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INTRODUCTION

The importance of this research lies in the fact that in recent years, student
mobility across national borders has been increasing at an extraordinary pace. The
trend of globalization with the increasing popular internationalization activities
signifies the need for nurturing global citizen with effective intercultural
communication skills.

China is one of the leading sources of international students. The Asia-Pacific
Rim region represents one of the fastest growing and most culturally diverse regions
in the world. The International Monetary Fund shows Asia continues to be the main
engine in this region, accounting for more than 60% of global growth (2018). The
United Nations predicts growth will continue to be robust in the near future (2018),
and experts forecast that Asia’s 38.8% share of the world gross domestic product
(GDP), expressed in real U.S. dollar purchasing power parity, will continue to rise.
Transnational companies have sought to capitalize on this growth via significantly
increased investments in sales and marketing in Asia.

There is a strong need to develop multicultural education as a model to face
growing global challenges. In the 21st century, youth are increasingly challenged to
have the ability to work across cultures and political boundaries. Thus, they need to
increase their understanding of other cultures. They need to have a modern vision in
an era of globalization. Youth need to take in the values of Unity in Diversity and
implement them in society. Positive appreciation of ethnic identities such as culture,
language, physical appearance, religion, and skin color is strikingly important.
Almost any country aims to become a nation with both national and global
competence. That is why education play an important role to prepare youth to
possess a full understanding of national and global culture.

Frequently lecturers consider the current multicultural education to be
ineffective although they are aware of its potential to develop the intercultural
competences of the students. This skeptical attitude of the teachers towards
efficiency of multicultural education is caused by present insufficient state of
relationships between people of different cultures, multicultural education character
and its results indistinct from the short-term perspective, attaching importance to
dominant educational influence of a family etc.

Efforts leading to preparation of the future generations for life within the
culturally heterogeneous society are reflected in the modern world educational
strategies. Multicultural education presents one of the basic educational factors in
the area of development of students’ intercultural capability. Appropriate area for
functional and effective implementation of multicultural education topics is
represented for example by connection of its contents with activities running during
the educational process. Strasheim [138] argues that language ability and cultural
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sensitivity can play a vital role in the security, defense and economic well-being of
the country and that global understanding ought to be a mandatory component of
basic education.

Student mobility across national borders has been increasing at an
extraordinary pace. Correspondingly, much research has been conducted into issues
concerning learners that move internationally to pursue learning in a culturally
different country. To a great extent, vigorous debate and research did promote
cross-cultural diversity, understanding and communication.

Education is traditionally connected to informative, formative and esthetical
function, but there is however a certain transformation undergoing at present.
Subject’s profile is being adjusted to the changing society and its needs. It is thus
possible to observe emphasizing of esthetical and educational functions of education
or its connection to other subjects of formative character, for example to ethic
education, personal education and social or multicultural education. Socialization,
literary socialization and formativeness is perceived as fundaments of multicultural
education realized at education classes. According to Wrobel, creation of individual
cultural identity, intercultural connection with text, different cultural artefacts or
different ways of text perception within the frame of group take place during the
educational process [155]. Author thus draws attention to socializing factors of work
within the intercultural literary education, both in the double dimensional relation of
student / text, and in relation to multidimensional relation, it means student / text /
social group, which takes part in the development of intercultural conception of the
student.

Factor that significantly determines overall form and efficiency of
multicultural education is presented by a person of a lecturer. Current curriculum
policy requires lecturers who are capable of adequate reactions to the changing
social environment and to the consequent changes within the curriculum
frameworks. Practical effect lies not only in the need of active approach leading to
knowledge extension and development of pedagogical, psychological and didactical
skills, but at the same time in orientation within the cultural, socio-economic,
political and historical events that are being involved to the contemporary
educational practice also in form of sectional themes. According to Moree [110], key
role within multicultural education is presented by a person of the teacher, his/her
cultural identity, approaches, intercultural sensitivity and his/her own experience
with cultural diversity. However, basic premises of successful realization of
multicultural education are expressed by teacher’s motivation itself.

Within the education lecturers, most frequently focus on themes of
multicultural tolerance, mutual respect, attitudes towards differences and relations
between cultures. They also do not leave out topics of multicultural character of
present world and racial, religious or other intolerance, discrimination, xenophobia,
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prejudices and stereotypes. They less frequently choose topics corresponding to the
new, transcultural conception, it means development of individual student’s cultural
identity, work with personal stories and others. We can thus observe persistence to
the old, cultural standard conceptual attitude towards multicultural education.

Fairy tales of other nations, literature by authors of other nationalities and
cultures, legends and books of travels of other nations are by lecturers considered to
be the suitable multicultural education tools — we can again observe dominance of
cultural standard approach, aimed at a presentation of other cultures specifics.

Lecturers suppose discussions or interviews, methods of critical thinking,
dramatization and role playing, experience methods and project methods to be the
most suitable methods for work with literary text with multicultural themes. Within
the classes the Lecturers most frequently use means of discussion or interview,
method of critical thinking, standard literary text analysis and roleplaying. However,
selection of the appropriate methods and literature samples represents the most
frequent complication, which the lecturers face during the integration of
multicultural themes to the education.

While the relevance debate for business and management related research is
frequently pointing at communication problems, there is little systematic inclusion
of communication research. The novelty of this research is due to change that occur
in contemporary education while intercultural communication becomes a requirement
for success in globalized society. The goal of the thesis is to identify the role of
cross-cultural communication in the developing of multicultural competencies. The
objectives of the research are: to define intercultural communication as a social
phenomenon; to consider the conditions for the development of multicultural literacy
in the modern world; to research the content of intercultural communication among
foreign students; to assess the level of intercultural literacy among local and foreign
students; to revel trends, prospects, challenges, and opportunities for development of
intercultural literacy of student studying abroad.

The findings offer a new study perspectives to raise an awareness of one
potential area that educators and policy makers could choose to work on to create a
possibly more inclusive atmosphere for those “alien” learners



MASTER’S THESIS SUMMARY

Keywords: CROSS-CULTURAL COMMUNICATION;
CROSS-CULTURAL COMPETENCE, MULTICULTURAL LITERACY;
CULTURAL DIVERSITY; CROSS-CULTURAL UNDERSTANDING; CHINESE
STUDENTS.

The trend of globalization with the increasing popular internationalization
activities signifies the need for nurturing global citizen with effective intercultural
communication skills. The strengthening dialogues between Belarus and China with
the support of political leaders to facilitate cross-cultural communications is
highlighted both in the scientific literature and in the politic rhetoric. On the other
side, the lack of intercultural understanding could induce conflicts between
representatives of different nations. The relevance of this topic is due to change that
occur in contemporary education while intercultural communication becomes a
requirement for success in globalized society.

The goal of the thesis is to identify the role of cross-cultural communication in
the developing of multicultural competencies.

The object of the thesis is cross-cultural communications in education.

The subject of the thesis is the role of educational cross-cultural
communications for the development of multicultural literacy of students.

Methods of research: system analysis, comparative analysis, analysis of
documents, case study, critical analysis.

The obtained results: intercultural communication as a social phenomenon was
analyzed; the features of intercultural communication in the education system are
indicated; intercultural literacy as a result of intercultural communication was
defined; a comparative analysis of intercultural literacy of local foreign students was
carried out.

The spheres of the possible use of the results are communication, education,
international business.

The structure of the master's thesis includes introduction, two chapters,
conclusion, and a list of references.

The volume of the master thesis is 73 pages. The work contains 5 figures, 2
tables, 160 sources.

The author confirms that the work was done independently, and calculation and
analytical material cited in it correctly and objectively reflects the state of the process
being studied, and all theoretical, methodological provisions and concepts borrowed
from literature and other sources are accompanied by references to their authors.



OBIIIAA XAPAKTEPUCTUKA PABOTbBI

KiroueBblie CJIOBA: MEXKVJIbTYPHAS KOMMVYHUKALMA,
MEXKVJIbTYPHAA KOMIIETEHTHOCTD, [HOJIMKVJIBTYPHAA
['PAMOTHOCTDB; KVJIBTYPHOE PA3HOOBLPA3ME; MEXKVYJIIbTYPHOE
ITIOHUMAHUE; KUTAUCKUE CTYJIEHTBI.

TenneHuus mobanM3aluy C PACTyIIEd MOIMYJISIPHOCTBIO MEPOIPUATUH 10
WHTEPHAIIMOHAIM3AIMN YKa3bIBA€T HAa HEOOXOJMMOCTh BOCHUTAHUS Tpa)KIaHUHA
mupa ¢ 3p(GEKTUBHBIMU HABBIKAMU MEXKKYJIBTYPHOW KOMMYHHUKAIIUH. YKpEIUJICHHE
nuanora Mexay bemapycbto m Kutraem npu nopzepikke MOJIUTHUYECKUX JUAEPOB C
LEIbI0 COACUCTBUS MEKKYJIBTYPHBIM KOMMYHUKALIMSIM TOTYEPKUBAETCA Kak B
HAy4YHOM JMUTEpaType, TaK M B MOJUTHYECKOW PUTOPUKE. AKTYAIbHOCTH HAHHOU
TE€MbI 00YCJIOBIIEHA U3MEHEHUSIMHU, TPOUCXOSIIIUMHA B COBPEMEHHOM O00pa30BaHUH,
KOT/Ia MEKKYJIBTypHass KOMMYHUKALUsS CTAHOBUTCS HEOOXOIUMBIM YCIIOBHEM YCIieXa
B IT100aJIM3UPOBAHHOM OOIIIECTBE.

L]env ounnomnou pabomel — BBIABUTH POJIb MEXKYIBTYPHOU KOMMYHUKALIMH B
Pa3BUTHH MYJIBTUKYJIBTYPHBIX KOMIIETCHIIUM.

Obvexkmom Ouccepmayuy ABIAIOTCS MEXKYJIBTYpPHbIE KOMMYHHUKAlUd B
o0pa3oBaHUMU.

Ilpeomem oOuccepmayuu — POAb OOPA30BATENBHBIX KPOCC-KYJIBTYPHBIX
KOMMYHHUKAIIUI 17151 pa3BUTHSI MOJIUKYIBTYPHOU IPAMOTHOCTH yYaIUXCSL.

Memoowi uccnedoeanus: CACTEMHBIN aHAIN3, CPABHUTEIbHBIN aHAIN3, aHAIHU3
JNOKYMEHTOB, KEWC-CTaau, KpUTUYECKUN aHAIINS.

Ilonyuennvie pe3yibmamat: MPOAHATM3UPOBAHA MEXKYJIbTYpHast
KOMMYHHUKAIIMSl ~KaK  COUMalbHbIA  (eHOoMeH; 0003HaueHbl  OCOOEHHOCTH
MEXKYJIbTYPHOM  KOMMYHHMKAIlMM B  cuUcTeMe€ oOpa3oBaHuA;,  ONpeaeseHa
MEXKYJIbTYpHasi TPaMOTHOCTb KakK pe3yJlbTaT MEXKYJIbTYPHON KOMMYHUKAIIUH;
NPOBEEH CPAaBHUTENIbHBIM aHAM3 MEXKYJIbTYPHOU TI'PAMOTHOCTH JIOKAJIBHBIX
WHOCTPaHHBIX CTYJIEHTOB.

Cghepvt  803MOJICHO2O UCNONB306AHUS  pe3yTbMAmMo8 — KOMMYHHKAIUS,
oOpa3oBaHue, MEXITyHAPOJHBIN OU3HEC.

Cmpykmypa macucmepckoi ouccepmayuy BKJIIOYAET BBEJICHUE, JBE IJIABBHI,
3aKJIFOYEHUE U CIIUCOK JUTEPATYPHI.

OO0beM MarucTepckor Juccepraluu coctaBisger 73 cTpaHuibl. Pabora
COJICPKUT 5 PUCYHKOB, 2 TabmuIibl, 160 HCTOUHUKOB.

ABTOp TOATBEP)KIAET, 4YTO paboTa BBHINOJHEHA CaMOCTOSTENbHO, a
NPUBEACHHBIA B HEH pacueTHO-aHAJIUTUUYECKUN MaTepral NPaBUIbHO U OObEKTUBHO
OTpa)aeT COCTOSHUE MU3y4aeMOro Ipoliecca, a BCe 3aMMCTBOBAaHHBIE U3 JINTEPATYPbl
U JpYyrUX MCTOYHUKOB TEOPETHUECKUE, METOAOJIOTUYECKHE TIOJOXKEHUS U
KOHIIEIMHU COMPOBOXKIAIOTCS CChUIKAMU Ha UX aBTOPOB.
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CHAPTER 1
CROSS-CULTURAL COMMUNICATIONS IN EDUCATION

1.1Cross-cultural communication as a social phenomenon

On the basis of communication architecture, the following models can be
identified and characterized together with the code forms, contexts, and relation
systems specified to the American and European style of communication:
R. Jakobson’s model [78], H.D. Lasswell’s model [92], R.R. Gesteland’s model [58],
G. Hofstede and G.J. Hofstede’s model [76].

Roman Jakobson’s theory and model were created in 1960; upon creating the
model, its author focused above all on the meaning of the communication structure.
According to J. Fiske [56], that model is a double one. Jakobson starts by modelling
the constitutive factors in an act of communication. These are the six factors that
must be present for communication to be possible (sender, receiver, context,
message, contact, and code) wherein any act of communication performs each factor
(emotive, conative, referential, poetic, phatic, and metalingual). The factor model
together with the functions looks as follows (Figure 1.1).

I_ Context (referential function) |
|_ Message (poetic function) |

|_ Sender (emotive function)------—--—--Receiver (conative funtion) |

I_ Contact {phatic function) |
I_ Code (metalingual function) |

Figure 1.1 — The Jakobson Model of Communication
Footnote — Source: [78, p. 120].

The derivative model, mentioned due to its frequent appearance, is a
simplified version of the Jakobson’s model presented by Harold D. Laswell.
Lasswell developed another widely quoted early model. His, though, is specifically
one of mass communication [92]. He argues that to understand the processes of mass
communication we need to study each of the stages in his model (Figure 1.2).



Who? Says what? In which To whom? With what
channel? effect?

Communicator Message Medium Receiver Effect

Figure 1.2 — The Lasswell’s formula with corresponding elements of the communication
process.
Footnote — Source: [92, p. 52].

These two models describe the links between the American and European
meetings and events industry. These models are very helpful to understand mass
communication present in the meetings industry. The proposed model is based on
the cooperation among the participants of the meetings industry (customer, agent,
venue, and supplier) and an exchange of information.

Culture and communication remain in a complex mutual relationship.
Communication is considered as a mirror of a culture [11] as through both verbal
and non-verbal communication styles members of a community express their values,
i.e. they manifest their culture. On the other hand, culture and its specific
dimensions influence those verbal and non-verbal communication styles in an
organization [12].

Cross-cultural and intercultural management studies are based, in most cases,
on frameworks created on the ground of social anthropology [13]. Thus, dimensions
of culture identified in those frameworks explain business behaviors in rather
general terms, i.e. they refer to values related to general problems, such as power
and authority, concept of self, dealing with uncertainty etc. [8]. At the same time,
each of the dimension may affect, in a way, the process of interpersonal
communication. For instance, dimensions related to authority, such as power
distance (Hofstede) and formality [92], influence the process of interpersonal
communication among people representing different hierarchical positions. Among
scarce dimensions, referring directly to interpersonal communication it should
mention high vs. low-context style [14]. In a low-context culture words are more
important than other means of expression and a communicator needs to be very
explicit; in a high-context culture many things, particularly those contradictory or
unpleasant, are left unsaid and a message is hidden in a whole social context rather
than only in words. High vs. low-context communication is usually connected with
an approach to making business relationships. The latter may be described through a
dimension of relationship- vs. deal-focus (RF-DF, Gesteland [58], Glinska-Newes et
al. [59]).

Although relationships are important in business everywhere, members of
different cultures perceive differently the nature of those relationships. In
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deal-focused (DF) cultures people are task-oriented, i.e. so they are interested in the
economic and transactional side of a relationship. Thus, they are less interested in
creating personal bonds with business partners. As a result, it is easy to make a
direct initial contact with them, because they do not need to know their partners well
before starting a business. Partners representing such culture get down to business
straightaway. Though they may like to socialize with each other over meals or
drinks, it is not necessary to get to know each other very well. Relationships are
formalized, and partners rely primarily on written contracts. Those contracts are not
personalized, i.e. any specific and individual differences are less considered. The
communication style common for DF people is low-context.

In contrary to DF people, those representing relationship-focused (RF) culture
deal only with business partners who they know and can trust. They feel very
uncomfortable doing business with strangers, particularly foreigners, and they want
to know their prospective business partners well before doing business with them. In
such circumstances it takes time and patience to start a relationship which results in
signing a contract. “In RF markets, first you make a friend, then you make a deal” [7
p. 34]. Such relationships have a strong personal component in addition to
transactional aspects. Personal bonds are to maintain and strengthen throughout the
entire time of cooperation, but they prevent difficulties and help in solving problems
appearing on the way. Partners are treated in individualized way and even contracts
may be treated with flexibility and modified in the course of their implementation
[7]. High-context communication is specific for RF people.

Deal-focused cultures are present in North and Western Europe, North
America, Australia and New Zealand. Relationship-focused cultures are specific for
Asia, Africa, and the Arab World. The rest of the world, i.e. rest of Europe and South
America, are classified as moderate deal-focused [16].

Allwood [4] analyzed the concept of “Intercultural communication” that
involves four primary cultural dimensions as follows:

ePatterns of thought — a common way of thinking, where thinking includes
factual beliefs, values, norms, and emotional attitudes.

ePatterns of behavior — common patterns of behavior, from ways of speaking
to ways of conducting business and industry, where behavior can be
intentional/unintentional, conscious/unconscious, or personal/interactive.

ePatterns of artifacts — common way of making and using material things,
from pens to houses (artifact = artificial object), where artefacts include dwellings,
tools, machines, or media. The artificial dimension of culture often receives special
attention in museums.

elmprints in nature — A lasting imprint left by a group of people in a natural
environment, including agriculture, garbage, roads, or intact/destroyed human
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settlements. In fact, “culture” (i.e. human modification of nature) gives us a basic
understanding of the concept of culture.

Allwood [4] explains that all human activities involve the first two
dimensions. Most activities involve the third dimension, and ecologically important
activities also involve the fourth. When a particular activity durably combines
several of these characteristics, it is often said that the activity has been
institutionalized, and therefore it is a social institution.

Therefore, intercultural communication is a field of study that studies how
people from different cultural backgrounds communicate in similar and different
ways, and how they strive to communicateacross cultures.

With the deepening of globalization and international trade, different cultures
will inevitably meet, conflict and blend. People from different cultures find
communication difficulties not only a language barrier but also a cultural style. For
example, in individualistic cultures such as the United States, Canada, and Western
Europe, an independent figure or ego predominates. This independent figure is
characterized by a sense of self that is relatively different from others and the
environment. In interdependent cultures, typically considered Asian, Latin
American, African, and Southern European, the interdependent self-image
predominates. Greater emphasis is placed on the interconnectedness of the
individual to others and the environment; the self is meaningful only (or primarily)
in the context of social relationships, responsibilities, and roles. To some extent,
cultural differences go beyond language differences. This cultural style difference is
one of the biggest challenges in cross-cultural communication. Communicating
effectively with people from different cultures is especially challenging. Culture
provides people with ways of thinking - ways of seeing, hearing and interpreting the
world. So the same word can mean different things to people from different cultures,
even if they speak the "same" language. The potential for misunderstanding
increases when the languagesare different and translations must be used to
communicate. The study of intercultural communication is a global field of study.
Therefore, cultural differences in cross-cultural communication research can already
be found. For example, intercultural communication is often considered part of
communication studies in the US, but is emerging as a subfield of applied linguistics
in the UK.

Companies have grown into new countries, regions and continents around the
world, which allows people of different cultures to migrate and learn to adapt to
their environment. This has led to intercultural communication becoming
increasingly important in the work environment. It is important that employees
understand verbal and non-verbal communication. Expats working in cultures that
are not their own should be prepared, receive proper training, and have access to
educational resources to help them succeed and appreciate the culture they are part
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of in order to navigate it effectively. Cultural competence is important for
intercultural communication.

1.2Features of cross-cultural communication in education

The application of intercultural communication theory in foreign language
education has been paid more and more attention by countries all over the world.
Intercultural communication courses can now be found in the foreign language
departments of some universities, while other schools offer intercultural
communication courses in their education departments. Many MSc programmes in
management have international specialisations that may focus on intercultural
communication. For example, the lvey School of Business has a course called
Intercultural Management.

With the increasing pressure and opportunities of globalization, the joining of
international network alliances has become an “important mechanism for the
internationalization of higher education” [18]. Many universities from around the
world have made great strides in enhancing intercultural understanding through
processes of organizational change and innovation. Generally speaking, the college
process revolves around four main areas, which include:

1.organizational change

2.curriculum innovation

3.staff development

4.student mobility.

Ellingboe emphasizes these four main dimensions with his own specification
of the internationalization process. His specifications include: (1) Faculty leadership;
(2) International activities of faculty members with colleagues, research sites and
institutions around the world; (3) Availability, affordability, accessibility and
transferability of student study abroad programs (4) Presence and integration of
international students, scholars and visiting faculty into campus life; (5)
International extracurricular activity units (dormitories, conference planning center,
student union, career center, cultural immersion and language house, student
activities and student organizations) [19]. As Ellingboe puts it, internationalization
“is an ongoing, future-oriented,  multidimensional, interdisciplinary,
leadership-driven vision that involves many stakeholders working to change the
internal dynamics of an institution to appropriately respond and adapt to the
increasing Diverse, globally centered, — changing the external environment”  [50].

Hammer points out that the importance of intercultural competence in global
and domestic contexts is now widely recognized: “To function in another culture,
one must be interested in the other culture, be sensitive enough to notice cultural
differences, and then also Willingness to modify their behavior to show respect for
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people from other cultures" [71]. The citation above shows that intercultural
sensitivity is an integral part of effective communication. Therefore, it is important
for lecturers to enhance cross-cultural competence among the studies.

Hammer further explained that accepting cultural differences is a state in
which one's own culture is experienced as one of many equally complex
worldviews. By distinguishing differences between cultures (including one's own),
and by building meta-level awareness, people with these worldviews are able to
experience others who are different from themselves but are equally human.
Accepting does not imply consent - some cultural differences may be judged
negatively - but the judgment is not ethnocentric in the sense of preserving equal
humanity. The main problem to be solved in this perspective is "value relativity". In
order to accept the relativity of values and cultural context (and thus the potential to
experience a world organized by different values), one needs to figure out how to
maintain a moral commitment in the face of this relativity.

Research has shown that certain themes and images, such as children,
animals, life cycles, relationships, and movement, can transcend cultural differences
and can be used in international settings, such as traditional and online college
classrooms, to build common ground between cultures [20] .

Both Nunan and Richards remark that motivation and entertainment-based
activities are key elements leading to learners’ learning achievement in their
communication skills [116, pp. 50-53]. Kerekes draws on her own experiences as a
highly motivated learner of English in her native Hungary to speak to the role
listening to music and learning song lyrics can play in retaining vocabulary and
grammar. In “Out-of-class pronunciation, Long & Huang (as cited in Nunan and
Richards [116, pp. 50]) report on the experience of one of the authors developing
an-out-of-class method of teaching pronunciation to L2 English university learners
with low motivation in China. By creating home tasks that required learners to
present their work in class and peer-evaluate classmates’ performances, the authors
found students developed the motivation to actively engage in pronunciation
activities outside the classroom and ultimately improve their pronunciation skills.

Srisermbhok [135, p. 11] revealed that attitudes and motivation towards
learning are considered important factors for learning achievement. From her study
of 3rd year Business English Majors at Southeast Bangkok College, 81.25% of the
students who highly achieved in their class had good motivation and positive
attitudes to learn English. No matter whether they were poor or smart in English,
they managed to get through and passed the course, while those few who failed the
course were low motivated learners who had to learn English to finish the program.

Camp activities not only develop communication skills, but also improve
social skills, relationships, and overall well-being in young people. Park has
described camp programs when very well structured provide extracurricular
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activities where youth are engaged with friends and have adult emotional support.
These camp activities are important to help youth flourish and have a higher life
satisfaction. Summer camp counselors and staff are focused on creating fun
experiences for campers and promoting positive relationships among them. Many
camp practices and traditions- singing, dancing, telling stories and jokes, and
playing outdoors — increase positive emotions, which lead campers to feel what they
describe as ‘“happiness.” As positive relationships predict happiness, the camp
environment is an ideal setting to improve happiness because of the focus on
building positive relationships.

Coskun [40, p. 1449] investigated the benefits of out-of-class speaking
activities for 21 first year English as a foreign language (EFL) students at a state
university in Turkey for a period of six weeks. The chosen activities included the
following: Fantasy Role-Playing, Continuous Story, Debate, Radio Program, and
Broadcasting on Periscope. The findings reveal that students enjoyed playing the
game which was interactive for unrehearsed speaking that really improved their
English speaking skills, while fantasy Role-Playing provided a unique experience
urging every player to speak and act. Even an anti-social person can open up playing
this game. The participants found the game to be more fun than they expected. As a
group in the game, they tried to solve the problems working together. Each
contributed to this game and interpersonal communication skills are creating
opportunities for learning based where the interaction takes place. The students also
revealed that Continuous Story activity definitely improved their speaking skills and
creativity. In each story they created, they had no idea what the next sentence would
be, so they had to think every possible sentence that may come right after the one
before. That forced the brain to be in the most creative way it could be. As for
Debate activity, the students engaged in the group expressed their satisfaction with
the activity outcomes highlighting that the activity enabled them to practice their
English, feel more relaxed while speaking English, become more familiar with news
on the Internet, and learn new vocabulary items ,and pronunciation. Radio Program
made students participating in this game gain more confidence and having natural
conversations, whereas the broadcasting on Periscope was useful for the students
who took part in the game as they could practice their English with people online
and learn some daily language during their practices. In conclusion, the study found
that outside classroom activities had great influence on hands-on learners in many
ways. They shape students’ learning environment and influence their motivation and
achievement. Furthermore, they can be expected to mediate the effect of job-related
policies, such as changes in curricula for lecturers’ initial education, professional
development on student studying. And eventually, all these aspects may shape
lecturer’ working environment.
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Avrtistic texts and activities based on their interpretation are at the heart of
multicultural education. If we understand art as one of the cultural factors, any
artistic text can be regarded as a cultural artifact, on the basis of which the goals of
multicultural education can be achieved. Although from a certain point of view this
determination is very general and simplistic, Ch. Dawidowski and D. Wrobel [46]
found that the bearer of a multicultural approach in literary education is not only the
literary text, but mainly the reader in the Multiculturalization and interpretive
procedures when dealing with any literary text [2]. The content of multicultural
education includes not only literary texts, but also works of national art viewed from
a multicultural perspective. Among these authors and others, however, we can see
different definitions of what is called multicultural literature and different concepts
of literary texts classified on multicultural themes. It is clear that every literary text
can be perceived in terms of its multicultural character, but there are works of art
that are clearly related to the themes of multicultural education, whether by subject,
language, or otherwise.

For example, D. Wrobel [155] proposed a classification of multicultural
literary texts. His classification system includes five categories of texts: picture
books that encounter different worlds in the middle, literary texts where foreign
writers introduce different cultures, literary texts about cultures that are considered
foreign, historical texts, and texts that intercept contradictory images of their own
countries. K. Esselborn [52] proposed different categorization concepts: linguistic
and literary multiculturalism, thematic multiculturalism, author's multicultural
biographies, texts on the themes of cultural contact and cultural distance, and
literature and exiles that capture the personal multicultural experiences of
immigrants compared with the collective experience of foreign cultures. We can find
other classifications in the publications of M. Cai [29] or R. W. Dasenbrock [44].

The effectiveness of multicultural education depends on the choice of method
and the form of teaching tools, especially textbooks. When dealing with literature,
the basis for an effective multicultural education are these methodical pillars, which
can be viewed from a multicultural perspective:

e Experience:The basic principle is to perceive artistic texts through
experiences related to emotional experience, it is a source of motivation to remove
initial barriers and experience new situations hitherto unknown. At the same time, it
Is a means of gaining a deeper understanding of the meaning of literary information.

e Communication: In particular, multicultural education, whose philosophy
affects the field of interpersonal relationships, so the choice of method should reflect
reality and support its development in a positive direction. Therefore, an approach
based on the principles of dialogue and discussion is essential. We also understand
communication as communication between students/students and artistic texts
(Rusnék [126]or Gejgusova [57]).

16



e Critical thinking and constructivism: Critical thinking is closely related to
multicultural education. If multicultural education is a pedagogical response to the
heterogeneity of the world, then it is necessary to guide students to be able to deal
with diversity. Critical thinking as an ability to evaluate different alternative
viewpoints and possibilities, to take decisions and to base them on arguments
(Grecmanova, Urbanovska [62]) is a way of making it easier to perceive a dynamic
and constantly changing life The means of reality. Pedagogical constructivism is
based on the construction of perception based on one's own thinking and is the basis
of the critical thinking method.

e Activity and creativeness: Both of these elements represent the
requirements for the production and activation methods that predominate in
multicultural education at all stages of the educational process. Thanks to the
creative approach, the reader can find the author's artistic intention and his own way
(Vala [145] or Hnik, [75]).

Reading is an essential learning aid in education and represents a specific type
of textbook, both in terms of content and its place and function in the educational
system. In the context of modern society and current educational needs, new
dimensions of the reader's text use are discovered. The specific position of reading
books in the teaching tool system is mainly determined by its universality. The fact
that reading books contain literary texts with various thematic orientations connects
education with other disciplines that have formative characteristics. According to
Kusa, Sladova, Kopecky and Mlcoch [89], the following types of artistic texts can
be classified as literary texts with multicultural themes:

Literature of the different cultures and minorities and literature about the
minorities and different cultures. This category includes fairy tales and legends,
stories prose or poetry with children's characters, and even more than adult
literature. The use of these texts is mainly to mediate encounters with different
cultures, their traditions and values. It also allows students to view their own culture
from a different perspective, as it often leads readers to compare their own cultural
characteristics with the cultures of different nationalities.

Literature intercepting the encounter of the different cultures, nationalities or
religions. Literary works belonging to the second category intercept cross-cultural
encounters, namely harmonious coexistence, mutual enrichment or possible
multicultural conflicts and obstacles. These literary works serve as information, and
at the same time they can influence the attitudes of students, enabling them to
recognize the complexities of interpersonal relationships, develop competencies for
intercultural contact, tolerance and understanding of cultural and ethnic equivalence.
and religion, etc.

Literature with themes of holocaust forms the independent category as it is very
specific and thematically unique. The topic of Jewish war suffering has found its
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way into adult and children's literature quite a bit. Reading books about the
Holocaust (not just about the Jewish Holocaust, but also about the Roma) is able to
show the tragic consequences of interpersonal intolerance, mostly through the life
stories of real people who were slaughtered simply because they were become the
target of slaughter. from different racial origins.

Literature with themes of difference: there are the literary works intercepting
the encounter with the otherness in meaning to foreignness and difference. Both
modern adult literature and children's literature offer many titles that intercept
difference, whether in the sense of cultural difference, alienism (e.g., disabled
characters, immigrants, etc.), or the difference in the living images of fantasy
creatures from around Differences in their external or internal characteristics of the
world. However, sensitive teaching methods will help to use these literatures to
develop students' ability to understand a diverse world, not succumb to xenophobic
tendencies and prejudices, tolerate differences and see them as a source of assets and
enrichment.

Literature with themes of travelling, discovering the different countries and
cultures. This category includes, for example, travel literature books. This art book
will provide space to expand knowledge about different countries and their cultures
[32].

The question that remains is what texts should be included in reading books in
order to provide lecturers with the possibility to apply multicultural themes
systematically to their courses. It is necessary to maintain the interconnection
between course documents, supporting courses and courses. However, here we
encounter the main problem, because multicultural education has no stable concept
due to the constant revision of multicultural theory. We can observe a retrogression
of the so-called cultural norm approach, which emphasizes group characteristics,
differences between people, and the need to acknowledge their needs in order to
improve relations between cultures. The shortcomings of this approach are replaced
by a cross-cultural model, which is derived from personal experience and built on
mutual personal interactions. It does not give substantive meaning to members of
certain sociocultural groups, but still does not object to its existence [110]. We
gravitate towards the fact that ongoing conceptual changes in multicultural
education will also affect the range of literary texts that can serve as a means to
achieve their goals. Literary texts remain a tool for multicultural education, based on
cultural standards approaches, texts provide students with information about the
details of different cultures (ethnic, racial, religious, or otherwise), but are less
recently overemphasized and dogmatic which may Lead to the fixation of
stereotypes and prejudices. The modern concept of interculturality is then able to
look for the multicultural element contained in literary works that have the theme of
diversity in their general conception, in literary texts that intercept specific situations
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of intercultural coexistence that present artistic images of one's personal experience,
or in Literary excerpts containing problematic phenomena such as discrimination
and intercultural conflict.

Multicultural education is a phenomenon that has become more prominent in
the world of education become increasingly diverse, suggesting a need for lecturer
preparation programs to provide lecturers with the knowledge, skills, and
dispositions to help all students learn (Aydin & Ozfidan [8], Civitillo et al. [34]). In
other words, multicultural education needs to be integrated in every single
component of education.

Table 1.3 shows that there are many strategies used in the practices of
multicultural education. The use of these strategies creates opportunities for
variousmeaningful experiences because the perceptions of multicultural education
are built comprehensively in order to develop the students’ cross-cultural
competence. With more chances to experience diversity, students can develop their
ability in learning and adapting to diverse cultures.

Even though the practices of multicultural education differ in terms of their
details, some basic similarities are seen. The society in countries respect and
appreciate diversity using their own strategies due to differences in the structural and
cultural situation. The opportunities to interact with other students from different
social and cultural backgrounds increase the students’ chances to improve their
cross-cultural competence and therefore, play a role in their achievement.
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Table 1.3 — Strategies to implement multicultural education

Strategy

Description

The contributions approach
This is the most common approach, which is also
the first stage of ethnic revival. One of the
examples of its use is putting the images of
national heroes coming from various ethnicity
and culture in related subjects.

1. Putting symbols reflecting diverse cultures

2. Introducing national heroes to build good
characters

3. Design school environment with various
culture-related materials

4. Naming classes with countries names and
providing their artefacts

5. Writing announcements in two or more
languages

The additive approach

In this stage, there is an effort to enrich learning
materials, concepts, themes, and perspectives in
the curriculum without any changes in the basic
structures, objectives, and characteristics of the
curriculum. This approach is supplemented with
books, modules, or discussions that do not lead to
any substantial changes in the curriculum.

1. Designing curriculum with multicultural
education content

2. Providing elective extracurricular programs

3. Reading books of culture

4. Using various cooperative learning models in
classes

5. Creating interdisciplinary programs

6. Providing more references highlighting culture

The transformation approach

This approach is different from the previous ones
since it changes the basic assumptions of a
curriculum and promote students’ competence in
addressing concepts, issues, themes, and
problems using some ethnic perspectives that
center on the main item discussed in subjects.

1. Habit-forming appreciation of diversity

2. Discussing social problems in a multicultural
society

3. Exploring and showing cultural diversity to
students

4. Understanding and respecting others through
various programs

The social action approach

This approach includes all elements in the
transformation approach, with an additional
component that inquires students to make actions
related to learnt materials in subjects. Its main
goal is to teach students to deliver social
criticisms and make decisions. In this case,
universities help students become reflective
social critics and trained participants to respond
to social changes.

1. Accepting students  from  various
socialeconomic-cultural backgrounds

2. Providing student exchange programs to other
countries

3. Sending a brand ambassador in various
cultural events

4. Randomly dividing classes regardless of the
status of the students

5. Putting students in classes regardless of their
religions

6. Emphasizing on cooperation in providing
education services

7. Holding many kinds of activities with students

Footnote — Source: [35].
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1.3 The problem of understanding in the intercultural communication
context

Receivers of academic communication are likely to decode messages
differently and attribute different levels of relevance to it (if they engage in the
communication process, at all). This raises challenges for exchange between
academics and students also for communications within the academic community.
The argument for addressing the perceived “divide” through a communication lens
is also made by Schneberger, Pollard, and Watson [36] with their contribution on the
creation and transfer of knowledge between the academic community and
management practice. Examples from current literature suggest related ideas such as
a co-creation of knowledge [37], an ingenious and ongoing scheme of exchange
[38], or knowledge by exemplification [39]. These approaches require functioning
exchange and will benefit from a more systematic understanding of the
communication process.

There is solid evidence, as shown in studies, that language acts as a barrier to
effective communication [40; 41]. The language barriers are an obstacle to accurate
interpersonal interaction, significantly inhibiting communication and thereby
impeding the elicitation of necessary data from foreign student.

Lasswell’s idea is a not an uncommon perspective used to illustrate the
process of dissemination drawing a relation to McGuire’s (1985) theory of
persuasive communication as a theoretical foundation. Expanding the Lasswell
question (“WHO says WHAT in WHICH CHANNEL to WHOM with WHAT
EFFECT?”), scholars on persuasive communication point at the important additional
role of context in communication (e.g., McGuire [106], Petty, Brinol, and Priester
[124]) which is seen of similar importance to cross-cultural communication research
(e.g., Kittler, Rygl, and Mackinnon [86]). In order to systematically embed context
into cross-cultural communication, Kittler [86] proposes a link of communication
theory with Hall’s context dimension [67]. A conceptual approach to communication
that allows to illustrate the communication process and errors distorting a message is
Krippendorff’s [88] information theory. This approach is primarily based on the
distinction between different types of errors which are characterized by a partial loss
of the information transferred or by adding unrelated variation to a message.
Following Sullivan (1986) Krippendorff places information theory “into a
framework that most social scientists can readily comprehend [...] making a rather
complicated system as simple as possible” [88, p. 5].

By linking Krippendorff’s information theory with the role of context in
communication the meaning of context needs to be clarified and Harrington and
Rogers [73, p. 1] nicely illustrate the difficulty to establish a common understanding
of this term:
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“When asked “What is context?” colleagues responded quickly. “Well, that’s
easy,” said one. “Context is a frame. It’s what we use to make sense of things.”
Another added, “In the field of communication, context is merely situation . . . Isn’t
it?”” On first thought, context seems a straightforward term. We know what it means.
We use it often and with ease. We say: “Let’s look at the context.” “We need to
establish the context.” “That was taken out of context.” “Put that in context for me.”
Context is part of our everyday vocabulary”.

In cross-cultural communication, context can be understood as external and
internal context. When conceptualized as external context, it could be seen as a
situational frame in which the communication takes place. The context of student
(who has just begun to study the problem and might not have encountered it in
practice) and the context of the academic (interested in publishable generalizations
and theories) are argued to differ.

Hall’s idea of context is rather understood as internal context and
characterized as conventional use or even more as a vantage point around which
individuals orient meaning [49; 45]. In this understanding, context is an additional
element of message which in combination with information constitutes meaning.
Hall [68, p. 21] states that information out of context is meaningless and cannot be
reliably interpreted and later enforces this view: “No communication is totally
independent of context, and all meaning has an important contextual component.
Information, context and meaning are bound together in a balanced, functional
relationship” [68, p. 56].

Possible distortion much depends upon the extent by which sender and
receiver actually contextualize their message. In communication from members of
one cultural group to members from another cultural group, the role of context for
understanding will vary depending on how compatible the different cultural contexts
are (see Figure 1.4). Following the assumption that the degree of context use may
differ and that context as pre-programmed information does vary in meaning across
cultures, the contextual elements in communication will yield additional
interferences to communication. The cross-cultural errors (added onto the already
existing errors associated with intracultural communication) are shown as
“contextual noise” and “contextual loss.” As a consequence, the communication IS
altered to the extent of both contextual loss and contextual noise [52].
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Figure 1.4 — Cultural interferences on the process of communication.
Footnote — Source: [52, p. 343]

The potential for misunderstanding similarly exists within the subgroups of a
culture when communicating with members of other subgroups. But cross-cultural
communication is assumed to lead to a higher degree of misunderstanding than
intracultural communication. Because of (additional) cross-cultural errors the
receiver’s understanding differs from the sender’s understanding to the extent of
both contextual loss and contextual noise.

As a perfect channel (equal entropies, i.e., sender intended meaning =
received meaning) is hardly to be expected in human communication, some
equivocation can always be assumed (e.g., Dretske [49]). In technical terminology,
equivocation “measures the average uncertainty in the message when the signal is
known” [49, p. 20]. At a cross-cultural level, there is often no mutual agreement
about which meaning should be attributed to a message. This can lead not only to
different conceptions of the message but also to a loss of parts of the message sent,
particularly if the receiver does not even perceive certain contextual clues as part of
the actual message sent to them. This unintended contextual form of loss alters the
initial meaning of the message sent.

As for equivocation, Dretske argues that “there is seldom, if ever, noiseless
communication” [49, p. 109]. Noise can be understood as an opposite form of
interference as compared to equivocation. According Kittler, noise is understood as
contextual noise, an interference which occurs when the receiver adds
sender-unintended parts to the message resulting (1) from the receiver’s different
context and related to their cultural (or sociocultural) background, and (2)

determined in its extent by the degree of context use in the culture the receiver is
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embedded in. This contextual form of noise alters the sender-intended meaning of
the message sent [86, p. 345].

The consequence of contextual noise and contextual loss is lower
communication quality, i.e., “the degree of congruence between the cognitions of
individuals following a communication event” decreases [86]. It is conceivable that
misunderstandings occur as a result of different contexts and different meanings
attached to messages in the communication process.

There is a communication challenge in academic exchange too, which related
to the problem of (unintended) variation in perceptions of relevance which is linked
to the debate on (rigor and) relevance and associated concerns on
(mis)communication between scholars and practitioners. Within the academic
community, the perceived value of research is also affected by how the research is
communicated. While communication between academics might be subject to little
cultural difference when a debate is led within a rather homogeneous group, this
does not necessarily apply outside such (sub)groups. Additionally, institutional
factors affect the perceived relevance of scholarly communication. For instance,
U.K. institutions seem to frequently assess the value of research on the basis of
journal rankings rather than the contents of an article (leading Tourish and Willmott,
to the observation that this has resulted in assessments of the quality of published
work without having to read it). This anecdote illustrates how the environment can
affect communication related decisions within the academic community but also the
degree of researcher engagement with the practitioner audience. If contact is not
rewarded, it is likely to be reduced.

To resolve misunderstanding within and between these two communities, it is
necessary to use a systematic approach. Many contributions discussing (rigor and)
relevance implicitly (or even explicitly) frame their argument within a
communication dyad discussing the level of (mis)understanding between scholars
and practitioners. The ongoing debate is well documented with preferred rigor
versus increased relevance highlighted as a major historical and ongoing issue [56;
57]. Contributions to the debate have an undertone of pessimism when pointing at a
persistent and pervasive gap [58], at an either-or patina [59] or seemingly opposing
ends [60]. Yet, scholars are rather considered to desire an integrated and positivesum
world [61; 62], which fosters research that is both rigorous and relevant.

Much of the recent work localizes the issue in the perception of research by
practitioners (emphasizing relevance) and scholars (emphasizing rigor) and the
interaction of the individual researcher with both the practitioner and the research
peer group. Even Combs in a more statistic/technical plea for rigor rather than
relevance in (positivist) management research has succinctly pointed at a “dubious
reputation” (11) that research has among some practitioners and suggests that
research needs to be presented and discussed “in plain English” (12). A better
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understanding of the peer group would support potential stopgap solutions such as
the proposition by Flynn who argues that a practical trick is to match research
questions that are important to practitioners “with a strong foundation of theory and
rigorous analytical methods” and simultaneously documenting relevance to the
academic community. However, this “trick” requires the magical identification of
which research questions are perceived to be of importance to the receivers of
academic communication. In our view, the magic does not fail because of a lack of
“pragmatic thematic focus,” as suggested by Straub and Ang, but because of
imperfect communication channels between researcher and practitioner involving
noise and equivocation.

Despite the ongoing interest of management scholars in the rigor-relevance
debate, the interest in this issue is not exclusive to one field of studies and also
documented in neighboring fields. In a commentary on the relevance of research
within the marketing domain, McKenzie et al. refer to Semin and Gergen’s reader on
understanding when speculating that practitioners’ objections to or reservations with
academic communication could also relate to “the language and the medium of the
presentation of management research to the manager.” They argue that managers
might simply render information on academic research that they cannot understand
as irrelevant by default.

There also is interest in other disciplines, which looks at the
researcher-practitioner nexus developing ideas and fostering views that are of
interest to scholars in communications’ field. For instance, Procter et al.
systematically reflect on users, scholarly communication practices, and web 2.0 in
the mathematical, physical, and engineering sciences. Health and medical research
seem to provide a debate less interested in philosophical or ideological debates but
more focused on the dissemination of knowledge and on getting practitioners to act
upon new evidence. Yet, with the intention to improve interaction between
researchers and practitioners, they are sharing similar concerns. For instance,
Grimshaw et al. note that “one of the most consistent findings is the failure to
translate research into practice and policy” [35, p. 144] and also point out difficulties
stemming from different contextual viewpoints. Consequently, a significant body of
research across disciplines has emerged that approaches the development and
dissemination of research.

Models from within the health and medical context and attempts to explain
(and support) the dissemination and understanding of new medical information often
seem to have borrowed from communication science. An early example is Winkler’s
conceptual model of how information reaches practitioners and affects their practice
including an assessment of sources, messages, channels, audiences, and settings.
Approaches show overlaps with the Lasswell question “WHO says WHAT in
WHICH CHANNEL to WHOM with WHAT EFFECT?” In their overview of
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conceptual frameworks designed by researchers in the health and medical context,
Wilson [151] shows that the use of Lasswell’s idea is a not an uncommon
perspective used to illustrate the process of dissemination frequently drawing a
relation to McGuire’s theory of persuasive communication as a theoretical
foundation.

Jadranka Zlomisli¢, Ljerka Rados Gverijeri and Elvira Bugaric research
students' intercultural competence. With globalization, the world has become more
interconnected, leading to overseas work and study opportunities in different
countries and cultures, where students are surrounded by non-native languages.
Survey findings suggest the internet is helpful, but not the answer; students should
take language and intercultural courses to combat stereotypes, develop intercultural
competencies, and make them better intercultural communicators [160].

Summary of Chapter 1

Socio-cultural communication should be considered as a socio-cultural
phenomenon, since it involves the study of the ways in which people from different
cultures communicate. Socio-cultural communication should be considered as a
socio-cultural phenomenon, since it involves the study of the ways in which people
from different cultures communicate. Cultural competence involves an
understanding of the general beliefs, norms and values of a culture, including
communication styles, modes of interaction (verbal and non-verbal), views on roles
and relationships, practices and customs of Dbehavior. Having intercultural
communication competencies means being able to recognize and respect cultural
differences. Such competence is very useful in today's globalized world. In addition,
thanks to intercultural communication, we get the opportunity to exchange ideas,
experience and learn about the different points of view of people from other
cultures. Cultural competence allows you to build effective and appropriate
communication with people of other cultures. Due to the growing cultural
heterogeneity in almost all countries of the world, the problem of multicultural
education is actualized. Education, including all staff, students, curriculum and
activities, must adapt to cultural changes. In this, new distance forms of education
can be useful. In order to develop students' intercultural competencies, various forms
of education (traditional and online university, extracurricular method,
extracurricular activities, camp events) and a variety of educational approaches can
be used (social action approach, transformation approach, additive approach,
contributions approach).

One of the main problems that arise in intercultural education is the lack of
understanding of the context, which is added to the already existing errors associated
with intracultural communication. In different cultures, the context as
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pre-programmed information can differ dramatically, which creates additional
obstacles for communication. By taking into account the context, multicultural
classroom educators can better promote intercultural understanding and
communication.
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CHAPTER 2
CROSS-CULTURAL COMMUNICATIONS IN
MULTICULTURAL LITERACY FORMATION

2.1 Multicultural literacy as a result of cross-cultural communication in
education

Multicultural education became a global commitment recommended in
October 1994 by UNESCO in Geneva. This recommendation contained four ideas.
First, education should develop the ability to acknowledge values of individuals,
sexes, societies, and cultures and the ability to communicate, share, and cooperate
with each other. Second, education should establish identity and encourage
convergence of ideas and solutions to strengthen peace, brotherhood, and solidarity
among individuals in the society. Third, education should increase the ability to
overcome conflicts peacefully. Fourth, education should promote peacefulness in the
mind of students so that they can build a higher quality of tolerance, patience, and
will to share and maintain peace. Multiculturalism is based on the concept of nation
states emphasizing regional, linguistic, and cultural union, thereby including cultural
diversity within the political community. Thus, in building a multicultural society, it
is important to consider the nature of citizenship (Aberg & Mikitalo [1]; Cetin [32];
Seeberg & Minick [131]).

However, only some parts of society understand the paradigm of multicultural
education [67]. There is also an assumption by some that multicultural awareness is
not often introduced as a central component of teaching and learning, or even
considered important in some facets of education. In fact, the paradigm is important
since multicultural education can be seen as the center of education equality for all.

Multicultural education is not simply a change in terms of curriculum or
method of instruction (Mirza, Grossen, Diesbach-Dolder, & Nicollin [109]). It
should be integrated in education. Otherwise, inequality is likely to increase.
Multicultural education aims to bridge the gap between the curriculum and lecturer’s
character, pedagogy, class situation, and school/university culture to promote
equality in education [109]. Multicultural education is a process of social
transformation. In this context, a progressive approach is needed to transform
education. The concept of multicultural education should be reviewed and developed
for the appropriate cultural context prior to its implementation in the teaching and
learning process.

Nieto [116] explains that multicultural education aims to provide an anti-racial
education, which takes into account basic skills and knowledge for all. It is
important for all students and can help to break down barriers present in all levels of

education systems. It contributes to the development of attitudes, knowledge, and
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skills that enable students to increase social capability, which is important for
academic success (Byram, Nichols, & Stevens [28]). It emphasizes critical social
knowledge and helps students develop their skills in making social decisions and
attitudes. Banks [10] states that multicultural education is a way of thinking to face
reality, not simply some knowledge of ethnicity, race, and culture. Banks [10]
further describes five dimensions of multicultural education: content integration, the
knowledge construction process, prejudice reduction, an equity pedagogy, and an
empowering school culture and social structure, meaning there is a complex and
multi-dimensional structure within multicultural education. Fulfilling all these five
dimensions, students will have the capability to construct their ideals on the basis of
what they learn. They will also develop an understanding of how they must react to
social problems.

As its main goal is to improve the academic environment and atmosphere by
increasing respect and attention addressed to various cultural groups to facilitate
equality in education [10], multicultural education becomes the most important goal
of lifelong learning [11]. The main issues related to multicultural education are
social justice, democracy, and human rights [12]. These aspects, even though closely
related to economy, politics, and law, are also related to education.

Education is important for preparing those who are oriented toward social
justice, have democratic political vision, and respect others’ rights. In short,
multicultural education deals with political, social, cultural, moral, educational, and
religious issues [12]. It would be difficult to achieve a complete understanding of
multicultural education without investigating these issues.

Multicultural education views schools as a social system composed of related
elements and variables. Thus, to create a school that promotes this equal opportunity,
all school elements need to be restructured substantially. If only one variable is
changed, such as the curriculum, multicultural education cannot be implemented
well [11]. In addition, Suyata [137] and Dervin, Paatela-Nieminen, & Riitaoja [48]
note that to implement multicultural education in the education system, schools
cannot be based on a single elite culture. They need to replace this culture with one
that accommodates pluralism. Using this strategy, schools are more likely to get
wider social support and participation.

Further, Suyata [137] explains that in its efforts to minimize conflicts,
multicultural education helps students: (1) understand the personal and cultural
background of an individual or group in the society, (2) respect and appreciate the
variety of culture and ethnicity, (3) undermine ethnocentric and prejudicial way of
thinking, (4) understand social, economic, psychological, and historical factors that
cause ethnic polarization, (5) increase the capability of analyzing problems critically
through a democratic process to envision a better, fairer, and free society, and (6)
develop a meaningful identity for everyone. University have a strategic role in
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implementing multicultural education since they are responsible socially for helping
students to understand the continuing socio-cultural transformations experienced by
society. In relation to this, multicultural education can serve as a reformative act
designed to produce transformations at universities so that students, regardless of
their gender or ethnicity, will have the same opportunity to complete a globally
appropriate education.

Multicultural education (specifically liberal multiculturalism) focuses on
cultural inclusiveness in the curriculum as well as the pedagogies used in teaching
and learning that curriculum. However, lecturers and students do not necessarily
bring blank intellectual and ideological slates to the area of multicultural education
and diversity in education. They bring their own beliefs and assumptions about what
constitutes quality teaching in settings where a range of different learners are
located. They also bring their own knowledge, beliefs and assumptions about the
diverse learners themselves, and the wider social and cultural groups that they
represent and come from. Wlodkowski & Ginsberg [153], speaking as lecturers at
the tertiary level, offer the insight that these beliefs are culturally transmitted
through history, religion, mythology, political orientation, and familial and media
communication.

Understanding of multicultural education and diversity in education involves
ideas, beliefs and understandings that social or societal change, even social
transformation, is possible via education. Prejudice and racism in a heterogeneous
society, for example, can be reduced by using sectors within the national compulsory
education system to help young people learn tolerance, mutual understanding for
difference and diversity, in all its forms. This can be achieved by not only learning
about difference, but also learning how to interact with others who are different via
language, including being able to enact other cultural moves and perform with
competence in other socio-cultural contexts and settings [153]. The ability to
acknowledge and respect diversity is often termed as cross-cultural competence [79;
80]. It evolves naturally as it is a lifelong process that needs to incorporate values
and attitudes across diverse members of the society. Developing this competence,
they can see clearly how cultures are structured and how they should deal with
differences [80].

The result of long-term work of M. Bennett was the Developmental Model of
Intercultural Sensitivity (DMIS) [20, 21, 22, 23, 24]. As people become more
cross-culturally competent, the quality of their experience appears to have changed
significantly, what he calls a shift from ethnocentrism to ethno-relativism. Bennett
uses the term "ethnocentrism" to refer to his own cultural experience as "the center
of reality." What he means is that there is no doubt about the beliefs and behaviors
that people accept during primary socialization. They are experienced as "that's how
things are". Bennett coined the term "ethno-relativism" to mean the opposite of
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ethnocentrism — the experience of one's beliefs and behavior as a realistic
organization among many possible possibilities.

There also appear to be six distinct experiences from the continuum of
ethnocentrism and ethno-relativism. The most ethnocentric experience was named
denial of cultural difference, followed by defense of cultural difference. In the
middle of the continuum, the minimization of cultural difference appears to be a
transition from a more virulent form of ethnocentrism to a more moderate one,
leading to a racial relative acceptance of cultural difference. At the heart of national
relativism is the adaptation to, and, in some cases, the integration of, cultural
differences into identities. The sequence of these experiences becomes the "phases"
of DMIS (Figure 2.1).

In general, ethnocentric tendencies can be seen as a way of avoiding cultural
difference, either denying its existence, strengthening defenses against it, or
minimizing its importance. A more national worldview is a way of looking for
cultural differences, either by accepting their importance, by adjusting the
perspective to take them into account, or by integrating the whole concept into the
definition of identity.

Dienial Defense Minimization Acceptance Adaptation Integration
—-» —» —-»> ptance _p Adap —p Integ

ETHNOCENTRISM ETHNORELATIVISM

Figure 2.1 — The Stages of Development.
Footnote — Source: [24].

As shown in Figure 2.1, the first three DMIS directions are conceptualized as
being more ethnocentric, meaning that tenants of their own culture are seen as
somewhat central to reality. The default condition of typical monocultural primary
socialization is the denial of cultural differences. In this state, one's own culture is
experienced as the only true culture—that is, the patterns of beliefs, behaviors, and
values that make up a culture are experienced as unquestionably true or authentic.
Other cultures either go unnoticed at all, or are explained in rather obscure ways. As
a result, cultural differences are either not experienced at all or are experienced as
being associated with an undifferentiated otherness such as ‘foreigners' or
‘immigrants’. In extreme cases, people in their own culture may be considered the
only true "human beings,” while others are seen as simpler forms in their
environment that can be tolerated, exploited, or eliminated as needed.

People with denying worldviews are generally not interested in cultural
differences, even if they notice them, although they may take positive action to
avoid or eliminate the differences that affect them. For example, until the last census
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data was released, many American Americans of the dominant culture were unaware
that there were large numbers of Latinos sharing their communities. In some cases,
the sudden increase in the Latino population was bewildered by the anger of the
Anglo, who asked, "How can this happen to our community?" Of course, Americans
are familiar with the phenomenon of "white flight" -- The shunning response of
European Americans of the dominant culture to the introduction of African
Americans or other people of color into formerly all-white communities.

Bennett wants to stress that denial is not particularly American. In his
observations, the negative worldview of a German, Italian or Japanese responds
similarly to immigration. Nor is this worldview limited to mainstream cultural
figures in the United States or other societies. Even if economic needs force them to
interact with the dominant culture, people from non-mainstream groups with
negative worldviews still fail to recognize the cultural dimension of interaction. For
example, as many African Americans as European Americans seem to be surprised
by the cultural differences in communication styles and nonverbal behaviors among
these groups. This is because the denial worldviews in both groups allow
observation only within familiar categories of "race™" and the associated structure of
deserved or unworthy inequality in political and economic power. The tendency to
use familiar but often overly simplistic or false racial and ethnic categories also
appears to characterize forms of denial of dominant/non-dominant interactions in
other societies [24].

Another expression of Denial worldview is incompetence (and disinterest) in
distinguishing between national cultures. For example, American Americans at this
stage are often unable to distinguish the differences between Chinese and Japanese
cultures, or between Gulf Arabs (such as Kuwaiti), Fertile Crescent Arabs (such as
Syrians), and Persians (in the Iran). While educated Europeans or Asians generally
understand geopolitical issues better than Americans, at Denial they seem equally
likely to ignore these cultural differences. Asian sojourners, for example, seem to be
at least as inclined as Americans to maintain the exclusive company of their fellow
citizens, while many Europeans seem to be oblivious to the cultural factors that
often frame political divides.

The main problem Denial is addressing is the tendency to avoid noticing or
confronting cultural differences. People here need to pay attention to the simple
presence of other cultures both globally and domestically. Those who contributed to
this initial realization (teacher, trainer, friend) need to understand that denial is not a
refusal to "face the facts." Rather, it is unable to make perceptual distinctions that
allow cultural facts to be recognized. When facilitators are unable to understand the
experience of denial, they may present cultural messages in overly complex ways
and become impatient with the aggressive ignorance that often manifests at this
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stage. The resolution of the denial problem allows the creation of simple categories
for a particular culture, which sets the conditions for the experience of defense [85].

Defense of cultural differences is a state in which one's own culture (or
adopted culture) is seen as the only viable culture - the most "evolved" form of
civilization, or at least the only good way to live . People at Defence become better
at distinguishing differences, so they experience cultural differences more
realistically than people at Denial. But the structure of the defense worldview is not
complex enough to produce the same "human" experience of others. While the
cultural differences experienced by people with defensive views are stereotyped,
they appear to be real compared to situations of denial. As a result, people in a
defensive state are more at risk from cultural differences than those in a state of
denial. The world is organized into "us and them," where one's own culture is
superior, while other cultures are secondary.

People of a dominant culture may see defense as an attack on their values
(often seen as a privilege by others). They may complain that immigrants or other
minorities are "taking our jobs." They may have many negative stereotypes about
"them,” including plenty of jokes that emphasize the supposed failure of other
cultures. In its benign form, defense can be expressed by "helping" non-dominant
group members to succeed by bringing them into a presumed superior dominant
culture. Politically correct depictions of some of the company's guidance programs
may have obscured this defensive orientation. In its more virulent forms, defenses
are likely to be expressed by excluding culturally diverse group members or by
directly attacking people from other cultures. In the US, the Ku Klux Klan and its
imitators are clear examples of the latter.

Compared with the dominant group, people with a non-dominant culture are
more likely to experience defense as the discovery and consolidation of a separate
cultural identity. Banks [10], Parham [120], Cross [41] argue that such a stage is
necessary for the development of a non-dominant national identity to counteract the
efforts of the dominant group to impose its culture on all members of society. Like
dominant group members, this defensive experience is accompanied by positive
stereotypes about one's own culture and negative stereotypes about other cultures.

In the international field, national defense is obviously the leading direction of
"nation-building”. Like mentoring, this effort may be an implicit (and sometimes
explicit) attempt to export the builder's assumed superior cultural values. The
polarized worldview is also evident in what many world leaders have called "you are
for us or against us" statements. The polarizing worldview events of other cultures
are evident in travelers complaining about unfamiliar food and similar failures of
other cultures not to be "like us."

A variant of defense is reversal, in which the adopted culture is considered
superior to one's primary socialized culture ("going native" or "past"). Reversal is
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like defense because it maintains a polarized "us and them" worldview. Unlike
defense, it doesn't see other cultures as a threat. Reversals are common among
long-term sojourners such as Peace Corps volunteers, missionaries, corporate expats
and exchange students. Reversal can masquerade as cultural sensitivity, as it
provides a positive experience of a different culture as well as a seemingly analytical
critigue of one's own. However, positive experiences of other cultures are at an
immature stereotype level, and criticism of one's own culture is often an
internalization of negative stereotypes of others.

The reversal of domestic multicultural relations is an interesting and complex
phenomenon. It seems that some people in the mainstream culture have taken on the
non-mainstream cause in a stereotypical way. In the United States, for example,
white European-Americans may become ardent supporters of African-American
issues.

While one does not necessarily identify with the plight of historically
oppressed peoples, in this hypothetical situation, Europeans and Americans see all
blacks as holy martyrs and all whites (including herself before conversion) as
brutally oppressed By. By changing the polarized worldview, the person did not
change the essentially simple experience of cultural difference here.

The resolution of national defense concerns involves recognizing the common
humanity of peoples of other cultures. Techniques such as "ropes lessons" or other
experiences that generate interdependence independent of gender or race may be
effective for this purpose. Promoters who try to correct stereotypes about defense
personnel are themselves likely to fall prey to polarized worldviews, yet another
example of the evils of multiculturalism or globalization. Commonality needs to be
established here, rather than introducing a more complex understanding of
differences. When this solution is complete, the minimization phase can be entered
[24].

The minimization of cultural differences is the state in which elements of
one's own cultural worldview are experienced as universal. Threats associated with
cultural differences experienced in defense can be eliminated by grouping
differences into familiar categories. For example, cultural differences may be subject
to overwhelming similarities in people's biological nature (physical universalism).
The similarity experience of natural physical processes can then be generalized to
other putative natural phenomena, such as needs and motivations. The assumption
that typologies (personality, learning styles, etc.) apply equally to all cultures is an
example of minimization.

The experience of similarity may also be experienced in the assumed
cross-cultural applicability of certain religious, economic, political or philosophical
concepts (transcendental universalism). For example, the religious assumption that
everyone in the world is a child of God or that everyone has karma is an example of
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minimization. Note that having a religious belief is not ethnocentric; however, it is
ethnocentric to assume that people in other cultures are willing or willing to share
your beliefs. Likewise, the assumption that people in all cultures are willing to live
in democratic societies (or benevolent dictatorships) is ethnocentric by this
definition. Because these "universal absolutes” mask deep cultural differences, other
cultures may be dismissed or romanticized when minimized.

Minimizing people expect similarities, and they may insist on correcting the
behavior of others to match their expectations. Many exchange students report to me
that their host families, though kind, generous, and curious about different customs,
don't really want their students to have fundamental values different from their own.
Many host families are in a minimal state.

The motivation of the family is to share with the student the lifestyle of the
host country, assuming that once the student sees this lifestyle, of course he or she
will appreciate it. If students don’ t appreciate it enough, it threatens the
minimization assumption that all people really want to be “like us.” Of course,
this minimization is far more dangerous when armed "nation builders" are
promoting an appreciation for our way of life.

Especially for people of dominant cultures, minimization tends to obscure
recognition of their own culture (ethnicity) and the institutional privileges it bestows
on its members. Because people at this stage no longer experience others in
polarized ways, they tend to overestimate their own racial and ethnic appreciation.
While they may be relatively tolerant, minimal people cannot appreciate other
cultures because they cannot see their own culture clearly. For example, if | don't see
my communication style as a cultural pattern, | think everyone will (or if they can)
use the same style. Therefore, | consider the failure to use my style to be a lack of
social skills or a choice of "alternative". Either of these judgments ignores the fact
that others may naturally use culturally different styles.

For people in non-mainstream cultures, minimizing the worldview involves
embracing the idea of a "melting pot." It is usually a position that is seen and
possibly intended as a political statement. In any case, this experience minimizes
cultural differences between dominant and non-dominant groups, allowing the same
general criteria (such as college admissions requirements) to apply to all groups
without prejudice. When the results of the application of this criterion produce group
differences, the interpretation of the dominant and non-dominant minimizers is that
these groups actually differ in intelligence, skills, or readiness [85].

The idea that all standards are necessarily bound by cultural context does not
appear in minimization. Current research using the Cross-Cultural Development
Inventory™, a tool for assessing the experience of cultural differences according to
DMIS, suggests that minimization is a transitional state between the constellation of
Denial/Defense and the constellation Acceptance/Adaptation (Hammer, Bennett, &
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Wiseman [71]). Minimized experience is theoretically ethnocentric in that it places
one's own cultural patterns at the heart of a hypothetical universal reality. In other
words, the experience is that all people are essentially alike, which can be explained
by my own cultural beliefs. However, this experience also includes being able to
perceive some cultural differences in a non-stereotypical way and to recognize the
basic humanity of others.

The missing piece in minimization, and what needs to be addressed to get into
national relativism, is awareness of one's own culture (cultural self-awareness).
More generally, it is the ability to contextualize cultural experiences. Only when you
see that all of your beliefs, behaviors, and values are influenced by at least the
specific environment in which you are socialized can you fully imagine their
alternatives. At this stage, the facilitator needs to emphasize the development of
cultural self-awareness compared to other cultures before learning too much about
other cultures. It is time to introduce a basic cultural general framework for
intercultural communication (e.g. Bennett [19]).

The latter three DMIS directions are defined as being more ethnically
relevant, meaning experiencing one's own culture in the context of other cultures.
Accepting cultural differences is a state in which one's own culture is experienced as
one of many equally complex worldviews. By distinguishing the differences
between cultures (including their own), and by constructing a perspective of
self-reflection, people with this worldview are able to experience others who are
different from themselves but who are equally human. Acceptors can construct
general categories of cultures that allow them to generate a series of relevant cultural
contrasts across multiple cultures. As such, they are not necessarily experts in one or
more cultures (though they may also be); instead, they are good at recognizing how
cultural differences work in broad human interactions.

Finally, it's important to remember that DMIS is not a model of knowledge,
attitudes, or skills. So the fact that your knowledge of the culture may or may not be
relevant to the accepted race-related experience. There are a lot of people who know
Japanese hospitality etiquette or German identity relations who don't seem to have
any general feeling about these cultures. Bennett suspects this is because, despite
their specialized knowledge, these people are unable to experience the cultural
worldview these actions constitute. Bennett would assume that people need to have
a "critical mass" of information about another culture to understand a worldview,
and that even that amount of information is useless unless the basic minimization
problem is solved first; that is, they are "ready to"hear the messages.

People may possess some language or behavioral skills from another culture,
but have no sense of how to use those skills in a culturally appropriate way—a
condition that Bennett calls "the fluent fool." [91]. Perhaps people acquired these
competencies from short stays or training programs. In any case, like knowledge,
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these skills are not very useful unless accompanied by an Acceptance/Adaptation
worldview.

Most commonly, people may have positive attitudes toward another culture,
but not have the ability to experience it deeply. Bennett observes that this is typically
an effort to demonstrate cosmopolitanism or political correctness. Acceptance does
not mean consent. It is naive to think that intercultural sensitivity and competence
are always related to liking other cultures or agreeing with their values or way of
life. In fact, uncritical conformity with other cultures is more suitable for reversal of
ethnocentrism, especially if it is accompanied by a critical view of your own culture.
Some cultural differences may be judged negatively—but such judgments are not
ethnocentric unless it has to do with simplifying or preserving equal humanity.

The last point raises the main problem to be solved during acceptance: "value
relativity”. To accept the relativity of values and cultural context (and thus the
potential to experience a world organized by different values), you need to figure out
how to maintain a moral commitment in the face of this relativity (cf. Perry [122]).
Value relativity and the resolution of commitment issues allow you to look at
another culture without losing your perspective. This is the key to the next stage.

Adaptation to cultural differences is a state in which the experience of another
culture produces perceptions and behaviors that are appropriate for that culture.
One's worldview expands to include related structures from other cultural
worldviews. Adaptation employees can develop empathy—the ability to take a
perspective or change frame of reference about other cultures. This shift is not just
cognitive; it is a change in the organization of lived experience, which necessarily
includes emotion and behavior. Thus, adapted people are able to express their
alternative cultural experiences in culturally appropriate feelings and behaviors. If
the process of frame shifting is deepened and habituated, it becomes the basis for
bicultural or multiculturalism.

Adaptation is not assimilation. Many immigrants and non-major groups
understand the term "assimilation” to refer to something like a "melting pot". The
idea of this assimilation is that you should let go of your former self and embrace the
worldview of your host or dominant culture. The concept of adaptation offers an
alternative to assimilation. Adaptation involves expanding your beliefs and
behaviors rather than substituting one set for another. So you don't need to lose your
primary cultural identity to function effectively in a different cultural context. In the
context of domestic multiculturalism, adaptation leads to mutual adjustment. In
other words, people in both dominant and non-dominant groups tend to adapt their
behavior to each other equally. Of course, the dominant group has the right to
demand that only the non-dominant group make adjustments. But the dominant
cultural person who experiences cultural difference in this more ethnically relevant
way is less likely to invoke this power.
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Instead, they are curious about cultural differences and are actually eager to
experience other cultures. For these reasons, not to mention fairness, they seek out
other cultural perspectives represented in the group and try to learn how to behave in
ways that are somewhat appropriate to those cultural contexts. They may also be
motivated by fairness, but unlike some others who may sincerely believe in fairness
but lack the capacity to act with fairness, these individuals have a worldview
structure that supports mutual cultural adaptations that actually achieve fairness.

Adaptation, as defined here, has always been the goal of intercultural
communication training for international sojourners. Programs for exchange
students, development workers, expats and others emphasize acquiring culturally
appropriate behaviors. However, as we've seen, this behavior may just be "stupid™ in
implementation without a proper worldview structure to back it up. DMIS
recommends that a great deal of attention should be paid to preparing trainees to
experience another culture before attempting to train any particular behavior.

The main problem Adaptation addresses is "authenticity"”. How is it possible
to perceive and behave in a different cultural way, while still "being yourself"? The
answer seems to lie in defining yourself more broadly - expanding what "your"
perception and behavior are all about. So, in addition to your predominantly
European-American male explicit style, you may be somewhat German-critical,
Japanese indirect, Italian sarcastic, and African-American in person. As long as each
of these behaviors comes from feelings about various cultures, they will all be the
real you [93].

The resolution of authenticity in Adaptation may establish conditions for the
final stages of development. However, reaching the final stage does not represent a
significant improvement in intercultural competence. Rather, it describes a
fundamental shift in one's definition of cultural identity. The integration of cultural
differences is the state in which one's self-experience is expanded to include
movements in and out of different cultural worldviews. Here, people are dealing
with issues related to their own "cultural fringes"; they interpret their identities on
the fringes of two or more cultures, without being central to any of them. As
suggested by J. Bennett [94], cultural fringe can take two forms: a form of
encapsulation, in which separation from culture is seen as alienation; and a form of
constructiveness, in which Moving in and out of culture is a necessary and positive
part of one's identity. Incorporation is not necessarily better than adaptation where
intercultural competence is required, but it describes a growing number of people,
including members of many alternative cultures, long-term expatriates and "global
nomads".

A certain number of closed fringes appear to be accompanied by race-related
experiences of non-dominant group members who may find themselves
"sandwiched" between their own minority and majority. Their ethnic compatriots
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may think they are "selling out" to the dominant group, even though they are not
fully accepted by the dominant group. Furthermore, exchange students who have
gone far beyond reversal or defensiveness may once again experience debilitating
self-criticism or judgment of others when their cultural identity falters. While people
in this situation are very sensitive across cultures, they lack the ability to achieve
this sensitivity in a consistent manner.

Constructive marginality represents a solution to the problem of fusion
identity. Here, people can experience themselves as multicultural beings, and they
are constantly choosing the most appropriate cultural context for their actions. This
life on the fringes of a culture can be stressful and alienating at times, but more often
it is uplifting and fulfilling. Because they easily change cultural perspectives,
constructive marginalized people are likely to act as cultural bridge builders in
cross-cultural settings. They can do this without "losing themselves" as they
self-reflectively define their identities in terms of perspective shifting and bridge
building. While the experience of acknowledging multicultural identities is
important, this does not mean that the last stage is preferable to the previous one in
terms of cross-cultural adaptation. In fact, it might be better if we kept our primary
cultural identity and simply adapted to other cultures. If everyone is culturally
marginalized, where are they marginalized?

To expand on that last point, Bennet also wants to deny any idea that
cross-culturally sensitive people are usually better people. Saying that means there is
a universal kind of goodness, and this particular model describes exactly that kind of
goodness. Instead, this model describes what it means to be good at cross-cultural
relationships. Regarding people who are more ethnically related, we can only say
that they are better at experiencing cultural differences than people who are
ethnically centered, so they may be better at adapting to those differences in their
interactions. Maybe you believe that the world would be a better place if more
people had race relations.

The most fundamental theoretical concept in DMIS is that experiences
(including cross-cultural experiences) are constructed. This is a central point of
cognitive constructivism (e.g. Brown [27]; Kelly [82]; von Foester [56]), which
holds that we do not perceive events directly. Instead, our experiences or events are
built up through templates or sets of categories that we use to organize our
perception of phenomena. So, for example, an American who happens to be near a
Japanese event, if he or she doesn't have any Japanese categories to frame that
experience, he or she probably doesn't have a similar Japanese experience of the
event. Instead, he or she will have an ethnocentric experience, meaning that one's
own culture is the only basis for perceiving events.

A related assumption in DMIS is that people may be more or less "sensitive"
to cultural differences. This idea is based on constructivist ideas of cognitive
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complexity (e.g. Delia, Crockett, & Gonyea [47]; Goertzel, n.d. [60]; Loevinger
[99]). Cognitively more complex individuals are able to organize their perception of
events into more distinct categories. Or, to put it another way, people with more
complex cognitions can make finer distinctions between domain-specific
phenomena. For example, a wine connoisseur might be able to taste the difference
between two vintages of the same red wine, while the average drinker might only be
able to distinguish between red and white wines. Likewise, people with greater
cross-cultural sensitivity have a more complete set of categories for distinguishing
cultures. Thus, a sophisticated sojourner may observe nuances in nonverbal behavior
or communication styles, while a naive traveler may only notice differences in
money, food, or toilets. Perceptions become more cross-culturally sensitive as
categories of cultural differences become more complex and complex.

Another dimension of constructivism that is important to models can be called
empirical constructivism. This dimension includes input from anthropologists
Bateson [14; 15], biologists Maturana and Varela [104], psycholinguists Edward
Sapir and Benjamin Lee Whorf [152], and more recently Lakoff and Johnson [90];
91], Neuroanatomist Damasio [43], communication scientist Barnlund [13]. All of
these theorists refer to how we "co-create" our experiences through our physical,
verbal, and emotional interactions with our natural and human (including
conceptual) environments. This assumption allows DMIS to model cross-cultural
adaptation mechanisms.

The key to cross-cultural adaptation is the ability to experience another
culture. Individuals who have undergone monocultural socialization are often only
exposed to their own cultural worldview, so they cannot experience the differences
between their own views and those of a different culture. The development of
cross-cultural sensitivity describes how we acquire the ability to create an alternative
experience that more or less matches people in another culture. People who can do
this have a cross-cultural worldview.

DMIS assumes that exposure to cultural differences creates pressure to change
one's worldview. This happens because the "default” ethnocentric worldview, while
sufficient to manage relationships within one's own culture, is insufficient to develop
and maintain social relationships across cultural boundaries. Assuming that such
cross-cultural relationships are required (eg, long-term international sojourners,
multinational team members, educators, healthcare workers, and other service
providers in multicultural communities, which is often the case), then there is
Pressure to develop greater competence in cultural matters. This pressure is
negligible, so a change as a function of the contact is not inevitable.

Every change in the structure of worldviews creates new and more complex
issues that need to be addressed in cross-cultural engagement. The resolution of the
related problem activates the emergence of the next direction. Because the problem
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may not be fully resolved, the movement may be incomplete and one person's
differential experience spreads across multiple worldviews. However, movement
through the direction is considered unidirectional, with only occasional "retreats". In
other words, people generally do not retreat from a more complex experience of
cultural difference to a less complex experience of cultural difference.

Each orientation of DMIS indicates a specific worldview structure, with
certain types of cognitions, emotions, and behaviors, and cultural differences are
often associated with each configuration. Notably, DMIS is not primarily a
description of cognition, emotion, or behavior. Rather, it is a model of how
hypothetical underlying worldviews can shift from ethnocentrism to more
race-related conditions, resulting in the potential for greater cross-cultural sensitivity
and more cross-cultural competence. Changes in knowledge, attitudes, or skills are
seen as manifestations of underlying worldview changes. This distinction is
important because developmental interventions such as training programs
appropriately target worldviews rather than any specific knowledge (such as in an
area studies program), any specific attitude change (such as in a bias reduction
program) or any specific skill gained. such as role-playing or cultural assimilation).

2.2 Cross-cultural communication among foreign students

As the number of international students increases, exploring how to improve
the quality of teaching to better meet the needs of students from different countries
and cultures has become an increasing focus of higher education institutions. This is
especially important given their increasing reliance on international student dollars.
This is further exacerbated by some Asian countries, such as China, investing
heavily in developing their own higher education sectors and potentially stemming
the flow of international students seeking to study abroad.

In disciplines such as education, most evaluable jobs involve writing
argumentative essays. The cultural and linguistic dimensions are often used to
describe the challenges that international students face when engaging in
disciplinary writing practice. International students go through a complex and varied
adaptation process when trying to understand and use the academic discourse of
their subject. Discussions highlighted the need to emerge more conversational
approaches to teaching and learning in which students and their lecturers can agree
on academic requirements and how to achieve them.

China is one of the main source countries for international students. Much
research on international students in higher education has addressed common
stereotypes of Asian students”  cultural learning styles and experiences [109; 110].
Much of this research has positioned "Asian" learners as problematic in the context
of Western higher education, in part because of their cultural, educational and
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linguistic backgrounds. Recently, there has been a shift in research focus, exploring
the concepts of identity and agency [111]. These studies explore the subjective
realities of international students as they adjust to the institutional practices of
Western universities. Using a contextualized research approach, they explore the
interactions within the disciplinary community that students engage in as they adapt
to academic discourse and practice.

The so framed ‘Chinese learner’: also known as learners of the Confucian
heritage cultural background, is “increasingly visible at all educational levels
internationally” [112, p. 2]. Correspondingly, much greater attention has been paid
into issues concerning students from China who have gone overseas to study
(Arkoudis & Tran [113]; Liu [114]; Wang [115]).

Chinese international students may bring different interpretations and
expectations of academic writing due to their unique academic writing traditions
([6];[7]). Academic writing is central to student success in higher education. Student
writing is naturally embedded in their attempts to write in academic practices that
are valued in specific disciplines within the institution [7]. Therefore, student writing
operates within a specific disciplinary and institutional environment, which in turn is
influenced to a certain extent by the social value system. The literature suggests that
the challenges that international students may encounter seem to go well beyond
writing proficiency and language form. What is more important is the link between
their own culturally positioned interpretations of intellectual and academic writing
methods, their personal values, and the specific requirements of different disciplines
for these methods [116; 117]. It will be interesting to see how international students
use their personal agency to mediate between different values and interpretations of
academic writing that may be shaped by the above characteristics.

Some researchers have also located the difficulties of international students in
different learning styles and different knowledge construction styles or differences in

“East and West” teaching and learning paradigms [118]. For example, the
traditional Chinese approach to knowledge is believed to be tied to the ideology that
knowledge is to be "disseminated” and “"mastered" rather than "discovered." For
some researchers, Asian students (especially Chinese students) may bring different
learning strategies and educational experiences that may not be in line with
Australian academic expectations [119]. Asian international students have been
described as lacking critical thinking skills [120]. Others argue that the institutional
approach to learning employed by Asian international students appears to be based
on context rather than cultural orientation [121; 122]. In other words, their learning
styles are tailored to meet the requirements of a particular learning environment,
rather than being determined by "the characteristics of an individual or cultural
group" [121, p. 206].
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The discourse of cultural differences has been criticized for arguing that
Chinese students' learning methods are stable and fixed in the educational
environment, thus failing to consider how students adjust their learning to the
requirements of the new learning environment [121]. Likewise, Ninnes argues that
there appears to be insufficient information on how international students really fit
into their institutional practices. To address this gap, Kettle [83] studied how a Thai
international student negotiated his academic identity in an attempt to participate in
his disciplinary practice. Her research reinforces the profile of an international
student who can enter his academic world as a "positive agent".

There are two theoretical frameworks for analyzing how students negotiate
their academic writing within a university's educational academic community.
Discussions around textual ethnographic methods proposed by Lillis [96] were used
to investigate students' perceptions of academic writing, and orientation theory
(Harre & van Langenhove [72]) was used to analyze the institutions of students and
their lecturers in their disciplines within the range.

At the heart of Lillis' heuristics for exploring student writing (see Figure 2.2)
are the dimensions of authorship, authorship, and authority. The authorship question
in the Lillis framework is embedded in the two questions "What can student writers
say?" and “What do student writers want to say?”  Lillis uses these questions as a
tool to understand who student writers are in their writing, exploring what they do in
their writing, their personal aspirations, and the institutional regulations surrounding
what students write. Questions like "What did the student writer say?" and "What
did the student writer want to say?" to help reveal the student writer's presence in
writing. According to Lillis, the way student writers create meaning and express
content in specific terms helps make their authors visible in written texts. The
concept of authority is explored through the question "Who is the student writer?"
and "Who do student writers want to be?" These help reflect their attempts to frame
themselves in academic writing. Arkoudis and Tran modified Lillis' framework
slightly to fit the research context and goals of this study by replacing the "who"
question with the "why" question. They do this to tease out potential factors that
may affect their academic writing, such as students' personal motivations and
aspirations. Ask students questions such as "Why do students write this way?" and
"Why did they write that?" also helps reveal the identity of the student. Taken
together, the “what” and “how” questions explore student negotiation of
academic writing, while the “why” question explores how students justify the
choices they make and build identities within their academic community [6].
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Figure 2.2 — The modified version of Lillis’s framework.
Footnote — Source: [6].

Orientation theory seeks to analyze the voices of students within the
institutional structures in which they engage in academic writing. Harre and van
Langenhove [72] emphasize the importance of what they call moral agency, which is
defined as social and purposeful behavior. When discussing how students negotiate
academic writing in their disciplines, we consider issues of community and agency
action. Harre ~ and van Langenhove point out that there is a reciprocal relationship
between the notions of community and agency behavior (community is the
university and agency is the intentional behavior of students as they orient
themselves according to the instructor's expectations). The promise of learning lies
in individuals trying to understand each other and redefine their place or
reorientation. The concepts of positioning and repositioning provide a way to
explore the extent to which the behaviour of students and their lecturers is
maintained or constrained by the practices of the university system. When analyzing
the positioning of students and their instructors, the following frameworks can be
used:

1. Deliberate self-positioning — where a person takes on a particular stance in
order to achieve a particular goal.

2. Other positioning — where taking a position results in positioning the other
person in a particular way. It is implicit within the act of self-positioning.

3. Forced self-positioning — where a person performs an act that arises from
someone else’s positioning.

4. Repositioning — where a person adopts a new position as a result of
previous experiences and discussions.

Orientation theory [72] was adopted to complement Lillis' model to account
for the agency of individual students and their lecturers. It allows to explore how
Chinese students exercise their personal agency by accepting, adapting to, or
rejecting mainstream conventions. It does not view positions as a static view of the
stereotypes of international students regarding race, gender and learning styles, but
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rather as the dynamic and fluid nature of meaning produced within a particular
institutional context (Davies & Harre = [45). Thus, it augments Lillis' framework
by exploring student agents in a university setting.

The experience of students adjusting to a disciplinary discourse community
appears to be complex. It is influenced not only by institutional factors such as
lecturer expectations, disciplinary practices, and students' own attitudes toward
cultural writing, but also by their personalities, experiences, and motivations for
adapting to disciplinary requirements. Research on Arkoudis and Tran shows that
even though students come from the same culture and study the same subject, they
experience different struggles when writing their first paper [6].

Furthermore, research on Arkoudis and Tran shows that students'
understanding of what is required differs from what academics expect. Two
problems arise here. First, students understand the conventions of academic writing
in their discipline; however, they are not sure how to write in the desired way, or feel
that this is not the appropriate way to write for them. Second, there is a certain
mismatch between students' perceptions of important issues in writing and scholars'
perceptions of the strengths and weaknesses of students' work. In addition, there are
some differences among academics in terms of what is acceptable in student work
[126].

However, the research also provides a glimpse into how institutional practices
are changing. This can happen when a student exercises their authority to seek a way
to discuss her disciplinary requirements with her instructor. In doing so, they tend to
actively exercise their power as students, which allows them to participate in the
written discourse of their subject. This helps to provide a space where student
struggles can be seen and gaps between student and lecturer expectations can be
identified. However, these conversations need to be ongoing, not one-off exchanges
with individual students. The challenge for academics is to carve out spaces for
dialogue in their teaching practice. Discussions about disciplinary discourse
requirements are no longer a question of for or against certain discursive practices,
but more about creating new understandings and practices in the learning
environment. This engages both the student and the lecturer in the dialogue process
so that an understanding of each other's expectations can be achieved. This can offer
the potential to develop reciprocal relationships in a higher education context.
Research is needed to examine how scholars develop this process in teaching.

Nevo and colleagues argue “the humour of a particular culture or group often
seems pointless or puzzling to the foreigner who lacks knowledge and information
regarding cultural nuances” [114, p. 144]. To interpret and appreciate laughter, or
further to become an in-group, an understanding or familiarity of host cultural
knowledge is therefore a necessity. In Lee’s [94] study, the opening quote “I
understand everything that goes on in class except when everybody laughs. Then
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I’'m a total alien again” emphasizes this importance [94, p. 49]. This strongly
illustrates the complexities and/or difficulties involved in international students’
adjustment to their host learning context.

International students’ feeling of being an “alien” implies that there is still so
much more that educators of the multicultural classroom could do. Laughter as a
phenomenon is universal in any human race or culture; however, use of laughter
seems to be culturally dependent and does not flow well across cultural boundaries
(Lee [94]; O. Nevo, B. Nevo, & Janie Leong Siew [114]). Nevo et al. further
contend that the “set of values, norms and unwritten rules of what is appropriate” is
culturally specific and is therefore, shared by members of that particular cultural
group [114, p. 144]. To foster a more inclusive classroom, educators can increase
their knowledge of their learners.

Many researchers (for instance, Adelsward, Provine) studying laughter have
found that there is no direct connection between laughter and humor; however,
theories of humor are often referenced by various researchers when they interprete
the feature of the stimulus and in relation to its cultural aspect (Cheung & Yue;
Nesi,). As Nevo et al. argue “all cultures laugh and smile at incongruities and their
solution” [114, p. 144]. Techniques of humor production between the ‘East’ and the
‘West’ can therefore, be quite similar. There exists three commonly referenced
philosophies of humour: i.e. superiority/hostility, incongruity and relief theory [131].
The superiority theory focuses on laughing at others, the incongruity theory
appreciated the incongruities between expectations and reality, whereas the relief
theory is concerned with the physical aspect of laughter (Nelson [112]).
Correspondingly, in the Chinese tradition, the Confucian philosophy depreciates
humor; whilst the Taoist philosophical attitudes appreciate the incongruities and also
believe laughter could promote emotional tranquility (Yue [156]).

The superiority/hostility theory believes “humor makes people [the person
who cracks the joke] feel stronger or more successful than others” [134, p. 80]. What
is typical about this theory is that its jokes always have a winner and a loser. To
contrast with the superiority theory, the Confucian school of philosophy depreciates
and despises the use of humor, regarding it as “an act of uneducated and uncivilized
man” [133, p. 410].

Making an “other” the object of laughter is typical from the superiority
theoretical perspective (Cheung & Yue [34]). In contrast, making “self” the object of
laughter: self-critique is a common form in the Confucian tradition (see the
“Analects” [34]). The incongruity theory perceives humor lies in the incongruity
between expectations and reality. Based on this theory, “people perceive humor
when something is absurdly out of place” [134, p. 80]. Jokes according to this
theory, “must carry two different or opposing ‘scripts’ and incongruity lies in ‘the
clash between two registers’ [134, p. 80]. To be comparable to this theory, Taoist

46



philosophy appreciates conflicts and paradoxes [137]. Laozi and Zhuangzi being the
founders of Taoism, both appreciate conflicts and paradoxes [133]. To be similar to
the Taoist tradition, Zeng Buddhism is contended to be inherited from the Taoist
tradition towards humor and laughter in terms of appreciation of conflicts between
opposing perceptions [137].

The relief theory, however, focuses on the physical aspect of laughter
especially relating to the nervous system [131]. This theory perceives that “laughter
provides a safe valve to release pent-up tensions ... as a means of releasing
suppressed thoughts about taboo subjects” [134, p. 80]. Like the relief theory, Taoist
philosophy also sees laughter as being natural that can enable people to merge with
nature. Both Laozi and Zhuangzi share a passion for laughter and believe humor
helps promote emotional tranquility [133].

Laughter molds or shapes “the meaning of utterance in speech” [130, p. 108].
This change of meaning in oral discourses can be illustrated by for instance,
signaling what has just been said as not being serious (Glenn) or clarifying
ambiguity (Adelswird). It could also simply indicate a friendly signal meaning that
others can relax [2].

To understand how laughter modifies the meaning of speech, an interrogation
of features of stimulus of laughter and its communicative functions in interactive
contexts is central. Laughter can communicate affect [132], various emotions [138],
can imply whether listeners’ implicit preferences are congruent with those of the
speakers [139], can also communicate the speaker’s face needs. In the Chinese
culture, face is perceived as particularly important [115]. Chinese face is closely
related to the community and concerns an individual’s consideration of community
judgement [114]. Positive face, either “competent” or “affective”, is particularly
important in understanding ICSs’ use of laughter.

The stimulus of laughter could feature criticism towards other, could also
feature self-deprecation/self-critique or conflict (Fang & Faure [53]; Nesi [113]; Yue
[156]). In situations where the referent of laughter focuses on self, featuring
competence for instance, the speakers’ competent face is usually enhanced.
However, inadequacy or incapability of any type can impair speaker’s competent
face. When this happens, speakers usually tend to choose to enhance their affective
face to compensate (Partington [121]). Apart from focusing on self, the object of
laughter can also feature criticism towards other. Laughter in these instances can
help to express criticism towards those who are different. Regarding any unbalanced
power structures, laughter can be used by the ones who sit at the less powerful end
to shake these established structures (Holmes [77]). In these situations, laughter
functions as a cover for accusation. When the referent of laughter features conflict,
laughter is usually seen as a response to incongruities (Nelson [112]).
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Learners of the Confucian heritage background seem to view themselves as
non-humorous and also tend to believe that loud laughter could make others nervous
or being uncomfortable (Liao [95]). Humor is seen as “an act of low taste, improper
manners, social informality” [133, p. 415]. It is also viewed as the least important
factor influencing personal character and is seen as an informal act. Too much
laughter is considered for instance as “destroying one’s will and spirit” [133, p. 410].

International Chinese students, however, laugh frequently. Laughter changes
or at least modifies the meaning of utterance in oral discourses (Adelswird [2). Yet
to what extent their use of laughter changes the meaning of their utterances has
rarely been documented. ICSs’ attempts at humour could potentially be
misinterpreted by their foreign peers and educators of the multicultural classroom,
who do not take laughter into account. This can potentially risk misinterpreting this
group of learners, let alone facilitating a much smoother and a more inclusive and
successful adjustment.

International Chinese students frequently used laughter in their oral
discourses. Through analysis of stimuli of laughter, laughter was found to have
either altered or modified the meaning of their speech. There are complexities
regarding how they used laughter. There are variations when the stimulus focuses on
self: deprecation and competence. Within the broad category of deprecation,
laughter functioned differently. Someone used laughter to convey the message that
he was modest and therefore do not take his utterance literally. His use of laughter to
some extent reflected her inscribed cultural values for instance exhibiting modesty.
Interpreting and decoding her use of laughter here requires an understanding of
home cultural knowledge. In situations where they use laughter to alter their
meaning of utterances, this understanding becomes particularly important. Other
however, used laughter to meet their positive face needs. When stimulus of laughter
features competence, they used laughter to express their positive face needs.
Stimulus of laughter can be featured competence: being capable and being in
control. This shows some level of ‘divergence’. There are differences regarding the
object of laughter featuring criticism towards another. Laughter can be used to create
affinity with the interviewer, aiming to reinforce affective face needs or as a cover
for criticism of lecturers and the exercise papers respectively. This again shows
some level of ‘divergence’ (Zhou, Lam, & Chan [159]). Jianli Wang in his study
founded to use laughter also to help express the coexistence of conflicting practices
and to communicate their resolution of contradictions [154]. Interpretations without
taking laughter into account can, therefore, be inappropriate or misleading, which
can block cross-cultural understanding and communication.
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2.3 Multicultural literacy of local and foreign students: a comparative
analysis

As presented in the findings of Zamroniand other [158], the only factor
differing between the cross-cultural competence of students is understanding of own
and others’ cultures. This finding deserves investigation, especially in terms of the
causal factors, either internal or external. The internal factors are related to the
understanding of the concepts of multicultural education, students’ personal
experiences in their social life, and the students’ motivation to appreciate differences
and diversity. The external factors are related to the national policy, education
policy, education culture, and the social culture in integrating the concepts of
multicultural education.

This difference between countries may occur due to the higher diversity,
which means that there is more opportunity for students to experience more various
social and cultural interactions. For instance, in terms of religion or ethnicities.
Ethnicity is defined as the social organization of cultural difference, that is, the
production and reproduction of difference in relation to other groups that creates a
sense of similarity within the focal group (Jenkins [80]). Hence, the process of
identification within a group involves dialectic interplay between similarity and
difference.

Meanwhile, diversity occurs in a larger scale when the students come from
various countries. This implies that the Indonesian students have more opportunities
to have new friends coming from different regions, living in different areas, and
interacting with those with different ethnicities and religions. This is in line with the
concept of symbolic interactionism introduced by George Herbert Mead, that a
person develops his social competence, including the cultural competence, through
social processes (Ahmadi [3]). Furthermore, Charon [33] mentions that the
processes can be described in a certain pattern, of which the elements are the
language used and the social objects and points of view. The processes come in the
form of social interactions using dynamic symbols and the ability of a person to
understand these symbols is influenced by socialization of the context in which the
symbols occur, the actual content and processes people use to socialize others, and
the results arising from those contexts and processes (Ahmadi; Magala).

Socialization becomes an important element influencing the formation of
cross-cultural competence because it is a central process in social life (Convertino,
Levinson, & Gonzélez [39]; Persell [123]). The society, thus, is seen as the primary
factor responsible for how individuals learn to think and behave. In relation to this,
students living in a multiethnic area usually need to have a higher motivation to
adapt to the social life rather than those living in a monoethnic society. Therefore, it
Is important for students living in this setting to learn to develop their personality,
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regarding the personal and social competence, such as the ability to communicate
effectively in a multiethnic society. Cultural awareness, thus, is an important
element to Dbuild crosscultural competence (Madden [102]). In addition,
multicultural perspectives can be introduced to students through practices that are
legally based on the national policy regarding multicultural education.

A study in the Netherlands [112] explored health care delivery systems in a
multicultural society and proposed five strategies for adapting to cultural diversity,
two of which focused on programs building between health care providers and
patients better communication. Furthermore, in multicultural contexts, providers
with broad competencies, such as trust and high levels of self-reflection, can be
achieved with robust training [152; 153]. Therefore, policymakers must be aware of
the need for cultural competency education, especially to ensure the safety of people
from other cultural backgrounds.

Another major concept underpinning cultural diversity is human interaction,
including verbal and non-verbal communication, such as limited eye contact and
varying body language. It is well known that in some Middle Eastern countries, eye
contact is an inappropriate behavior if people are of the opposite sex, which is why
verbal communication is more important and effective in these situations. On the
other hand, in western countries, if people do not look each other in the eye, it is
considered to be ineffective communication. Therefore, in order to establish
effective multicultural relations, a series of aspects of cultural diversity need to be
considered. Claramita and colleagues [154] found in their study in South Asia that
"social distancing" and "closeness™ are important. For example, studies in Indonesia
showed that nonverbal cues are used more frequently than verbal communication
[155]. Therefore, it is very important to understand the cultural differences between
countries, even within the same region.

The environment also affects the way you communicate. In a systematic
review by Rocque and Leanza, the impact of cultural, microcultural and contextual
Issues on communication was demonstrated [125].

Barnhardt describes what one needs to know about learning another culture:
“One of the first things to recognize is that the more you learn about another culture,
the more you will find out about yourself. We all carry around our own
sub-conscious culturally conditioned filters for making sense out of the world
around us, and it isn’t until we encounter people with a substantially different set of
filters that we have to confront the assumptions, predispositions and beliefs that we
take for granted and which make us who we are. To illustrate how those differences
can come into play, the following chart summarizes some of the characteristics that
tend to distinguish the view of the world as exhibited in many indigenous from that
embodied in Western scientific tradition” [12, p. 169]. Barnhardt concludes that
differences in cultural perspectives such as those outlined above have enormous

50



implications for all aspects of how we approach the tasks of everyday life, not the
least of which is the education of succeeding generations. In most indigenous
communities today, it is apparent that aspects of both the indigenous and Western
perspectives are present in varying degrees (Table 2.3).

Table 2.3 — Differences in cultural Indigenous and Western world view

Indigenous World View

Western World View

Spirituality is embedded in all elements of the
COSMOs.

Humans have responsibility for maintaining
harmonious relationship with the natural world.
Need for reciprocity between human and
natural-world-resources are viewed as gifts.
Nature is honored routinely through daily spiritual
practice. Wisdom and ethics are derived from
direct experience with the natural world.

Universe is made up of dynamic, ever-changing
natural forces. Universe is viewed as a holistic,
integrated system with a unifying life force.

Time is circular with natural cycles that sustain all
life.

Nature will always possess unfathomable
mysteries.

Human thought, feelings and words are
inextricably bound to all other aspects of the
universe. Human role is to participate in the
orderly designs of nature. Respect for elders is
based on their compassions and reconciliation of
outer-and inner direct knowledge. Sense of
empathy and kinship with other forms of life.
View proper human relationship with nature as a
continuous two-way, transactional dialogue.

Spirituality is centered in a single Supreme
Being.

Humans exercise dominion over nature to use it
for personal and economic gain. Natural
resources are available for unilateral human
exploitation. Spiritual practices are intermittent
and set apart from daily life. Human reason
transcends the natural world and can produce
insights independently.

Universe is made up of an array of static
physical objects.

Universe is compartmentalized in dualistic
forms and reduced to progressively smaller
conceptual parts.

Time is linear chronology of “human progress”.
Nature is completely decipherable to the
rational human mind.

Human thought, feeling and words are formed
apart from the surrounding world. Human role
is to dissect analyze and manipulate nature for
own ends. Respect for others is based on
material achievement and chronological old
age.

Sense of separateness from and superiority over
other forms of life.

View relationship of humans to nature as a
one-way hierarchical imperative.

Footnote — Source: [12, p. 169].

King argued that many teachers are aware of the importance of practicing
interacting with others using a new language. However, large class sizes and a




mandated curriculum that focuses more on grammatical accuracy than on
communicative competence make interaction virtually impossible. There are many
studies focusing on innovation in teaching pedagogy, evaluation and assessment in
learners ’outputs and their language proficiency. Among impacting factors for
positive learning outcomes are external activities and cross-cultural understanding to
improve English language capability and promote interactive learning, especially
with regard to such skills as cross-cultural understanding. That means inculcating
the feeling of familiarity and commonality to replace the former apprehensions and
misunderstandings between neighboring nations. In this aspect, it is sensible to
create a good learning environment or organize external activities outside the
classroom, such as camp activities or inter-cultural expedition camp to develop
learners ’cross-cultural understanding as well as improve their communication skills.

In recent years, many scholars have paid attention to the important role of
culture and language learning. Shemshadsara [133, p. 95] makes interesting remarks
as follows: “Culture awareness has become an important focus of modern language
education, a shift that reflects a greater awareness of the inseparability of language
and culture, and the need to prepare students for intercultural communication.” The
citation above reveals a need to integrate cultural understanding in teaching a new
target language. Therefore, it is important for the lecturer to develop cultural
understanding either in or outside the classroom context that, if successfully
integrated, will significantly lead to general human knowledge.

In addition, Knutson [87, p. 591] states that in order to broaden the humanistic
scope of the second/foreign language curriculum, and at the same time alleviating
the pressure of a typically over-extended instructional agenda, the teaching of
culture can relate an understanding of the target and home cultures as they relate to
one another, with explicit reference to the learner’s culturally subjective position. In
this way, the learner will become more sensitive to his/her cultural identity and
attitudes towards the other, arguing for increased emphasis on an understanding of
self as cultural subject and openness of mind toward cultural difference.

Viewed in light of what has been discussed earlier, it is important to embody
cross-cultural awareness to enhance students’ ability to communicate effectively
with people from different cultures. That means in teaching them, for example
English, it is not enough to only focus on English grammatical structures, and
vocabulary, but cross-cultural understanding as well.

As obvious, there are many limitations in traditional teaching methods, of
which lecturer are found either standing using a microphone or sitting at their desks
talking to the students, who passively listen to the lecture, even lecturers try to
engage their students with project-based learning. Wilson and Brooks point out that
the project used as the final evidence for students’ learning achievement has a lot of
limitations.
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Multicultural literacy help local students to acquire professional competencies
as well as cross cultural and workplace skills. Teaching methods and learning
content, as well as the learning environment, need to be changed to inspire students
to learn what they want, the way they want. Many studies have revealed that outside
classroom learning with integration of cross-cultural understanding can enrich
students’ learning experience. Moreover, the learning environment also has positive
impacting factors. In this aspect, it is practical to create a new way of teaching to
local students to develop their communication skills in a natural learning atmosphere
with international students.

A recent research on learning across cultures showed that learning about a
new culture is a way that can maximize the students’ chances of making positive
learning outcomes, especially in terms of adaptation of the learning experience that
includes or involves people from diverse cultural backgrounds. Barnhardt [12, p.
167] remarks that: “When we learn to relate to each other and teach in a culturally
considerate way, we benefit not only those with whom we work, but we benefit
ourselves as well. We are all cultural beings and accelerating changes in the makeup
of the world around us makes the fact an increasingly obvious and inescapable in
any setting involving people from diverse cultural backgrounds”.

That is to say we need to integrate cultural understanding in learning. That
means they need to know their own immediate world as well as the larger world in
which they are situated, and the inter-relationship between the two. To achieve such
a goal requires attention to the local culture in a holistic and integrated manner as set
in the curriculum, and then build or extend the students’ learning experience with
everything else that is grounded in that reality. However, the focus is not on the
teaching content based on the curriculum, but on what students might be learning.
The lecturer’s task is to create appropriate learning environments that reinforce what
the students want to learn. The lecturer’s role is to help students learn how to learn.
In this way, what is considered important is to develop students’ problem-solving,
decision making, communicating, and inductive reasoning. All these skills are
needed and applicable across time and place. As a result, students learn in culturally
adaptive ways to acquire all the skills that are beneficial to themselves, their
community and society as a whole.

Egbert explains that learning environments is considered an important
component of learning. Since the environment is a system and not truly a set of
discrete components, lecturers should be encouraged to consider explicitly other
components that impact the learning environment. Therefore, learners must be
prepared with more than subject matter and that the use of technology mandates a
greater emphasis on thinking skills and strategies in classroom activities for learners;
engagement, foreign language, and critical thinking are embedded in the learning
environment.
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The move to online courses raises related questions about the new learning
environment it creates for students. Independent study is challenging because it
often requires a healthy state of mind to achieve good results. Learning in a
pandemic situation is even more demanding due to the uncertainty and anxiety that
comes with it. This has been exacerbated by the sudden shift of lectures from
classroom settings to virtual learning. COVID-19 measures have created unique and
creative conditions for studying the interplay between learning and a learner's
cultural belonging.

Learning in a pandemic situation is even more demanding due to the
uncertainty and anxiety that comes with it. This has been exacerbated by the sudden
shift of lectures from classroom settings to virtual learning. Research by K. E.
Anusionwu and A. Zabrodskaja in Estonia has shown that due to the lack of
university facilities (often supplementary to students), the learning process leads to
the creation of alternative learning spaces that are in some cases unsuitable for study.
Studying in a shared apartment is neither comfortable nor convenient. In some cases,
students must go to cafes and restaurants for classes, and in some cases, they must
be connected to classes while taking public transportation. However, the participants
almost unanimously agreed to use the learning spaces they created during this
period, affirming that the online learning environment offers a lot of flexibility in
this regard. Although certain uncertain situations have affected their studies,
international students have found a way to deal with the situation by adapting and
adapting to it.

Many universities offer Distance Education (DE) courses and programs to
address the diverse educational needs of students and to stay current with advancing
technology. P. Fidalgo, J. Thormann, O. Kulyk et al. conducted a multinational study
of students’ perceptions on distance education [55]. A survey was distributed to
undergraduate students in Portugal, UAE and Ukraine. The results of this pilot study
showed that in all three countries, students’ major concerns about such programs
were time management, motivation, and English language skills. Although students
were somewhat apprehensive many indicated they were interested in taking DE
COUrSES.

More than one third of Portuguese students shared that managing class and
study time, saving time by choosing study location and working at their own pace
were reasons to enroll in DE. About two thirds of the students from Ukraine reported
that working at their own pace and managing their study time were reasons to enroll.
A little more than half of these students reported that reasons for enrolling in DE
included managing class time, saving time by selecting study location and not
having to travel to school as well as having more options for courses or colleges to
attend. Almost half of the UAE students had similar reasons for enrolling in a DE
courses including managing class and study time, saving time by choosing study
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location and working at their own pace. In addition, a little more than half of the
UAE students also shared that having more options for courses or colleges to attend
were reasons to enroll. The reasons that were selected the least by all three groups
were that courses were less expensive and enrolling in a preferred program..

Students were given eleven options as to why they would not enroll in DE
courses. Two reasons that were chosen most often were difficulty staying motivated
and preferring face-to-face classes. A small number of Ukraine students reported this
as a reason to not enroll in DE courses. Difficulty getting immediate feedback was
also a concern for UAE students. Close to one third in the three groups indicated that
difficulty contacting the instructor and interacting with peers as well as missing
campus life are reasons for not enrolling. About one tenth of Portuguese, one fifth of
Ukraine and one fifth of the UAE students reported difficulty getting accreditation
as a reason for not enrolling. Not knowing enough about DE was indicated by one
tenth of Portuguese, one fifth of Ukraine and one fifth of the UAE students. Only a
small number of all the students indicated three categories that are frequently cited
in the literature as preventing students from enrolling, these include access to
technology, feeling of isolation and too great an expense.

About regarding the preparation they think they would need before enrolling
in a DE course. A little over one tenth of the Portuguese students indicated that they
needed better computer equipment, writing skills and a dedicated study space. About
one quarter of these students reported they need better skills in the following areas:
time management, computer and English language skills, as well as needing to have
learning goals and objectives. Having a better Internet connection and the need to
develop a study plan was shared by approximately one third of these students.
Finally, the highest rated prerequisite for these Portuguese students was to be more
motivated.

Few of the Ukraine students felt that they needed better computer equipment
or skills, a dedicated study space or a better Internet connection at home. Their
concerns focused on their behaviors as students since half or a little more than half
felt they needed to be more motivated, have learning objectives and goals, a study
plan and better management skills. About one third of these students also reported
that they needed better English language skills.

The UAE students were less confident than the Ukraine students about
computer skills and needing better equipment and a better Internet connection at
home. Almost half of these UAE students reported their need for a study plan and
motivation as their most pressing needs. Better management and English language
skills were recorded by about one third of the students. One quarter of the UAE
students felt they needed better writing skills and a dedicated study space.

Almost one quarter of the Ukraine students are extremely interested in taking
DE courses and almost half are Somewhat interested. This contrasts with the
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students from Portugal who indicated that only 5% are extremely interested and
almost a quarter Somewhat interested. The UAE students’ interest in enrolling fell in
between the students from the two other countries. One fifth to almost one third of
all three groups were Neutral/Unable to judge. About one tenth of students from
Ukraine reported Not being very interested or Not at all interested which contrasts
with the Portuguese and UAE students whose numbers were about one half and one
quarter respectively [160].

Data indicates close to a 100% of the UAE residents use the Internet at home
or on their mobile devices. By contrast, a smaller percentage of individuals use the
Internet in Portugal and the Ukraine. Internet use in each country does not seem to
greatly affect UAE students’ opinions regarding DE.

Students’ perceptions of DE vary across the participants from the three
countries. Portuguese and Ukrainian students rated DE more favorably than UAE
students. Half of the Ukrainian students have experience with DE, which might
account for their favorable attitude. In contrast, in Portugal only a very small
percentage of the students had experience. However, this does not seem to have
negatively influenced their attitude towards DE. The interest level and engagement
with new technologies by Portuguese students may help explain the favorable
perception the participants had toward DE.

Ukrainian students reported a high level of confidence in operating
technological devices. The reason for this may be, in part, state educational
requirements. Since the end of the 1990s, all Ukrainian students in secondary
schools have at least one computer course as a mandatory element of their
curriculum. This course covers a wide range of issues, which vary from information
society theory to applied aspects of computer usage. Among the seven learning goals
of this course three address digital literacy. Ukrainian students who responded to the
survey have taken computer courses for at least 5 years.

In the UAE, most DE courses and programs are not accredited by the Ministry
of Education, which may account for UAE students lack of experience and their
inability to judge this type of instruction.

It is worth analyzing the reasons why students enrolled or would enroll in DE
courses. The reasons for taking DE courses, such as time management issues, are
supported by studies concerning self-regulation and higher retention rates. Students’
interest in having more control of their study time is also mentioned as one of the
primary benefits of DE. Regarding the reasons for not enrolling in DE courses,
participants from the three countries mentioned difficulty contacting instructors and
peers. Also, more than half of the students in Portugal and the UAE indicated they
preferred face-to-face classes. Most students have spent their entire academic lives
in traditional classes where interaction and immediate feedback from instructors and
peers are more common. These concerns may be why students perceive they would
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lose a familiar type of interaction and have to engage with classroom participants in
a new and different way. It should be noted that the Portuguese and UAE students
were enrolled in teacher education programs and are training to be face-to-face
teachers. They may not understand the potential of DE format and are not preparing
or expecting to use DE in their professional careers.

Difficulty being motivated was another reason chosen by the participants of
the three countries to not enroll in DE courses. The lack of experience in this type of
educational format may help explain student lack of confidence with their ability to
study and stay on task. This response contrasts with the reasons reported for
enrolling in DE courses such as controlling their study time. On one hand,
participants like the prospect of having the ability to manage their own time. On the
other hand, they are concerned they may lack the discipline they need to be
successful.

Although the literature indicates that access to technology, isolation and
expense are reasons frequently cited as preventing students from enrolling in DE
courses, these reasons were selected by a very small percentage of the participants of
this study. Access and affordability of technology has rapidly increased over the last
decade which may help explain this inconsistency. Students may understand that DE
courses are now less expensive than traditional university courses and they do not
cite this as a reason for not enrolling. Relatively few students indicated they would
feel isolated. Since this generation is in constant communication using technology
they may not associate DE learning with isolation. However, it is interesting to note
that there was a greater concern for interacting with instructors and peers than
isolation.

Summary of Chapter 2

The success of intercultural communication largely depends on the cognitive
abilities of individuals. People with a more complex cognitive system are able to be
“person-oriented” and “take a point of view” in communication, and in the case of
intercultural communication, they are able to see a culturally different person as
equally complex in relation to themselves. As people become more interculturally
competent, there is a shift from ethnocentrism to ethno-relativism.

For international students, even those with a good command of the language
of the host country, it is often difficult to adapt to the cultural context of the host
country. Educators should pay more attention to the complexities of the process of
adapting foreign students to institutional discursive practices and overcoming
subjectivities. For example, for Chinese students, laughter plays an important role in
the formation of meaning. Understanding this will help optimize intercultural
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communication and promote a more positive and inclusive educational experience
for Chinese international students.

Multicultural communication is equally important for both foreign and local
students, which is a guarantee of an equal and non-discriminatory education for all
students. Multicultural education needs to be taught, integrated and implemented in
the most appropriate way for the goals to be achieved. International studies have
shown that the further development of distance education has good prospects in the
context of multicultural education.
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CONCLUSION

Intercultural communication is a social phenomenon that looks at how people
from different cultural backgrounds communicate in similar and different ways, and
how they strive to communicate across cultures. Intercultural exchange provides an
opportunity to share ideas, experiences, and different perspectives and perspectives
by interacting with local people. The ability to recognize and respect diversity is
often referred to as intercultural competence. Cultural competence is important for
intercultural communication.

Intercultural communication includes verbal communication and non-verbal
communication. The tendency to assess the appropriateness of behavior from other
cultures depends largely on one's own cultural preferences. Cultural competence is
defined as an understanding of a culture's shared beliefs, norms and values,
including their thinking, communication styles, interaction styles, perspectives on
roles and relationships, practices, customs and behaviors related to these issues.
Culture determines how we interpret and value our world, and it provides us with a
lens through which we can find meaning. We are all influenced by and belong to
multiple cultures that transcend race and ethnicity. In multicultural countries, there is
substantial evidence of the acquisition of cultural and linguistic competence.
Intercultural competence is understood as the set of cognitive, behavioral and
emotional components that enable an individual to adapt effectively, whereas
intercultural competence can be viewed as the skill to communicate effectively and
appropriately with people from other cultures.

Multicultural education, as a pedagogical response to the increasing cultural
heterogeneity of our living spaces, is an integral part of every modern and current
educational activity. Most importantly, universities need to ensure that they are open
and responsive to changes in the external environment. For internationalisation to be
fully effective, universities (including all staff, students, programmes and activities)
need to keep pace with cultural changes and be willing to adapt to them. New
distance learning technologies, such as interactive teleconferencing, enable students
thousands of miles apart to communicate and interact in virtual classrooms.

Research proves the effectiveness of a variety of methodical methods and
didactic tools (Multicultural literary texts, Fantasy Role-Playing, Continuous Story,
Debate, Radio Program, and Broadcasting on Periscope) as well as form of
education (traditional and online university, an-out-of-class method, Out-of-class,
Camp activities). There are many strategies used in the practices of multicultural
education: social action approach, transformation approach, additive approach,
contributions approach. The use of these strategies creates opportunities for various
meaningful experiences because the perceptions of multicultural education are built
comprehensively in order to develop the students’ cross-cultural competence. With
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more chances to experience diversity, students can develop their ability in learning
and adapting to diverse cultures.

The cross-cultural errors (added onto the already existing errors associated
with intracultural communication) are shown as “contextual noise” and “contextual
loss”. The cause of Possible distortion may be the degree of context insofar as
context as pre-programmed information does vary in meaning across cultures, the
contextual elements in communication will yield additional interferences to
communication. Taking into account the context educators of the multicultural
classroom could better promote cross-cultural understanding and communication.

Studies in communicative constructivism show that people who are more
cognitively complex are also more able to be “person-centered” and
“perspective-taking” in their communication (although they may not always exercise
the ability). These qualities are associated with more successful interpersonal
communication. More successful intercultural communication similarly involves
being able to see a culturally different person as equally complex to one’s self
(personcentered) and being able to take a culturally different perspective. Thus,
greater intercultural sensitivity creates the potential for increased intercultural
competence. As people became more interculturally competent there was a major
change in the quality of their experience, which he called the move from
ethnocentrism to ethno-relativism.

International students who are affluent and proficient in their host language
yet are not competent with their host cultural knowledge that is required for
interpretation, understanding and appreciation not able to adjust/adapt well to their
host learning context. We follow Kettle’s call for the need to focus more on spelling
out the complexities of international students’ process of adaptation to institutional
discursive practices and negotiation of subjectivities.

By offering some suggestions were concluded that are aimed at optimizing
cross-cultural communication and promoting a more positive and inclusive
educational experience for these students. To promote cross-cultural understanding
and communication, Chinese learners’ use of laughter in meaning making needs to
be considered. Laughter plays a significant part in shaping or molding meaning into
international Chinese students’. In instances when laughter functions to alter or
modify the meaning of utterance, this consideration is particularly pivotal. This
endeavor will hopefully lead to these learners’ appreciation and sense of belonging.

There are structural and cultural constraints to establishing multicultural
education policy at all education levels. In addition, social problems due to the lack
of understanding of a multicultural education perspective frequently occur. The
multicultural education needs to be taught, integrated and implemented in the most
appropriate way in order that the goals be fulfilled. A prior consideration of the
social and cultural settings is needed before a program can be designed. To sum up,
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although the detailed practices of multicultural education in different countries are
different, they orient towards the same goal, that is, providing equal and
non-discriminative education for all students.

The international studies showed that further development of distance
education have good prospects. The students’ primary concerns regarding taking DE
courses were similar among different countries. These concerns included time
management, motivation, and English language skills. However, this did not totally
diminish participants interest in taking online courses.

61



REFERENCES

1.Aberg, L. Integration work as a situated communicative practice : Assuming,
establishing and modifying cultural differences / L. Aberg, & A. Mikitalo // Learning,
Culture and Social Interaction. — 2017. — No.15. — pp. 56-68.

2.Adelswird, V. Laughter and Dialogue: The Social Significance of Laughter in
Institutional Discourse / V. Adelswérd // Nordic Journal of Linguistics. — 1989. — Vol.
12(2). — pp. 107-136.

3.Ahmadi, D. Interaksi simbolik: Suatu pengantar / D. Ahmadi // Mediator. — 2008.
—\ol. 9(2). — pp. 301-316.

4.Alwood, J. Intercultural communication / J. Alwood // In Alwood, J. (Ed.),
Tvarkulturell Kommunikation. Paper in Anthropological Linguistics 12. University
of Goteborg, Department of Linguistics, 1985. — 245 p.

5.Antonacopoulou, E. P. Making the Business School More “Critical”: Reflexive
Critique Based on Phronesis as a Foundation for Impact / E. P. Antonacopoulou //
British Journal of Management 2010. — No.21. — pp. 6-25.

6.Arkoudis, S. International students in Australia: Read ten thousand volumes of
books and walk ten thousand miles / S. Arkoudis, L. T. Tran // Asia Pacific Journal
of Education. — 2007. — Vol. 27(2). — pp. 157-169.

7.Arkoudis, S. International Students in Australia: Read ten thousand volumes of
books and walk ten thousand miles / Sophie Arkoudis, and Ly Thi Tran // Asia Pacific
Journal of Education. —2007. —\ol. 27 (2). — pp. 157-169.

8.Aydin, H. Perceptions on mother tongue (Kurdish) based multicultural and
bilingual education in Turkey / H. Aydin & B. Ozfidan // Multicultural Education
Review. — 2014. — \Vol. 6(1). — pp. 21-48.

9.Ballard, B. Generic skills in the context of higher education / B. Ballard, & J.
Clanchy // Higher Education Research and Development. — 1995. — No 14. — pp. 155—
166.

10.Banks, J. A. The stages of ethnicity: Implications for curriculum reform/ J. A.
Banks // In J. A. Banks, Multiethnic education: Theory and practice (2nd ed). —
Boston, MA: Allyn & Bacon, 1988. — pp. 193-202.

11.Banks, J.A. Multicultural education: Characteristics and goals / Banks, J.A. //
In JA. Banks & C. A. M. Banks (Eds.), Multicultural Education: Issues and
Perspectives (9th ed.). — New Jersey: John Wiley & Sons, Inc., 2016. — pp. 2-23.

12.Barnhardt, R. Teaching/learning across cultures: Strategies for success / R.
Barnhardt // In R. Neil (Ed.), Voice of the drum. — Brandon, Manitoba: Kingfisher
Publications, 2000. — pp. 167-176

13.Barnlund, D. Communication in a global village / D. Barnlund // In M. J.
Bennett (Ed.), Basic concepts of intercultural communication: A reader. — Yarmouth,

ME: Intercultural Press, 1998. — pp. 35-51.
62



14.Bateson, G. Mind and nature: A necessary unity / G. Bateson. — New York:
Dutton, 1979. — 306 p.

15.Bateson, G. Steps to an ecology of mind: Collected essays in anthropology,
psychiatry, evolution, and epistemology / Bateson, G. — San Francisco, CA: Chandler,
1972. — 408 p.

16.Bennett, J. M. Cultural marginality: Identity issues in intercultural training / J.
M. Bennett // In R. M. Paige (Ed.), Education for the intercultural experience (2nd
ed.). — Yarmouth, ME: Intercultural Press, 1993. — pp. 109-135.

17.Bennett, J. M. Developing intercultural competence in the language classroom
/ J. M. Bennett, M. J. Bennett, & W. Allen // In D. L. Lange & R. M. Paige (Eds.),
Culture as the core: Perspectives on culture in second language learning. — Greenwich,
CT: Information Age Publishing, 2003. — 516 p.

18.Bennett, J. M. Developing intercultural sensitivity: An integrative approach to
global and domestic diversity / J. M. Bennett, M. J. Bennett // In D. Landis, J. Bennett
& M. Bennett (Eds.), Handbook of intercultural training (3rd ed.). -Thousand Oaks:
Sage, 2004. — pp. 147-165.

19.Bennett, M. J. A developmental approach to training for intercultural
sensitivity / M. J. Bennett // International Journal of Intercultural Relations. — 1986. —
\ol. 10(2). — pp. 179-196.

20.Bennett, M. J. Becoming interculturally competent / M. J. Bennett // In J.S.
Wurzel (Ed.) Toward multiculturalism: A reader in multicultural education. — Newton,
MA: Intercultural Resource Corporation, 2004. — 425 p.

21.Bennett, M. J. Embodied ethnocentrism and the feeling of culture: A key to
training for intercultural competence / M. J. Bennett, & I. Castiglioni // In D. Landis, J.
Bennett & M. Bennett (Eds.). Handbook of intercultural training (3rd ed,). —
Thousand Oaks: Sage, 2004. — pp. 249-265.

22.Bennett, M. J. How not to be a fluent fool: Understanding the cultural
dimentsions of language / M. J. Bennett // In A. E. Fantini, (Vol. Ed.) & J. C. Richards
(Series Ed.). New ways in teaching culture. New ways in TESOL series Il: Innovative
classroom techniques. — Alexandria, VA: TESOL, 1997. — pp. 16-21.

23.Bennett, M. J. Intercultural communication: A current perspective / M. J.
Bennett // In M. J. Bennett (Ed.), Basic concepts of intercultural communication: A
reader. — Yarmouth, ME: Intercultural Press, 1998. — pp. 1-34.

24.Bennett, M. J. Towards ethnorelativism: A developmental model of
intercultural sensitivity / M. J. Bennett // In R. M. Paige (Ed.), Education for the
intercultural experience (2" ed.). — Yarmouth, ME: Intercultural Press, 1993. — pp.
21-71.

25.Berger, A.A. How jokes work? Seven humor theorists in search of a joke:
Multidisciplinary perspectives on a humorous text / A.A. Berger // The Languages of
Humor: Verbal, Visual, and Physical Humor. — 2018. — No. 36. — pp. 123-127.

63



26.Biggs, J. Teaching across and within cultures: the issues of international
students / J. Biggs // Higher Education Research and Development Society of
Australasia, Adelaide, Australia. — 1997. — 317 p.

27.Brown, G. S. Laws of form / G. S. Brown. — Toronto, Canada: Bantam, 1972.

28.Byram, M. Introduction / M. Byram, D. Nichols, & D. Stevens // In M. Byram,
D. Nichols, & D. Stevens (Eds.), Developing Intercultural Competence in Practice. —
Clevedon: Multilingual Matters Ltd, 2001. — 457 p.

29.Cai, M. Multicultural Literature for Children and Young Adults / M. Cai. —
Westport: Greenwood Publishing Group, 2002 — 605 p.

30.Caswill, C. Doors and Boundaries: A Recent History of the Relationship
between Research and Practice in UK Organizational and Management Research /
C. Caswill, and R. Wensley // Business History. — 2007. — Vol. 49(3). — pp. 293-320.

31.Celuch, K. The cross-cultural comparison of different communication styles
among Convention and Visitors’ Bureaus (CVB) / K. Celuch, A. Glinska-Newes, M.
van Niekerk // International Journal of Contemporary Management. —2018. — Vol. 17,
No. 4. — pp. 27-42.

32.Cetin, I. The possibility of multiculturalism in a nation state: A debate on
Europe and Millet system / . Cetin // Studia Sociologica V. — 2013. — No.2. — pp. 73—
85.

33.Charon, J. M. Symbolic interactionism: An introduction, an interpretation, an
integration / Charon, J. M. — Boston: Prentice Hall, 2010. — 398 p.

34.Cheung, C.-K., & Yue, X. D. Sojourn students’ humor styles as buffers to
achieve resilience / C.-K. Cheung, & X. D. Yue // International Journal of
Intercultural Relations. — 2012. — Vol. 36(3). — pp. 353-364.

35.Chia, R. The Nature of Knowledge in Business Schools / R. Chia and R. Hoilt.
/I Academy of Management Learning & Education. — 2008. — Vol. 7(4). — pp.
471-486.

36.Claramita, M. Developing and validating a guideline on doctor-patient
communication for Southeast Asian context / M. Claramita, Y. Prabandari, J. Van
Dalen, C. Van der Vleuten // South-East Asian J Med Educ. — 2010. — Vol. 4(2). — pp.
23-30.

37.Claramita, M. Doctor-patient communication in Southeast Asia: a different
culture? / M. Claramita, M. D. Nugraheni, J. van Dalen, C. van der Vleuten // Adv
Health Sci Educ Theory Pract. — 2013. — Vol. 18(1). — pp. 15-31.

38.Clasquin, M. Real Buddhas Don’t Laugh: Attitudes towards Humour and
Laughter in Ancient India and China / M. Clasquin // Social Identities. — 2001. — Vol.
7(1). — pp. 97-116.

39.Convertino, C. Culture, teaching, and learning / C. Convertino, B. A. Levinson,
& N. Gonzélez // In James A. Banks & C. A. M. Banks (Eds.), Multicultural
Education: Issues and Perspectives New Jersey: John Wiley & Sons, Inc., 2016. — 9th

64



ed. — pp. 24-40.

40.Coskun, F. Benefits of out-of- class speaking activities for EFL students / F.
Coskun, & S. Malik // In Uluslararasi Turkce Edebiyat Kultur Egitim Dergisi Sayi. —
2016. —\ol. 5/3. — pp. 1448-1464.

41.Cross, W. E. The psychology of nigrescence: Revising the Cross model / W.
E. Cross // In J. G. Ponterotto, J. M. Casas, L. A. Suzuki, & C. M. Alexander (Eds.),
Handbook of multicultural counseling. — Newbury Park, CA: Sage, 1995. — pp. 93—
121

42.Cross-Cultural competence in multicultural education in Indonesian and New
Zealand high schools / Zamroni, S. I. A. Dwiningrum, J. Hope, B. Kartowagiran, T.
Sudartinah, A. Siteine, & Z. Yao // International Journal of Instruction, 2021. — Vol.
14(3). — pp. 597-612.

43.Damasio, A. The feeling of what happens: Body and emotion in the making of
consciousness / A. Damasio. — New York: Harcourt Brace, 1999. — 309 p.

44.Dasenbrock, R. W. Intelligibility and Meaningfulness in Multicultural
Literature in English / R. W. Dasenbrock // PMLA. —1987. — \Vol. 102, January, 1. —
pp. 1-19.

45.Davies, B. Positioning: The discursive production of selves / B. Davies, & R.
Harre” // Journal for the Theory of Social Behaviour. — 1990. — No. 20. — pp. 43-63.

46.Dawidowski, C. Theoretische Entwiirfe zur interkulturellen Literaturdidaktik
/I In Dawidowski, Ch. & Wrobel, D. (Eds.). — Interkultureller Literaturunterricht. —
Baltmannsweiler: Schneider Verlag, 2006. — pp. 25 — 27.

47.Delia, J. G. Cognitive complexity and the effects of schemas on the learning of
social structures / J. G. Delia, W. H. Crockett, & A. H. Gonyea // Proceedings of the
78"™ Annual Convention of the American Psychological Association. — 1970. — No.5.
— pp. 373-374.

48.Dervin, F. Multicultural Education in Finland / F. Dervin, M.
Paatela-Nieminen, & A.-L. Riitaoja // Renewed Intercultural Competencies to the
Rescue. — 2012. — \Vol. 14(3). — pp. 1-13.

49.Dretske, F. Knowledge and the Flow of Information / F. Dretske. — Oxford:
Blackwell, 1981.— 458 p.

50.Ellingboe, B.J. Divisional strategies to internationalize a campus portrait:
Results, resistance, and recommendations from a case study at a U.S. university / B.J.
Ellingboe // in Mestenhauser, J.A. and Ellingboe, B.J (eds.), Reforming the Higher
Education Curriculum: Internationalizing the Campus. -Phoenix, AZ: American
Council on Education and Oryx Press, 1998. — 199 p.

51.Ellson, T. Assessing Contribution of Research in Business to Practice/ T.
Ellson // Journal of Business Research. — 2009. — \ol. 62(11). — pp. 1160-1164.

52.Esselborn, K. Dialoge zwischen den Interkulturelle Literaturvermittlung
zwischen didaktischer Theorie und Praxis / K.Esselborn. — Tudicium: Miinchen, 2010.

65



— 302 p.

53.Fang, T. Chinese communication characteristics: A Yin Yang perspective /T.
Fang, & G. O. Faure // International Journal of Intercultural Relations. — 2011. — \ol.
35(3). — pp. 320-333.

54.Ferraro, G. The Cultural Dimension of International Business / G. Ferraro. —
Upper Saddle River: Person Prentice Hall, 2006. — 421 p.

55. Fidalgo, P. Students’ perceptions on distance education: A multinational study
/ P. Fidalgo, J. Thormann, O. Kulyk et al. // Int J Educ Technol High Educ. — 2020. —
\ol. 17 (18). — pp. 25-41.

56.Fiske, J. Introduction to Communication Studies / J. Fiske. — London:
Routledge, 1990. — 369 p.

57.Gejgusova, 1. Interpretace uméleckého textu v literarni vychové na zakladni
Skole / 1. GejguSova. — Ostrava: Pedagogicka f akulta Ostravské university, 2009. —
278 p.

58.Gesteland, R.R. Cross-Cultural Business Behavior: A Guide for Global
Management / R.R. Gesteland. — Copenhagen: Copenhagen Business School Press,
2012. — 308 p.

59.Glinska-Newes, A. et al. Relationship-focused or deal-focused? Building
interpersonal bonds within B2B relationships / A. Glinska-Newes et al. // Baltic
Journal of Management. — 2018. — 13(4). — pp. 508-527.

60.Goertzel, B. Faces of psychological complexity [Electronic resource] // Ben
Goertzel's  Research  Papers and Essays. - Mode of  access:
http://www.goertzel.org/papers/intro.html. — Date of access: 02.02.2022.

61.Gollnick, D. M. Multicultural Education in a Pluralistic Society / D. M.
Gollnick, & P. C. Chinn. — Boston: Pearson Education, Inc., 2017. — 516 p.

62.Grecmanova, H. & Urbanovska, E. Aktiviza¢ni metody ve vyuce, prostfedek
SVP / H. Grecmanové & E. Urbanovska. — Olomouc: Hanex, 2007. — 328 p.

63.Gudykunst, W. B. Anxiety, Uncertainty, and Perceived Effectiveness of
Communication across Relationships and Cultures / W. B. Gudykunst, and T. Nishida
/Il International Journal of Intercultural Relations. — 2001. — Vol. 25(1). — pp. 55-71.

64.Gulati, R. Tent Poles, Tribalism, and Boundary Spanning: The
Rigor-Relevance Debate in Management Research / R. Gulati // Academy of
Management Journal. — 2007. — Vol. 50(4). — pp. 775-782.

65.Haas, B. W. Enhancing the Intercultural Competence of College Students : A
Consideration of Applied Teaching Techniques/ B. W. Haas // International Journal of
Multicultural Education. — 2019. — \Vol. 21(2). — pp. 81-96.

66.Hadley, A. O. Teaching language in context/ A. O. Hadley. —. Boston: Heinle
and Heinle Publishers, 1993. — 257 p.

67.Hall, E. T. Handbook for Proxemic Research / E. T. Hall. — Washington:
Society for the Anthropology of Visual Communication, 1973. — 412 p.

66



68.Hall, E. T. The Dance of Life/ E. T. Hall. — Garden City: Anchor Press, 1983. —
259 p.

69.Hall, E. T. The Silent Language / E. T. Hall. — New York: Doubleday, 1959. —
178 p.

70.Hall, E.T. Beyond Culture / E.T. Hall. — New York: Doubleday, 1976. — 215 p.

71.Hammer, M. R. Measuring intercultural sensitivity: The Intercultural
Development Inventory / M. R. Hammer, M. J. Bennett & R. Wiseman // In R. M.
Paige (Guest Ed.). Special issue on the Intercultural Development. International
Journal of Intercultural Relations. — 2003. — \Vol. 27(4). — pp. 421-443.

72 Harre’, R. Positioning theory: Moral contexts of intentional action / R. Harre’,
& L. van Langenhove. — Oxford, England: Blackwell Publishers, 1999. — 312 p.

73.Harrington, A. W. What Is “Communication Context”? / A. W. Harrington, and
P. S. Rogers. — Ann Arbor: University of Michigan, School of Business
Administration, Working Paper, 1988. — 584 p.

74 Hellsten, M. Learning at university: The international student experience / M.
Hellsten, & A. Prescott // International Education Journal. — 2004. — No. 5. —pp.
344-351.

75.Hnik, O. Hrava interpretace v hodinach ¢teni a literarni vychovy / O. Hnik. —
JinoCany: H &H, 2007. — 412 p.

76.Hofstede, G.H. Cultures and Organizations: Software of the Mind / G.H.
Hofstede. — New York: McGraw-Hill, 1997. — 289 p.

77.Holmes, J. Politeness, power and provocation: How humour functions in the
workplace / J. Holmes // Discourse Studies. — 2000. — \Vol. 2(2). — pp. 159-185.

78.Jakobson, R. Poetyka w $wietle jezykoznawstwa / R. Jakobson // In: H.
Markiewicz (oprac.), Wspotczesna teoria badan literackich za granicg: antologia, t. 2:
Strukturalno-semiotyczne badania literackie, literaturoznawstwo poroéwnawcze, w
kregu psychologii glebi i mitologii. — Krakéw: Wyd. Literackie, 1976. — pp. 42—47.

79.Jenco, L. The Analects of Confucius / L. Jenco. — New York: Columbia
University Press, 2007. — 351p.

80.Jenkins, R. Rethinking Ethnicity: Arguments and Ecplorations / Jenkins, R. —
London: SAGE Publications, Ltd, 2008. — 398 p.

81.Jones, C. Introduction / C. Jones, J. Turner, & B. Street // In C. Jones, J. Turner
& B. Street (Eds.), Students writing in the university: Cultural and epistemological
issues. — Amsterdam: John Benjamins Publishing Company, 1999. — 249 p.

82.Kelly, G. Atheory of personality / G. Kelly. — New York: Norton, 1963. — 308
p.

83.Kettle, M. Agency as discursive practice: From “nobody” to “somebody” as an
international student in Australia / M. Kettle // Asia Pacific Journal of Education. —
2005. — No. 25. —pp. 45-60.

84 Kittler, M. Do We Understand Each Other? Discussing Academic Exchange

67



from a Cross-Cultural Communication Perspective / Markus Kittler // International
Studies of Management & Organization. — 2018. —\ol. 48. — pp. 333-351.

85.Kittler, M. G. Special Review Article: Beyond Culture or beyond Control?
Reviewing the Use of Hall’s High-/Low-Context Concept/ M. G. Kittler, D. Rygl, and
A. Mackinnon // International Journal of Cross Cultural Management. — 2011. — \ol.
11(1). — pp. 63-82.

86.Kittler, M. G. Understanding Misunderstanding in Intercultural
Communication: Theoretical Approach and Empirical Analysis / M. G. Kittler. —
Erlangen and  Nuremberg, Germany: Friedrich-Alexander  University
Erlangen-N€urnberg, 2008. —382 p.

87.Knutson, E. M. Cross-Cultural Awareness for Second Foreign Language
Learners / E. M. Knutson // The Canadian Modern Language Review. — 2006. — \ol.
62(4). — pp. 591-610.

88.Krippendorff, K. Information Theory. Structural Models for Qualitative Data /
K. Krippendorff. — Beverly Hills: Sage, 1986. — 278 p.

89.Kusa. J. Multicultural literary education and its didactic aspects / J. Kusa, J.
Sladova, K. Kopecky, M, Ml¢och // Procedia — Social and Behavioral Sciences. —
2014. — No. 112. — pp. 300 — 308.

90.Lakoff, G. Metaphors we live by / G. Lakoff, & M. Johnson. — Chicago:
University of Chicago Press, 1980. — 458 p.

91.Lakoff, G. Women, fire, and other dangerous things: What categories reveal
about the mind / G. Lakoff. — Chicago: University of Chicago Press, 1987. — 235 p.

92.Lasswell, H.D. The structure and functions of communications in society / H.D.
Lasswell // In: L. Bryson (ed.). The Communications of Ideas. — New York: Harper,
1948. — p. 23-36.

93.Lea, M. Student writing in higher education: New contexts / M. Lea, & B.
Stierer. — Buckingham, England: Society for Research into Higher Education and
Open University Press, 2000. — 401 p.

94.Lee, D. Humour in spoken academic discourse / D. Lee // NUCB Journal of
Language, Culture and Communication. — 2006. — Vol. 8(3). — pp. 49-68.

95.Liao, Z. Taiwanese perceptions of humor: A sociolinguistic perspective / Z.
Liao. — Taibei Wen He Publishing Pty Ltd., 2001. — 201 p.

96.Lillis, T. M. Student writing: Access, regulation and desire / T. M. Lillis. — New
York: Routledge, 2001. — 321 p.

97.Littlewood, W. Defining and developing autonomy in East Asian contexts / W.
Littlewood // Applied Linguistics. — 1999. — No. 20. —pp. 71-94.

98.Liu, J. Negotiating silence in American classrooms: Three Chinese cases / J.
Liu // Language and Intercultural Communication. — 2002. — \Vol. 2(1). — pp. 37-54.

99.Loevinger. J. Scientific ways in the study of ego development / Loevinger. J. —
Worchester, MA: Clark University Press, 1979. — 187 p.

68



100.Lynch, E. W. Developing cross-cultural competence / E. W. Lynch // In E. W.
Lynch & M. J. Hanson (Eds.), Developing Cross-Cultural Competence: A Guide for
Working with Children and Their Families. — Maryland: Paul H. Brookes Publishing
Co., 2011. — pp. 71-116.

101.Lynch, R. It’s funny because we think it’s true: Laughter is augmented by
implicit preferences / R. Lynch // Evolution and Human Behavior. — 2010. — \ol.
31(2). — pp. 141-148.

102.Madden, E. S. Cultural self-awareness / E. S. Madden // In The SAGE
Encyclopedia of Intercultural Competence. SAGE Publications, Inc., 2015. — pp.
177-178.

103.Magala, S. Cross-Cultural Competence / Magala, S. — London: Routledge,
2005. — 278 p.

104.Maturana, H., & Varela, F. The tree of knowledge: The biological roots of
human understanding (Rev. ed.) / H. Maturana, & F. Varela. — Boston: Shambhala,
1987. — 306 p.

105.McFarlin, D. B. Quality Research and Practical Relevance: Can We Find the
“Sweet Spot? / D. B. McFarlin, and R. F. Chelle // Academy of Management
Perspectives. — 2005. — Vol. 19(1). — pp. 158-160.

106.McGuire, W. J. Attitudes and attitude change / W. J. McGuire // In Handbook
of Social Psychology, edited by L. Gardner, and E. Aronsen. — New York: Random
House, 1985. — pp. 233-346.

107.Mclinnes, C. Researching the first year experience: Where to from here / C.
Mclnnes // Higher Education Research and Development. — 2001. — No. 20. — pp.
105-114.

108.McWhinney I. The need for a transformed clinical method / I. McWhinney //
In: Stewart M, Roter D (Eds.). Communicating with Medical Patients. — London:
SAGE publications; 1989. — 189 p.

109.Mirza, N. M. Transforming personal experience and emotions through
secondarisation in education for cultural diversity : An interplay between unicity and
genericity / N. M. Mirza, M. Grossen, S. de Diesbach-Dolder, & L. Nicollin //
Learning, Culture and Social Interaction. — 2014. — \ol. 3(4). — pp. 263-273.

110.Moree, D. Nez za¢neme s multikulturni vychovou: od skupinovych konceptii
k osobnostnimu piistupu / D. Moree. — Praha: Clovék v tisni, 2008. — 307 p.

111.Morreall, J. Comic Relief: A Comprehensive Philosophy of Humor
[Electronic resource] /I Wiley Online Library. — Mode of access:
https://doi.org/10.1002/9781444307795. — Date of access: 02.02.2022.

112.Nelson, J. K. What Made Freud Laugh: An Attachment Perspective on
Laughter / J. K. Nelson. — New York: Routledge, 2012. — 302 p.

113.Nesi, H. Laughter in university lectures / H. Nesi // Journal of English for
Academic Purposes. — 2012. — Vol. 11(2). — pp. 79-89.

69



114.Nevo, O. Singaporean humor: A cross-cultural cross-gender comparison / O.
Nevo, B. Nevo, & Y. Janie Leong Siew // The Journal of General Psychology. — 2001.
—\ol. 128(2). —pp. 143-156.

115.Nguyen, H. Social interaction and competence development: Learning the
structural organization of a communicative practice / H. Nguyen // Learning, Culture
and Social Interaction. — 2012. — \ol. 1(2). — pp. 127-142.

116.Nieto, S. Affirming Diversity: The Sociopolitical Context of Multicultural
Education / S. Nieto. — New York: Longman, 1992. — 321 p.

117.Nuan, D. Language learning beyond the classroom / D. Nuan & J. C.
Richards. — New York: Routledge, 2015. — 254 p.

118.0lthuis G. Multicultural health care in practice. An empirical exploration of
multicultural care in The Netherlands / G. Olthuis, G. van Heteren // Health Care Anal.
—2003. —\ol. 11(3). — pp. 199-206.

119.Palmer, D. Rigor and Relevance in Organization Studies / D. Palmer, B.
Dick, and N. Freiburger // Journal of Management Inquiry. — 2009. — Vol. 18(4). —
pp. 265-272.

120.Parham, T. A. Cycles of psychological nigrescence / T. A. Parham // The
Counseling Psychologist. — 1989. — Vol. 17(2). — pp. 187-226.

121.Paternotte, E. Intercultural communication through the eyes of patients:
experiences and preferences / E. Paternotte, S. van Dulmen, L. Bank, C. Seeleman, A.
Scherpbier, F. Scheele // Int J Med Educ. — 2017. — No.8. — pp. 170-175.

122.Perry, W. B. Forms of intellectual and ethical development in the college
years: A scheme / W. B. Perry. — New York: Holt, 1970. — 299 p.

123.Persell, C. H. Understanding Society: An Introduction to Sociology / Persell,
C. H. — New York: Harper & Row Publishers, Inc., 1990. — 267 p.

124 .Petty, R. E. Mass Media Attitude Change / R. E. Petty, P. J. Brinol, and R.
Priester // In Media Effects: Advances in Theory and Research, edited by J. Bryant
and M. B. Oliver. — New York: Routledge, 2009. — pp. 125-164.

125.Rocque R. A systematic review of patients' experiences in com-municating
with primary care physicians: intercultural encounters and a balance between
vulnerability and integrity / R. Rocque, Y. Leanza // PLoS ONE. — 2015. — \ol. 10(10).
— pp. 13-29.

126.Rusnék, R. Svetova literatura pre deti a mladeZ v didaktickej komunikacii / R.
Rusnak. — PreSov: PreSovska univerzita, 2009. — 408 p.

127.Rynes, S. L. Across the Great Divide: Knowledge Creation and Transfer
between Practitioners and Academics / S. L. Rynes, J. M. Bartunek, and R. L. Daft //
Academy of Management Journal. — 2001. — Vol. 44(2). — pp. 340-355.

128.Samuelowicz, K. Learning problems of overseas students: Two sides of a
story / K. Samuelowicz // Higher Education Research and Development. — 1987. — No.
16. — pp. 121-132.

70



129.Schneberger, S. Theories: For Academics and Practitioners / S. Schneberger,
C. Pollard, and H. Watson // Information Systems Management. — 2009. — Vol. 26(1).
— pp. 52-60.

130.Searight, H. R. Cultural diversity at the end of life: issues and guidelines for
family physicians / H. R. Searight, J. Gafford // Am Fam Physician. — 2005. — \Vol.
71(3). — pp. 515-522.

131.Seeberg, V. Enhancing Cross-cultural Competence in Multicultural Teacher
Education: Transformation in Global Learning / V. Seeberg, & T. Minick //
International Journal of Multicultural Education. — 2012. — Vol. 14(3). — pp. 1-22.

132.Shannon, C. E. The Mathematical Theory of Communication / C. E. Shannon,
and W. Weaver. — Urbana: UIP, 1949. — 205 p.

133.Shemshadsara, Z. G. Developing cultural awareness in foreign language
teaching / Z. G. Shemshadsara // English Language Teaching. —2012. — \Vol. 5(3). — pp.
95-90.

134.Slethaug, G. Introduction / G. Slethaug // In J. Ryan & G. Slethaug (Eds.),
International education and the Chinese learner. — Hong Kong: Hong Kong
University Press, 2010. — pp. 1-12.

135.Srisermbhok, A. A comparison between highly motivated learners and
unmotivated learners’ learning achievement: A case study of business English majors
at Southeast Bangkok College / A. Srisermbhok // LEARN Journal: Language
Education and Acquisition Research Network. —2017. —Vol. 10(1). — pp. 1-13.

136.Sullivan, J. L. Series Editor’s Introduction / J. L. Sullivan // In Information
Theory, edited by K. Krippendorff. — Beverly Hills: Sage, 1986. — pp. 5-16.

137.Suyata, S. Menata kembali pendidikan bangsa dan masyarakat Indonesia baru:
Sekolah, universitas, dan masyarakat madani / S. Suyata // Dinamika Pendidikan. —
2001. —\Vol. 8(1). — pp. 79-94.

138.Szameitat, D. P. Differentiation of emotions in laughter at the behavioral level
/ D. P. Szameitat, K. Alter, A. J. Szameitat, C. J. Darwin, D. Wildgruber, S. Dietrich,
& A. Sterr // Emotion. — 2009. — \Vol. 9(3). — pp. 397-405.

139.Teather, D. The networking alliance: A mechanism for the
internationalisation of higher education? / D. Teather // Managing Education Matters.
—2004. —\ol. 7(2). — p. 3-27.

140.Tilaar, H. A. R. Kekuasaan dan Pendidikan: Suatu Tinjauan dari Perspektif
Studi Kultural / H. A. R. Tilaar. — Magelang: Yayasan Indonesia Tera, 2003. — 205 p.

141.Ting-Toomey, S. Communicating across Cultures / Ting- S. Toomey & T.
Dorjee. — New York: Guilford Publications, 2018. — 201 p.

142.Tjosvold, D. Cross-cultural Management: Foundations and Future / D.
Tjosvold. — London: Routledge, 2017. — 278 p.

143.Towards a better understanding of cultural diversity approaches at school : A
multi-informant and mixed-methods study / S. Civitillo, M. Schachner, L. Juang, F. J.

71



R. Van De Vijver, A. Handrick, & P. Noack // Learning, Culture and Social Interaction.
—2016. — No. 12. — pp. 1-14.

144.Tushman, M. Research and Relevance: Implications of Pasteur's Quadrant for
Doctoral Programs and Faculty Development / M. Tushman, and C. O'Reilly //
Academy of Management Journal 2007. —Vol. 50(4). — pp. 769-774.

145.Vala, J. Possibilities of Positive Influence on the Attitude of Students /J. Vala,
K. Doubalova, J. Sladové, & V. Refichova. — Towards Poetry, 2012. — 361 p.

146.Van Hook, S.R. Modes and models for transcending cultural differences in
international classrooms / S.R. Van Hook // Journal of Research in International
Education. — 2011. — Vol. 10(2). — pp. 5-27.

147 Mermeulen, F. On Rigor and Relevance: Fostering Dialectic Progress in
Management Research / F. Vermeulen // Academy of Management Journal. — 2005. —
\ol. 48(6). — pp. 978-982.

148 \Wolet, S. Chinese students at an Australian University: Adaptability and
continuity / S. Volet, & P. Renshaw // In D. A.Watkins & J. B. Biggs (Eds.), The
Chinese learner: Cultural, psychological and contextual influences Hong Kong:
Comparative Education Research Centre and Australian Council for Educational
Research, 1996. — pp. 206-220.

149.\on Foerster, H. On constructing a reality / H. Von Foerster // In P.
Watzlawick (Ed.), The invented reality: Contributions to constructivism. — New York:
Norton, 1984. — pp. 41-61.

150.Wang, J. Promoting Cross-Cultural Understanding and Communication:
International Chinese Students’ Use of Laughter as a Means to Modify the Meaning of
Speech / Jianli Wang // Journal of Educational Issues. —2020. —Vol. 6 (2). — pp. 12-27.

151.Wang, Y. Mainland Chinese students’ group work adaptation in a UK
business school / Y. Wang // Teaching in Higher Education. —2012. — \ol. 17(5). — pp.
523-535.

152.Whorf, B. L. Language, thought, and reality / B. L. Whorf. — New York, NY:
The Technology Press and John Wiley & Sons, 1956. — 128 p.

153.Wlodkowski, R. J. framework for culturally responsive teaching / R. J.
Wlodkowski, & M. B. Ginsberg // Educational Leadership. — 1995. — Vol. 53(1). — pp.
17-21.

154.Wong, J. K. Are the learning styles of Asian international students culturally
or contextually based? / J. K. Wong // International Education Journal. — 2004. — \ol.
4(4). — pp. 154-166.

155.Wrobel, D. Texte als Mittler zwischen Kulturen // In Dawidowski, Ch. &
Wrobel, D. (Eds.). — Interkultureller Literaturunterricht. — Baltmannsweiler:
Schneider Verlag, 2006. — pp. 37 — 52.

156.Yue, X. D. Exploration of Chinese humor: Historical review, empirical
findings, and critical reflections / X. D. Yue // Humor: International Journal of Humor

72



Research. — 2010. — Vol. 23(3). — pp, 403-418.

157.Yun, J. Y. Changing characteristics of the empathic communication network
after empathy-enhancement program for medical students / J. Y. Yun, K. H. Kim, G. J.
Joo, B. N. Kim, M. S. Roh, M. S. Shin // Sci Rep. —2018. —Vol. 8(1). — pp. 15-32.

158.Zamroni, Z. Pendidikan Demokrasi pada Masyarakat Multikultural / Z.
Zamroni. — Yogyakarta: Gavin Kalam Utama, 2011. — 245 p.

159.Zhou, N. The Chinese classroom paradox: A cross-cultural comparison of
teacher controlling behaviors / N. Zhou, S.-F. Lam, & K. C. Chan // Journal of
Educational Psychology. — 2012. — Vol. 104(4). — pp. 1162-1174.

160.Zlomisli¢, J. The significance of intercultural competence in cross-cultural
communication / J. Zlomisli¢, L. R. Gverijeri, E. Bugari¢ // Ekonomski
Vjesnik/Econviews. Review of Contemporary Business, Entrepreneurship and
Economic Issues. — 2016. — Vol. 29 (2). — pp. 433-451.

73



