A7

(2) X185 SR FEAAAE R IR R B 5 AL ?

(3) A IRIX [T SCAL TRAE A RO PP AT 48 5 o ) v S 30 s SO AR

KK JE?

WHAT WILL HAPPEN

BT REREH A

If you are interested in my research topic and agree to participate in voluntarily, you
will be involved a semi-structured online interview to answer several questions in terms
of my research topic. But the interview for the students and course instructors are
completely separate and anonymous. With your agreement, the interview will be audio-
taped by the researcher and later transcribed for the purpose of data analysis.
Afterwards, a copy of the transcription will be sent to you to check for accuracy.
RIS R R R EOOBIE R B2 S, S5 g e 4
VIR, [T TR G T LA AR . (02 A 5 AR 2 I SRy o2 56 42
THTHEAR . EAERIRIFEEE, BERA R RTS8, BEE 8 o
P H BT e k. 2 Ja, BRI a8, DU 2 R .

TIME COMMITMENT

A5 B e T

The whole interview will not be longer than 40 minutes.
BEAVTR B AR AN et DO+ 4

PARTICIPANTS’ RIGHTS

S ark -y el

You are entitled to all information about this research project, including the research
objectives, the procedure of research and the results of research.

You have right to decide whether to participate the research projectat any time without
being pressured. If any changes occur in the process of research, you can withdraw or
destroy the datayou have supplied at any steps.

You have right to express your views freely in all the matters affecting you. Likewise,
you have rightto omit or refuse to answer any questions that is asked of you.
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WHBIASA XAV B H A EE, BT HR. B i T ss R .
TRABAEATATI AR S5 2 B 2 5 AT H, A2 BUEME 7. W R A
FORE R AARATARAL, R T DLAEAE o] 20 B R s BB R B S (4t A 508

TRA B MR K A H 00 B HERIE VRN E I FIRE,  ARBA A4 I B AE 244 1]
AT 7] L2 1) il

BENEFITS AND RISKS

k5 X

This study has positive implications for understanding the shortcomings of intercultural
teaching in Chinese higher education, including Chinese-foreign cooperative education
programs. It is expected that this research can improve intercultural teaching and
learning in Chinese-foreign cooperative education programs and promote the
development of intercultural education in Chinese higher education.

There are no risks for participants in this study.

AR TP EEERE (RPN EEEIE D TS A H AR R AN
BRI Lo TH AT T 0] LLSCE s A& AR 2022300 3 o B8 SO 0 i =
ek [ m 8 E s B F K RE.

KT 2 5 H B AR AR .

COST

i dat!

It should be totally voluntary if you decide to participate in this research study. Even
though the researcher will not visit you, the communication between participants and
the researcher will through audio call on Wechat. Therefore, there may not be cost to
you.

WIRARRE S INIZ IR T, BLiZad 564 H IR . REWT RN RA K8 3 #H Vi
i, BZ5F MW TN G 8 AR R I S TS & s AT . BRI, IRA
i 2 SR 5 H

CONFIDENTIALITY/ANONYMITY
P25 2

Your individual dataare completely anonymous and confidential since all information
you provide will become one part of the research. The data you provided thus will not
be shared to the public. Moreover, all the data | collect will not point out to your
personal information such as real name, address and occupation and your background
information will only be used as the criteria of selecting participants. The data will be
stored in a password protected computer file to ensure that only the researcher can
obtain it. The raw data will be stored in university for a year after completing my
dissertation.

PRI N Bl 2 58 s B A4 AN OR 1), BRDR ARG I (0 A 5 JE K O Bt 9 18— 8
gre B, TREIBHLHIEE A AR T HAh, IR P A & A = 15
AR NG, anESERE4 . ik AL, IRV 55 B AR 2
5EKIbRE . X LHE R Ak A7 L 2 SR R I TH SN LR, DR OR R A Tt
FEN R DARAG IR L6 5 He o AE 5 BRI VIR SC 2 Jm s IR A6 R R AE R o BLAR
5.

WHAT AM 1 GOING TO DO WITH THE RESEARCH AFTERWARDS?
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ERXHRZ EREM A4

This research study will be conducted as a dissertation for my master degree in the
Moray House School of Education, The University of Edinburgh. Findings may also be
used in future academic publications in academic journals. I will also share with you a
summary of anonymized findings after this project is completed in August 2022.

I FORAE N IRAEZ T 8 K25 B8 2 B A 22 7 Bl i Sk AT o 9T
S5 R WA REH] T ASRAE AR R = AR . (E 2022 5 8 HIX PR TE R
G, BRI SR> B 24 AT T &t R 2

FOR FURTHER INFORMATION

mETEEZER

| can be contacted for further information by email s2168595@ed.ac.uk .

If you have any questions for this information sheet, please feel free to contact me on
the email given above.

mFE THMEZELE, ETHE TSR s2168595@ed.ac.uk .
WA RS B RAATATEE N, 1EREREE PR ISR R

NAME: Junjie Ma (&R 7)

DATE: 3 May 2022

THE UNIVERSITY
of EDINBURGH

Participant Consent Form

25 MERER

Study Title: The Reflection of the Intercultural Communication Teaching: A Study
of Two Courses of the Chinese-foreign Cooperative Education Program

WETTIRE: B A PR RIR B — AR RIS E I E F R T TERE
BT 5T

Please tick the blank to confirm you agree
with the following:

BERBZALITHUFAMRARUT
AE
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1. I confirmthatl have read and
understood the Participant Information
Sheet for the above study.

NN C R IR RS
H5HEERK.

2. T have been given the opportunity to
consider the information provided, ask
questions and have had these questions
answered to my satisfaction.
HANHREIrRAES, R
AL, IR T BRI E R .

3. Tunderstand that my participationis
voluntary and that I can ask to withdraw
at any time without giving a reason.

T ERMZ 5 EER, FATLE
AT IR SRR U T e e e e PR

4. Tunderstand that my anonymised data
will be stored as detailed in the
information sheet.

Y F A 44 BRI = PR A7
FEGTRER T .

5. Tagreeto take part in this study.
KBS H5AWIT

Name of person giving consent:
Date:
Signature:

Name of person taking consent:
Date:
Signature:
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Appendix 3: An example of the interview transcript
R—the researcher

P—the participant (Liang)

R: Hello Mr Liang, thank you for agreeing to participate in this interview today. This
interview focuses on the effectiveness of these two courses on intercultural
communication in developing learners’ intercultural communication competence, so |
will be asking you some questions about the LIC course versus the EOC course contents.

P: OK.

R: Okay, so let’s get started. First of all, I would like to ask you some questions about
the LIC course. What do you think are the advantages of the LIC course in terms of
imparting knowledge?

P: I think I have such a good opportunity to learn about systematic intercultural
communication. | think one of the strengths of this course is that it covers many
concepts and examplesin the field of intercultural communication.

R: In other words, you think the strength of the LIC program is mainly that the course
covers a wealth of LIC knowledge. Can you explain to me in detail how this course
reflects this advantage?

P: Sure. Our semester lasts less than three months, and in that time, we learned a
comprehensive range of IC theories, such as Hofstede’s model, Byram’s ICC model,
the concepts of stereotypes and othering, as well as the identity issues in intercultural
communication, which cover most of the essential IC knowledge. After teaching each
concept, the course instructor also introduced relevant IC examples to show how these
concepts are reflected in IC, which made it easier for us to understand and master these
concepts. Many of the concepts were new and interesting to me as it was the first time
| actually learned and tried to apply them. And | am not aware of any other DHSS
students or even the non-EPC major students of ELLS program who have had the
opportunity to take this unique course.

R: Well, this is really a unique opportunity to learn about intercultural
communication. And do you see any other advantages to this course?

P: I don’t think the course is rigid, and the learning materials we use for learning are
flexible. I know a lot of students at other universities who are using official textbooks
for similar courses, and I think that would be a very rigid and boring way to learn things.

R: You mentioned that the LIC course does not use textbooks to teach, so what are the
learning materials you use?

P: We used clear and concise slides and then read a few required academic papers each
week. | think this way we can learn a deeper level of intercultural communication. |
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think this gives me the freedom to think based on the theories I’ve learned and the
examples I've seen, rather than limiting my thinking.

R: Got it. And my second question is: What do you think is lacking in the LIC course
teaching contents?

P: The main theories we have studied such as Hofstede and Byram’s model both
classify people from different countries directly into different cultural categories,
emphasizing the differences between groups. This seems to be the case in all of our
inherent perceptions. But | know at the very least that this cannot be applied to every
individual. And some of the readings | was given to read such as the works of Samovar
et al., Oxford and Anderson also support this view. This view would be the essentialist
view, and most of the concepts in our course fall into this category.

R: So you think one of the shortcomings of such a course is that there’s too much
emphasis on an essentialistview of intercultural communication, right?

P: Yes. Moreover, there was very little theories about the non-essentialist view that |
want to learn more about, only the brief definitions are presented. Similarly, in the
chapters on stereotypes and othering, it did provide few examples of the essentialist
view that contradicts it such as one white teacher’s perception that all African students
are weak in English, but that is about it. So | end up feeling that I still only know about
the universal differences in cultures and do not have a deep understanding of the
intercultural communication complexity.

R: OK. Can I understand that you think the non- essentialist perspective of teaching the
LIC curriculum is grossly inadequate, right?

P: Correct.

R: Got it. So my next question is: Do you think the LIC course is helpful for intercultural
communication competence developmentin terms of practice?

P: I think this course was overloaded with knowledge told by the instructor. This does
look like a very convenient form. But | want to have the opportunity to interact with
people from other cultures as an effective way to improve my intercultural
communication competence. We simply didn’t have that opportunity.

R: Can you tell me specifically how this course has neglected practice? For instance,
give some specific examples.

P: The course was not even organized us to discuss or simulate like how stereotypes
and othering are represented in intercultural communication. Moreover, this course is a
language teaching course. It should include the role of language in facilitating
intercultural communication. We should also be developed language practices. But
thereis also very little relevant practice. | think the reason for all this is perhaps that the
teachers think that we Chinese students are generally not active and interactive.

R: And do you think your intercultural communication competence have been
improved finally in this course?
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P: I don’t think so. I think | only have the most basic knowledge of intercultural
communication, as well as knowing a very broad range of cultural differences and the
attitudes I should have about them. I think I still have a lot of stereotypes about other
cultures that are deeply ingrained in me, and | struggle with how to break them. And |
haven’t had much opportunity to use my bilingual competence to spread Chinese
culture, nor do | feel confident enough to deal with real-life scenarios of intercultural
communication, such as communicating with foreigners about my country’s cultures or
studying overseas. How can we master such competence when we haven’t even
experienced and applied these intercultural communication scenarios?

R: Okay. | know you took the EOC course as well, so let’s move on to your thoughts
on the EOC course, very similar to our previous interview. My next question is what
do you think are the advantages of the EOC course in terms of teaching contents?

P: First of all, I think the teacher of the course is very funny and interesting, probably
a lot of teachers who teach speaking or listening classes are like that. He is Britishand
speaks very slowly and with an easy-to-understandaccent. Thus, we didn’t find it hard
to follow him or felt very stressed. | think the content of this course is very practical
and there is a lot of contents that will be very helpful to us, and even likely to happen,
such as communicating with people from other background in various situations. As
you know, many of us will choose to study or work overseas later.

R: Can you talk to me about how practical the content of this course is?

P: The teacher introduced the history, geography and cultures of some major Euro-
American cities such as London, Paris, Manchester, and New York, which are also
places where many people like us will go to study in the future. These contents made
me no longer unfamiliar with the life of overseas study. The course also included many
listening and speaking exercises and assignments, including group discussions and
scenario simulations, and listening exercises to address the intercultural conflicts that |
might encounter during our future study in Europe or America.

R: Interesting, can you give me some specific teaching examples?

P: For example, what to do in the UK in case of culture shock and how to deal with
losing the passport at some specific European airports. | feel that all these contents are
very practical and | may encounter them in the future. The instructor also incorporated
his own experiences in these contents, which gave us a reference for intercultural
communication. These listening and speaking exercises were also very helpful for my
IELTS exam. | think the course content is very applicable and relevant to life.

R: It sounds like a really practical intercultural communication course to practice
listening and speaking skills. Next, what do you think is lacking in the LIC course
teaching contents?

P: I noticed that this course covered only the teaching of European and North American
cultures throughout. But not everyone just goes to these countries to study or work,
don’t they? We have a lot of Chinese students, including myself, who want to learn
about cultures outside of the English-speaking countries in the world that we may
encounter in the future. For example, Indian culture and the cultures of those Middle
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Eastern countries, which we lack understanding of, let alone communicating with, and
we certainly have the possibility to encounter those cultures or study in those countries.
It is a fact that many Chinese people, even university students, have a lack of knowledge
and prejudice about cultures outside of these English-speaking countries. Thus, | think
just having intercultural communication with Europeans and Americans is definitely
not enough.

R: Soyou think the EOC course focuses too much on intercultural knowledge of Europe
and America?

P: Yes. This course identified all students as only going to take the English language
exam and study in Europe and America, believed that it was not necessary for them to
learn about cultures other than those in Europe and America. We all know that the
intercultural competence is supposed to be a competency with a global perspective. As
the Chinese university students in the new era, we should also see ourselves as the
global citizens.

R: Okay, so let’s get to the last question of the interview, do you think the EOC course
is doing well in terms of practice?

P: I think this course does have relevant practices, for instance, there are group
discussions and mock listening and speaking exercises every week, as well as several
group presentations at midterm and final. | think it is definitely the basic requirement
that all listening or speaking practice classes should be able to achieve. But it is far from
enough, which is a bit disappointingto me, | guess.

R: Thus, you think that the EOC course does not meet your expectations in terms of
practical aspects of teaching. Can you give me some specific details?

P: 1 was expecting a lot of opportunities to interact with foreigners from different
countries and cultures or have some intercultural exchanges in this Sino-foreign
cooperative university course. Isn’t that supposed to be the advantage of a university
like this? Even if there are only one or two events of this type, itis enough for me. I’ve
heard that the university has been running summer programs to many universities in
Europe or North America during the summer, but these are expensive and cumbersome.
This course is perfectly suited to take advantage of some of the international exchange
activities that are available. But the truth was that there were almost none in this course.
We were only able to communicate with our classmates or instructors to learn.

R: | see, so do you think your intercultural communication competence have been
improved in this course?

P: I think that no amount of simulations, discussions and practices can replace the effect
of interacting with real people. Like | said earlier, | felt that I could not experience the
real intercultural communication in this course. This meant | didn’t get the field
experience and hands-on experience. I felt that my ability to really apply my knowledge
and communicate is not enough. So ultimately my intercultural communication
competence in the course did not improve significantly. | think it may have something
to do with the pandemic too but certainly not the main reason. | hope the university can
deal with this in the future.
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R: Got it. Are there any ideas you feel that were left out that you would like to tell me?

P: No. Everythingis fine.

R: Okay, this concludes the interview. Thank you very much for your participation
today.
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