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a defensive coping mechanism to better protect themselves from being made vulnerable by their 

foreign living and learning environment.   

As a response, Marginson and Sawir (2011) point to three cosmopolitan understandings 

that, if mutually accepted, could help us avoid cross-cultural conflicts. First, from each 

positioning the world is seen differently (i.e. knowledge from one point of view is incomplete) 

and no one positioning is given privilege. Second, notions of difference encompass rather than 

replace notions of equality (i.e. respect for other positionings). Third, it is important to 

distinguish between social position, group identity, and values (one cannot be read from another) 

(p. 74). The goal is to facilitate the negotiation of new identities and relationships in active 

cooperation with others based on a mutual willingness to listen and perhaps change.   

Benefits 

 It is often not the current or very recent experiences that influence students’ perceptions 

of living and working in different cultural spaces-times. In their interviews students reflected on 

how their past cross-cultural experiences have a significant positive effect on how they engage 

others today. Staff member Laura reminds us that in a culturally diverse classroom, “…it’s 

important to draw on [students’] experience…to get them talking about what they know.” 

Memories of having at least some success merging their knowledge of a different culture with 

interaction involving locals from that culture, bolsters students’ confidence to engage with 

people from a variety of backgrounds. This speaks to Rizvi’s (2009) notion that the cosmopolitan 

approach towards intercultural learning acknowledges that knowing is not only partial and 

tentative but also requires continued critical exploration and imagination (p. 264).  Thus, through 

their experiences with other cultures, and in reflecting on those experiences, students are better 
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able to identify and appreciate how the differences that divide cultures, and the commonalities 

that bridge them, can often complement each other.  

Another benefit that outside experiences have on intercultural learning in cross-cultural 

spaces relates to the choices people make in arranging and managing their daily lives. While 

living in Canada some students have made lifestyle choices (e.g. their housing location, 

children’s education) that compel them to engage people outside their home-culture. Staff 

member Susan argues that, “…there’s students who have almost zero intention of doing anything 

beyond classwork…and you see the gap widens between them and the ones who…like…live in a 

homestay. How [students] participate in a culture is really important.” Thus, by making choices 

that engage other cultures students better position themselves (and their families) for the 

transformative intercultural learning opportunities afforded by their international sojourn. To 

facilitate and inform students on their journey through diverse and dynamic cultural landscapes, 

Marginson and Sawir (2011) suggest that the relational cosmopolitan approach to learning is a 

pathway towards a deeper understanding of how global transformations (i.e. changes brought on 

by globalization and global mobility) effect people’s lives. The approach opens the question of 

how best to work with these transformations (i.e. with creativity, progressiveness, and equality) 

(p.60). As we will see later in this chapter, encounters with different cultures are wrought with 

challenges that frustrate, discourage, and even risk conflict. Learning to grapple with how global 

transformations shape our relationships with people from other spaces-times allows us to 

cultivate a sense of self-efficacy in how and why we change.      

 Another advantage of engaging people from different cultures outside the classroom is 

the opportunity for students to broaden and deepen their understanding of other cultural 

viewpoints by building and maintaining relationships with friends, roommates, or acquaintances 
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from other cultures. These relationships and experiences help students: gain a firsthand 

awareness of how other people perceive the world; challenge some of their preconceived 

notions; and possibly, transcend the apprehension they felt towards different cultures when they 

first came to Canada.  

 Relationships and experiences with different cultural viewpoints outside the classroom 

also provide students an opportunity to develop an ability to negotiate complex, culturally 

diverse spaces. This harkens back to Marginson and Sawir’s (2011) notion that educators should 

be equipping students to make their lives in a relational environment marked by both local 

grounding and interconnectedness (p. 60).  In order to better facilitate students’ journey through 

these local and interconnected spaces, the school in this study attempts to bridge the gap between 

the practical academic goals of EAP and the social reality experienced by students outside of 

school. The school does this with a course called Canadian Cultural Studies which as staff 

member David explains, “…gets into the extra-linguistic cultural aspects of being [in Canada] 

and solving problems and working with people…if problems arise we try to facilitate 

solutions…[the class] brings in the notions of difference and working through and inter-

relating.” Moreover, reflecting on how they and their classmates/friends/roommates engage 

culturally diverse spaces can shape how students interact with difference in those spaces. 

Whether first or second-hand, having the opportunity to confront cultural differences allows 

exploration of how best to manage the cross-cultural relationships students engage. 

 For a few students the cross-cultural relationships they have built and nurtured outside 

the classroom involve a circle of friends that share the same religion (as well as some cultural 

norms and language), but were born and raised in Canada. Thus, while these students feel 

comfortable with their host-culture friends, they also encounter and learn about cultural 
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differences. Discovering such a circle of friends helps these students cope with the intersections 

of cultural and language differences. Admittedly, these relationships may seem less diverse 

compared to the cross-cultural relationships with their classmates. However, given the 

difficulties some of the students have encountered in Canada (i.e. being a young Muslim 

woman), it should come as no surprise that they feel compelled to be cautious with the cross-

cultural relationships they engage. 

 It should also be pointed out that students experience a wide variety of serendipitous 

encounters with other cultures that often inspire transformation of personal perceptions. It is 

these types of encounters that Susan encourages her students to seek out. As staff member Susan 

explains, “I try to show them ways to live outside of their bubble…don’t just go to school and go 

home…you’re in Canada…you have to live within the culture…use English outside of 

class…that makes your experience better.” A variety of student anecdotes refer to friendly and 

helpful cross-cultural encounters outside the classroom in which both the students and their 

other-culture acquaintances, by looking beyond language challenges and cultural differences, 

build pre-emptive trust, as well as empathy and understanding that serve to bridge their cultures.  

Objective 2: Success in Cross-Cultural Learning Environments 

This objective seeks to clarify how spaces of cross-cultural encounter facilitate the 

growth of intercultural sensibilities necessary to succeed in cross-cultural classrooms. Two 

notable themes emerged from the student interview data. The first theme, nurturing and 

developing students’ intercultural sensibilities, focuses on ways that classrooms are organized 

and managed in attempts to maximize students’ cross-cultural encounters, guide students’ 

complex cultural differences or conflicts, and assist students to compare/contrast and reflect on 

the cultural differences they encounter. The second theme, challenges in intercultural learning, 
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outlines some of the difficulties the students experience in regards to cross-cultural encounters 

and intercultural learning. Since somewhat different trends emerged for each of these themes, I 

have given a description of each trend below their theme headings. 

Nurture and Develop 

Within the second objective’s first theme, nurturing and developing students’ 

intercultural sensibilities, I have identified three trends. The first trend, cross-cultural 

partnerships, describes how partnering students with other-culture classmate(s) nurtures the 

valuing of difference from a personal perspective. The second trend, classroom atmosphere, 

refers to how a general feeling of openness and honesty in the classroom augments appreciation 

for cross-cultural encounters and intercultural learning. The third trend, new pedagogical 

approaches to learning, relates to how students’ experiences with new pedagogies facilitate a 

better understanding of the foreign learning expectations of western academia. 

Cross-cultural partnerships 

Helping students nurture and develop the intercultural sensibilities necessary to succeed 

in a cross-cultural classroom sometimes requires teachers to compel students to interact with 

different cultures. As staff member Jessica tells us, “I don’t always allow them to choose their 

own partner since I know they are likely going to gravitate towards what’s comfortable.” 

Relational cosmopolitanism suggests an egalitarian approach to international education and 

attempts to increase opportunity for, and enhance the quality of, intercultural experiences. 

Although most students said they value interacting with other-culture classmates, classroom 

observations show that many chose to sit beside and work with same-culture classmates unless 

prompted by their teacher to do otherwise.   
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The significance of cross-cultural pairings in EAP classrooms extends well beyond the 

necessary language exchange. While in cross-cultural pairs, students report hearing different 

opinions on various topics, as well as seeing new approaches to problem solving and task 

completion – opinions and approaches they surmise would never be brought up in same-culture 

pairings. Staff member David adds that, “…the teachers purposely match up students with 

different first languages…to get interaction going…it encourages the use of English…but it’s 

also opening up and stretching them because many of them tend to stay in their safe 

zone…people from their own country.”  Moreover, it is important to consider that on several 

occasions I observed the more mature students (i.e. Libyan students) guiding their other-culture 

(younger) classmates in negotiating open and respectful discussions and group tasks. Taking on 

these informal advisor/advisee roles suggests age is a factor influencing cross-cultural encounters 

between these classmates. We can see that while English language learning might be the 

student’s primary purpose for study, a deeper awareness of others is also being nurtured. 

Nurturing the intercultural sensibilities necessary for engaging cultural similarities and 

differences in the classroom involves giving purpose to cross-cultural interactions. Further, in 

order for such interaction to be peaceful and productive, students, teachers, and curriculum must 

allow for, and foster, the potential for mutual transformation (Marginson and Sawir, 2011, p. 72). 

By structuring cross-cultural encounters (i.e. partnering students with other-culture classmates) 

teachers remove many social pressures on students to be with their home-culture classmates. 

Moreover, students admitted that when teachers compel them to work with their other-culture 

classmates they feel somewhat liberated from the social expectations and roles imposed on them 

by their home-culture. As classroom observations show, when students were paired with other-

culture classmates their attitude (i.e. tone of voice), body language (i.e. facial expressions), and 
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general manner of behavior seemed friendlier and more energetic than when partnered with 

same-culture classmates. Similarly, student interviews show that classroom tasks are often seen 

as helping cross-cultural partners look past the cultural differences they might otherwise use to 

diminish or ostracize their other-culture classmates in less structured social environments. These 

students tend to compartmentalize work and social interaction as a means to cope with 

difference. Changing this tendency by making work and social life mutually exclusive might 

represent the greatest gains for possibilities of learning for international students. 

In the end, when cross-cultural classrooms are positioned as spaces where engaging 

people from different cultures is required, success depends on how well the students relate and 

cooperate with each other. As staff member Jessica tell us, “…you really luck out when it’s a 

cohesive group…and [we] remember those classes when everyone worked well together.” 

Interview transcripts show that the students’ relatively deep reflections on their cross-cultural 

classroom experiences are a sign that they are becoming increasingly aware of how people from 

different cultures approach work, study, and problem solving in general. These reflections 

support Dervin’s (2011) suggestion that success in the modern world necessitates an intercultural 

sensibility with mutual understanding of positioning and negotiation between individuals from 

different spaces-times (rather than cultures) (p. 38). Observation evidence confirms that when the 

students are compelled to take on tasks that involve listening to and respecting the contributions 

and perceptions of an individual other-culture classmate, they are more likely to experiment with 

how best to dialogue across cultural differences. Thus, even though they may continue to identify 

other-culture classmates by their nationality or religion, through daily interactions many students 

have become more consciously aware (or are trying to become more aware) of their other-culture 

classmates as unique individuals shaped by a different time and space.  
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Classroom atmosphere 

When focused on nurturing and developing intercultural sensibilities in a cross-cultural 

classroom, perhaps the most significant factor in an educator’s teaching repertoire is knowing 

what are, and are not, considered appropriate behavior and language exchanges by the cultures 

represented in each particular class. Interview data suggests that the younger students generally 

suspect their EAP teachers already have such a solid grasp of all the culture norms. The more 

mature students understand that teachers are often unaware of cultural nuances but they exhibit 

an appreciation for new cultural knowledge. This reminds us of staff member Laura’s comment 

that, “I like to know where people are from…a bit of background…so that I can draw on those 

experiences.” Classroom observations show that teachers often place a high value on cultural 

difference by expressing a strong interest in other-cultures, and by giving their students the time 

and space to share and compare the different cultural viewpoints they encounter. If teachers can, 

as Luke (2004) says, re-invent their approach to intercultural education in a relational 

cosmopolitan  manner (p. 1429), then the education they provide can foster their students’ ability 

to engage and maintain multiple, intersecting, diverse, and constantly changing relationships 

across the three dimensions of global connectivity, national culture, and local day-to-day life 

(Marginson and Sawir, 2011, p. 72). At the same time, pressures from the language curriculum 

and the EAP program’s intensive schedule severely limit the amount of time available for deeper 

critical exploration of cultural differences (i.e. intercultural learning). Interview data shows that 

staff members recognize the need for more awareness and training around deliberate and 

measured integration of intercultural learning curriculum.  

 The relationship between teachers and students plays a particularly important role in 

building a classroom environment that nurtures intercultural sensibilities. Teachers having an 
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open, honest, and friendly rapport with students helps lower the anxiety and social barriers that 

sometimes stop students from engaging others. Intercultural learning is often unscripted (i.e. not 

a part of a formal lesson plan/curriculum) and unpredictable, but by establishing a more relaxed 

relationship teachers allow a space and time for students to go beyond academic goals. At the 

language school, attempts to build such a rapport with students often involves class trips where 

teachers and students share a social experience in the local community. 

Staff member Jessica commented, “In Canadian Cultural Studies activities [students] 

don’t just see you as a teacher with a certain amount of power…you’re now one of them…you’re 

in a different context with them which also shows culture and how we interact in our culture.” It 

should be said, however, that even though student interviews suggest they feel more ‘connected’ 

to their teachers after class trips, students do not necessarily feel they enjoy more relaxed 

relationships with their teachers.  Bhabha (1994) reminds us that, for most, movement between 

such spaces (i.e. spaces that shape who we are becoming) often involves struggling with contexts 

of uneven power as well as relationships of perpetual instability, complexity, and tension 

(p.171). In fact, for some students a relaxed relationship with a teacher might have an adverse 

effect. Moreover, one classroom discussion about an upcoming field trip (i.e. the maple sugar 

bush) revealed a student apathy towards such events unless it became mandatory to attend. This 

suggests some disconnect between the school’s good intentions and the students’ awareness of 

how such events benefit their learning experience. 

Having a teacher willing to open up about herself enables students to engage differences 

between their preconceived notions of another culture and a new understanding of their teacher’s 

reality. A friendly and personal demeanor from teachers builds a classroom atmosphere of 

sharing and regardless of how deep or shallow cross-cultural inquiries might be, this sharing is a 
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gateway to further understanding. Nurturing and developing intercultural sensibilities in cross-

cultural learning environments also requires teachers to diffuse students’ anxiety and fears. 

Observations show that teachers usually portray such a friendly and relaxed approach, but the 

pressures of the language curriculum, the program’s schedule, and each teacher’s course load 

(not to mention the normal stresses of leading the class) can sometimes strain teachers’ patience 

and temperament. One heavy-handed response from a teacher can reverse many of their 

advances towards an open and friendly student-to-teacher rapport.  

Interestingly, students suggest that one way to put them at ease is by imagining the 

classroom as a space in which, despite their cultural differences, students and teachers have a 

recognizable relationship with one another (i.e. they share similar expectations as to teacher and 

student behavior). Providing a familiar point of reference for new relationships can help students 

engage difference on a more stable playing field. This returns us to Luke (2004) who highlights 

the need for teachers to shift between local, national, and international realms in order to identify 

and interact with people, practices, and knowledge of the present historical moment (p. 1429). 

Thus, blending effective classroom management with an open and friendly rapport in a cross-

cultural classroom requires teachers who are particularly adept at moving between social and 

academic roles. 

 Classroom atmosphere is also augmented by exploring a range of topics wide enough to 

allow students the opportunity to not only discover a larger scope of knowledge and explore a 

wider variety of opinions from different cultural perspectives, but also shape and express an 

evolving understanding of new ideas. In Jessica’s class, for example, students are assigned, 

“…topics that reflect some current event happening in Canada…and so they can learn about and 

try to argue against if it’s something they don’t necessarily believe.” Both student interviews and 
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classroom observation show that discussions on government or parent imposed curfews, for 

example, led to a critical exploration as to how and why curfews are (or are not) employed as a 

means of social control. While some students conveyed anecdotes about living and coping with 

curfews as part of their everyday reality, others listened to and questioned their classmates on 

this ‘foreign’ socio-cultural phenomena. Rizvi (2008) equates such interaction to relational 

cosmopolitanism since it helps students recognize the multiplicity and subjectivity of their 

unique spaces-times while enabling them to imagine culture and cultural exchange relationally 

(p. 264). When broaching such topics it is crucial to the nurturing and development of 

intercultural sensibilities that teachers strive to maintain a classroom environment where students 

are less fettered to express and explore different ideas. It is in this communicative searching that 

intercultural sensibilities are formed. 

New pedagogical approaches to learning 

When EAP students experience an approach to learning that is different from their 

previous study experiences they further develop the intercultural sensibilities they need to be 

successful in western academia. Some students, for example, explain that post-secondary study 

in their home-country usually involves strict adherence to a text book, but studying in Canada 

often involves expressing personal opinions on knowledge gained from various research sources. 

According to Laura, it is necessary to, “ …wean students off rote teaching/learning…focused on 

tests and high scores…to think about how well they’ve done…why they did well…how could 

they do better…to take ownership of their own learning...the reflective process, critical 

thinking…those higher level skills that they need.” One of the writing classes I observed, for 

example, involved sending the students to the library computer lab to research an assigned essay 

topic. The teacher facilitated students’ choice of search-language and difficulties with vocabulary 
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comprehension, but finding sources, deciding whether or not the sources are suitable, and 

extracting subject-appropriate data (things taught and practiced in class) were left to the students.  

The act of doing one’s own research and becoming a more independent learner are 

important steps in developing the self-efficacy and ‘higher skills’ each will need in university. 

Such learning relates to Tarc’s (2013) argument that in order for intercultural learning to be 

transformative it requires, among other things, moving beyond simply adapting to new cultural 

environments toward deeper critical understanding of differences (p. 51). Experiencing an 

independent approach to learning for the first time (i.e. figuring out how to do it on your own) 

compels students to consciously and deliberately delve deeper into why and how the task needs 

to be done. Such critical reflection on the nature of what they are asked to do in an EAP class, 

and the manner in which they are expected to accomplish their learning tasks, nurtures students’ 

learning beyond the intended language targets.  

Another pedagogical approach to learning that is new for most EAP students is their 

immersion in a cross-cultural classroom. Intent on confronting the limitations of a monoculture 

frame of mind, some students expressed their frustration with a myopic approach (i.e. limited by 

cultural norms, and local or individual expectations) to learning. However, most students are 

surprised, for example, by the inconsistencies they discover between the language, information, 

and insights of western culture learned at home and corresponding notions learned from teachers 

and other students in Canada.  Staff member David explains that the language school has 

become, “…more focused on getting students to compare and contrast cultures…teaching the 

critical or ethnographic perspective on learning how to learn about new cultures…how to ask 

questions and inquire…comparing it to your own…maybe looking at your own in a different 

way than before.” Observing how students relate to new vocabulary (and by extension, new 
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topics or information in general), for example, helps us understand that they not only position 

new vocabulary in relation to words or concepts in their first language and home-culture, but also 

that they regularly share these cultural insights with their classmates. 

This emerging understanding aligns with the relational cosmopolitan view of 

international education that, as Marginson and Sawir (2011) explain, promotes a global 

perspective involving notions of plural identity that are inherently individual but positioned in 

the larger relational space in which individual personality and behavior (i.e. the core 

preoccupations of psychology) are played out (p. 72). In other words, it is through a wider more 

diverse exposure to different cultures and languages that students begin to perceive and 

understand the limitations and misconceptions that myopic approaches to study can have.    

 Cross-cultural classrooms encourage students to explore ways to combine different 

approaches to learning in order to come to terms with their foreign learning environment. A few 

students have begun to make connections between the different strengths of learning approaches 

at home and here in Canada. Observations show that in their English language study Chinese 

students, for example, are often required to blend the memorization of large amounts of 

vocabulary and grammar rules (a skill they became very familiar with during high school in 

China) and the utilization of a more critical and independent approach to learning (typical of 

western academia). These ‘connections’ that students make are a sign that intercultural 

sensibilities are emerging through students’ practice of merging what they already know with the 

demands of new/different classroom expectations.   
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big part of critical thinking.” Moreover, ignoring or being unaware of such opportunities can 

have the opposite effect of building or reinforcing barriers of cultural misunderstanding. 

 A final challenge that new approaches to learning have on the nurturing and development 

of intercultural sensibilities in the classroom is the fact that students are often overwhelmed with 

the amount and variety of difference they engage in cross-cultural language classrooms. The 

students frequently express anxiety over the notion that although English language learning is 

their primary task, the challenge of academic success is compounded when engaging cultural 

difference. Thus, sometimes students choose to step back from their investigations of cultural 

differences in order to focus their energies on their primary goal. In order to understand this 

common student viewpoint we turn once again to Bhabha (1994) who reminds us of the 

perpetually unstable, complex, and tense nature of encountering and responding to cultural 

difference. Staff members, such as Susan, agree that the students are very busy with a heavy 

schedule and a significant amount of homework and assignments (individual and group / same-

culture and other-culture partners). Students feel that it is sometimes too much to ask them to 

learn a language, and adapt to a foreign learning environment / foreign curriculum content, while 

simultaneously and proactively engaging the variety of cultures in the classroom.  

Cross-cultural conflicts 

One of the challenges to intercultural learning that emerged from student interviews 

relates to the notion, often preconceived, that success in a foreign learning environment is 

improbable because studying with people from other cultures is too difficult.  Moreover, 

insecurity regarding inadequacies (imagined or real) students may have when engaging 

difference, as well as anxiety over making mistakes in cross-cultural encounters and fears of how 

others may respond to their behavior, can paralyze a student’s ability or willingness to engage 
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others. Students speak, for example, of being afraid that something they say or do will be 

disrespectful to their other-culture teachers and classmates. In fact, the interviews show that even 

as a student’s approach to cross-cultural encounters matures, engaging cultural differences is still 

perceived as a risk.  

This perception often stems from students feeling that they do not know enough about the 

other cultures they encounter to make good judgements as to what is appropriate and what is not. 

We are reminded by Tarc (2013) that the transformative power of cross-cultural encounters (i.e. 

the intensity and difficulty of challenges faced) is a catalyst for deepening our understanding of 

spaces-times beyond our own (p. 54). Thus, educators should keep in mind that students are 

traversing complex and dynamic learning processes that involve both subject study (i.e. English 

language) and profound personal change. Laura’s overseas teaching experience provides some 

insight, “I think it’s important to get them talking about what they know…just get them 

talking…it’s beneficial…[when I was overseas] I didn’t know [the local culture]…but if I didn’t 

think about it, ask somebody, and reflect on it…I never would’ve understood the culture.” Thus, 

the initial challenge for teachers seems to be nurturing a broader form of cross-cultural respect 

until students learn enough about the other cultures they are engaging to know what is, and is 

not, appropriate ways of relating. 

This time in between knowing and not knowing what is, and is not, culturally appropriate 

in other-cultures is a particularly precarious time in cross-cultural encounters. Students are often 

unaware that their behavior can have a much larger effect on others than they expect. Student 

interviews show, for example, that being opinionated and argumentative, admired in some 

cultures, is a signal of disrespect and arrogance in other cultures. Often the result of such 

misunderstandings is that students isolate themselves in their home-culture groups where they 
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feel more comfortable (even when those home-culture classmates are strangers). In turn, this 

home-culture isolation sends a message, intentional or not, that these students are less open to 

cross-cultural encounters. Other-culture classmates, feeling ostracized and disrespected, 

reciprocate what they interpret as indifference or hostility in a cycle of misunderstanding.  

Within such a scenario it is easy to see some merit in Barry’s (1997) argument that each 

individual negotiates and shapes their relationships to both their original and new culture-group 

(p. 9). However, in focusing on individual responses Barry ignores surrounding environmental 

factors that stimulated the response. Similarly Matsumoto (2004) encourages sojourners to be 

tolerant, empathetic, and adjustable when in foreign cultures (p. 299). Such research ignores the 

challenge that international students should build tolerance in a host-culture intolerant to them; 

that they should develop empathy for others despite being segregated by their hosts for being 

different; and, that they are encouraged to be cross-culturally adaptable in a host-country that 

need not adapt. 

One group of three (sometimes four) students in particular spent most of the classroom 

observation period ensconced in a same-culture group of friends. Since they performed well in 

most of the graded assessments of their language and academic skills, teachers tended to 

overlook (despite being disappointed with) the students’ lack of cross-cultural interaction. The 

general feeling was that these students, at that time, showed few signs of being ready to engage 

or manage the full range of demands brought up in cross-cultural classrooms.  Whether or not the 

teachers made the right decision is difficult to say. However, it is clear that continued isolation in 

a same-culture ‘safe zone’, will limit these students preparation for the demands of a rapidly 

internationalizing academic reality. 
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Another challenge students have in cross-cultural encounters in the classroom are the 

mixed feelings that emerge over their other-culture classmates’ perceptions of topics via 

particularly strong cultural viewpoints. One particularly disruptive example that comes up 

repeatedly in the student interview transcripts is the effect religion has on student perceptions. 

Students without a religion report feeling uncomfortable, embarrassed, or even intimidated 

because they think their religious classmates see them as deficient in some profound way. 

Student anxiety over what classmates from other cultures may think of them is exacerbated by 

fears to confront the differences they discover between themselves and their classmates, and 

often leads students toward both misunderstanding others and disengaging from cross-cultural 

encounters. As a way of informing students’ attitude towards encounters with other-culture 

classmates, relational cosmopolitanism acknowledges the equal right of each culture to exist and 

evolve on its own terms (Rizvi, 2008, p. 23). Moreover, each individual is in a constant state of 

becoming – an ongoing effort to define and re-define themselves in the space-time they inhabit. 

The task for teachers is to build learning environments where there is a strong mutual agreement 

that, as much as possible and within limits, everyone is free to express themselves and formulate 

their own vision of the world and their position in it.  

While I do not dispute that the non-religious students’ perceptions are valid and certainly 

real to them, it should be said that neither interviews nor observations yielded any evidence of 

religious students’ involvement in any purposeful attempt to make non-religious classmates feel 

inadequate or discriminated against. 

Language learning 

Although my research involves EAP students, the purpose of this thesis is not to analyse 

or prescribe solutions for learning the English language, in part because this aim dominates in the 
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research literature. However, the challenges posed by English language learning significantly 

affect students’ ability to develop the intercultural sensibilities necessary to succeed in cross-

cultural learning environments. As staff member Peter explains, reforming other-culture 

misconceptions and shaping intercultural learning, “…can be very difficult when teaching 

students in the very low levels because you’re trying to teach them in a language completely 

foreign to them.” In fact, students often blame their lack of English skills for most of the 

difficulties they have interacting with people from other cultures. In their interviews students 

reported feeling inadequate about their English and, by extension, insecure about engaging others 

(in and out of the classroom) with first languages different from their own. Moreover, as Peter 

says, EAP can be particularly taxing for some students, “I find that if the students are really 

struggling…if they’re slow learners…it can be difficult for them because of the speed of the 

program.” As if in response to these pressures, classroom observations provide significant 

evidence that many students usually sit with same-culture partners, often speak their first 

language, and sometimes avoid cross-cultural interaction. All three of these tendencies inhibit the 

frequency and quality of the students’ cross-cultural interactions – and by extension, growth of 

their intercultural sensibilities.    

Cross-cultural encounters in English can be especially intimidating to a student 

uninitiated to both the language and cultural aspects of these encounters. Classroom observations 

show that students in their first semester of study in a foreign country tended to spend more class 

time with same-culture classmates. Moreover, student interviews report being pressured to (and 

anxious about) interacting with others in English despite not feeling ready to do so – particularly 

with other-culture classmates. In the following excerpts from an anecdote about one of her 

favorite students, Laura provides some common descriptors (many I have used myself) of a 



155 
 

successful EAP student, “He was a sponge…came to class every day with a new 

question…never let anything rest…learned a lot of English because he uses everything…and 

never misses an opportunity…a lot of fun in class.” The lesson from this exceptional student is 

that it is important for teachers to remember that overcoming their insecurities and feelings of 

inadequacy towards their English abilities can be debilitating for students when initiating, or 

participating in, cross-cultural experiences. The deeper goal of embracing cultural difference can 

seem quite distant.  

Objective 3: Opportunities for Identity Formation 

The goal of the third research objective is to shed light on how spaces of cross-cultural 

encounter prepare students to take full advantage of the growth opportunities for personal and 

professional identity formation (i.e. who the students are becoming) encountered in cross-

cultural learning experiences. As emerged from the student participants’ interviews, personal 

identity formation is defined as how the students perceive, position, and portray themselves as 

participants in local, national, and global society. Alternatively, students’ professional identity 

formation is defined by how their cross-cultural learning experiences are expected to result in 

professional careers that will enable the students to assume socially, economically, and 

politically advantageous and desirable positions in the global economy. Discussions around 

personal identity formation in student interviews were the more common of the two themes (see 

Table 2) primarily because most of the students had little or no work experience and thus 

opportunities for professional identity formation were more the formation of personal aspirations 

than the definition of who they are as professionals.  
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Personal 

Within the ‘personal’ theme of identity formation I have identified two trends from the 

interview data. The first trend, frame of mind, discusses how students’ cross-cultural encounters 

(and reflections on those encounters) are shaping their attitude towards the ways others’ perceive 

the world around them and how these new perceptions effect who the students are becoming. 

The second trend, behavior, examines how cross-cultural encounters (and reflections on those 

encounters) are encouraging students to change (or think about changing) their behavior – 

especially when encountering difference – and thus how they imagine themselves functioning in 

cross-cultural spaces.  

Frame of mind 

 Most students expect their foreign sojourn will change them in some fundamental way. 

For many students this involves opportunities to explore beyond the limited world view of their 

home-culture with the intent on becoming a more globally minded person. Rizvi (2015) explains 

that with the intensifying mobility of capital, people, ideas, information, and ideologies brought 

on by globalization, social identities and cultural formation may potentially be profoundly 

affected. Thus, for those students interested in broadening their understanding of the world, 

globalization’s promise of profound personal transformation galvanizes their attitude toward the 

cross-cultural aspects available in modern post-secondary education.  

Cross-cultural classrooms are often rich with opportunities to explore one’s identity as 

positioned by the modern reality of globalization. Interviews revealed a tendency for students to 

imagine a future in which they are able to respond to various situations regardless of what 

culture(s) they engage. Having acquired a knowledge of living and working with others, students 
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imagine themselves as being more comfortable dealing with difference. Moreover, observations 

show that some students have become interested in exploring the differences they perceive 

between themselves and their other-culture classmates. These particularly inquisitive students 

seek out and even create encounters with classmates from other cultures. For many students, 

understanding the differences between their home-culture and western culture has become an 

important life purpose. By knowing how/why others make sense of the world differently, 

students develop a more international identity for themselves.     

Often, students’ desire to understand different cultures is mitigated by previously held 

beliefs on how best to engage people from different cultures. As staff member Peter explains, 

while in their home-culture, “…students tend to learn something that is expected in this new 

culture [Canada] that’s not correct…misconceptions are taught and students consider themselves 

prepared.” However, student interviews conveyed how their cross-cultural experiences have 

reformed their expectations of both themselves and others. More specifically, some students 

reflected on how experiences with other cultures help them foster peaceful, tolerant, and 

respectful attitudes and behavior when engaging other-culture classmates. The teachers, as 

Marginson and Sawir (2011) have suggested, understand their role in helping students engage 

other-culture classmates. Despite other pressures, such as time limits and curriculum 

expectations, the teachers make a concerted effort to form in students the capacity for 

imaginative mediation amongst difference. Observations confirm that students who appeared to 

remain consciously aware of what best to do or say when working with other-culture classmates 

(e.g. men refraining from intentionally touching a Muslim woman in any way) usually had a 

friendlier and more constructive encounter. A healthy cross-cultural classroom gives students the 

time-space to explore cultural differences within such culturally respectful and sensitive 
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circumstances. Moreover, teachers in cross-cultural classrooms should promote such altruistic 

notions as productive ways for students to transform who they understand themselves to be in 

relation to the modern world they inhabit.  

 Sometimes being able to explore differences in their own culture helps students scrutinize 

the cultural norms they take for granted. For the Libyan and Saudi Arabian students in this study, 

having Muslim classmates from a different country allowed them to compare what many of them 

thought were rather uniform cultural and religious norms. In-class discussions around 

appropriate social customs, for example, often involved contrasting viewpoints from the Libyan 

and Saudi Arabian students in which, to almost everyone’s surprise, Libyan customs appeared 

significantly more restrictive than those in Saudi Arabia (often criticized for its socially 

conservative laws). While some of the Chinese students are curious as to the purpose of religion, 

question the value of believing in God, and perhaps still see Muslims as a homogenous religious 

group, the Muslim students are exploring the geographic distinctions of what it means to be 

Muslim. This reflects Marginson and Sawir’s (2011) notion that individual identities (i.e. their 

personality, behavior, attitudes, circumstances, etc.) are positioned in local, national and 

international spaces (p. 55). Thus, where these particular Muslim students are from, where they 

are now, and what larger forces influence them, play a role in negotiating how Islam is defined 

and practiced by them. 

 Some students have come to identify strongly with the increased autonomy to make 

personal choices outside of the cultural norms they were raised in. For example, having built a 

strong friendship despite barriers of cultural difference, two students in particular have begun to 

transcend the identity imposed on them by the cultural norms of their home countries. One of 

these students has even begun to position himself without a national identity (an imagined 
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identity not yet possible in any pragmatic sense). He imagines a space and time when everyone 

can ‘fit together’ in a more universal human identity. This student’s perspective aligns with 

Rizvi’s (2008) notion that in the accelerated globalizing reality of the modern world our cultural 

identities are increasingly breaking free of territorial limitations as defined by a single nationality 

(p. 23). Through their cross-cultural friendship these two students have begun to see that 

difference, whether defined by nationality or some other marker, is simply a matter of 

perception. They have taken some of their first steps into a more cosmopolitan identity.  

Behavior 

 Encountering different notions of appropriate behavior compels students to change how 

they interact with others. Some of the behavior that has caught students’ attention in Canada is 

shaping how they imagine their present and future ‘self’ behaving both in Canada and at home. 

As Rizvi (2008) tells us, cultural norms are not only difficult to define but also constantly 

evolving in contrast with others that are different (p. 30). The students’ behavior changes may 

become a permanent part of their identity, but these same students are often not very aware of the 

cultural-hybrid identity they are shaping and being shaped into.  

Some students seek to compartmentalize different behaviors based on the culture they 

encounter, but they are not seeking to drastically change what they see as the fundamental core 

of their identity. One Muslim woman, for example, explains that most Muslim women adapt 

their behavior according to their perceptions of western expectations (e.g. vocally oppose men 

they do not know, or change how – or whether – they wear their head-scarf). When they leave 

class, however, these women make a conscious effort to change to a more traditional sense of 

themselves. It can be argued that, while maintaining a strong Muslim identity is important for the 

Libyan and Saudi Arabian students, being in a cross-cultural learning environment gives them 
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the time-space to explore a sense of self-efficacy when it comes to choosing who they identify 

themselves beyond their national or localized norms. 

Some students have used their encounters with different notions of behavior and identity 

to strengthen previously established identity markers. They accept that working with people from 

different cultures is part of the modern reality. However, instead of desiring personal 

transformations that align with the different cultural perspectives they have encountered, these 

students seek merely to build mutually-respectful culturally-platonic relationships. The Muslim 

students, for example, have an opportunity to at least examine why they identify with Islam and 

then explore how best to ‘manage’ both their relationship to their religious faith and their 

encounters in a culturally dynamic and complex world.   Rizvi (2005) explains that relational 

cosmopolitanism allows for as many or as few hybrid identities as each individual chooses. 

Despite the prerequisite to celebrate cultural plurality, relational cosmopolitanism does not 

expect people to adopt all the values and practices of one culture in particular (p. 332). Although 

these students do not tend to sympathize with their other-cultural classmates who openly 

question the value of religion, they do seek to reconcile the conflicts that arise in their 

relationships with others from different, even conflicting, cultural viewpoints. 

 Experiences with cross-cultural encounters foster growth in students’ personal identity by 

allowing them to step into different cultural spaces where they are less bound by many of the 

social / cultural norms of their home-cultures that limited how they could behave and who they 

could become. Cross-cultural learning environments give students the freedom to experiment 

with the ways in which different behavior can change how they see themselves and the others 

around us. Moreover, Tarc (2013) reminds us that identities and experiences are neither generic, 

uniform, nor static, but personal diverse, and dynamic (p. 51). Thus, by not being fully aware of 
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the cultural norms immediately around them (i.e. in a foreign culture), and by being immersed in 

a space where cultural norms are fluid / dynamic (i.e. a cross-cultural learning environment), 

international students are able to explore a wider scope of identity. For many of the female 

students, for example, having the opportunity to step outside the pressures of being a woman in 

their home-culture has fostered a freedom to explore new attitudes and lifestyles. Moreover, 

sometimes the cultural landscapes we live in allow or require us to behave differently. New 

behavior thus becomes habitual, and the changes that emerge in one’s personal identity may 

become increasingly permanent.  The Muslim women in particular are well aware that living in 

Canada (with freedoms that are restricted to them inside their home-culture) for an extended 

period of time may permanently change their identities as a women, as Libyan or Saudi Arabian, 

and, possibly, as Muslims.  

Other students are not only aware of their emerging hybrid identity, but are actively 

participating in manifesting a sense of ‘self’ expressed in both attitude and behavior. These 

students are developing an identity that bridges their home-culture, host-culture, and other-

culture experiences. Classroom observations show that these students are regularly negotiating 

an alternative notion of themselves as influenced by their home-culture but not completely 

defined or limited by that home-culture. By being able to compare real life experiences with 

different types of behavior, these students have begun reflecting on behavior and attitudes that 

they like/dislike regardless of cultural origin.  

Professional 

Within the ‘professional’ theme of identity formation I have identified two trends. The 

first trend, western education, focuses on students’ perception of how a university education 

from a western country (i.e. Canada) places them in an advantageous position to both succeed in 
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professional careers and assume a privileged socio-economic status. The second trend, cross-

cultural experience, centers on how students value building a personal repertoire of interaction 

with other cultures as a means to position themselves as ‘in the know’ in a globally competitive 

job market. 

Western education 

 Many students see themselves as positioned differently once they return home with a 

western education. Interviews illustrate that they are aware of the increasingly international 

nature of living and working in their home countries and that interacting with other cultures is 

becoming a common occurrence. Moreover, observational data suggests that students’ 

experience and skills negotiating cross-cultural encounters successfully, their broadening 

awareness of how other cultures perceive the world, and their ability to hold and manage 

multiple cultural viewpoints simultaneously, is helping these students develop an intercultural 

awareness that will facilitate a successful career in the modern world.  

 Post-secondary institutions in general provide credentials to initiate or augment a 

professional career, and university degrees from the west in particular have become the most 

highly sought after education credentials in the world. Warranted or not, most of the students in 

this study admit seeing Canada as providing some of ‘the best’ post-secondary education in the 

world, and the prestige of obtaining a degree from a Canadian university (especially an English 

speaking university) is advantageous for international students’ social, economic, and 

professional prospects. For graduates, both a degree from a western post-secondary institution 

and the English language skills that degree requires have become valuable commodities they can 

highlight to perspective employers. 
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  Some students place a higher value on western post-secondary education because they 

see universities in their home-country as quality deficient (i.e. having a bad reputation for being 

overcrowded, too easy to pass, professors with weak credentials) and thus lacking the prestige 

that well help set the students apart from others in a competitive job market. Moreover, 

universities in China, for example, may provide high quality instruction, but the credentials that a 

degree from these universities lends their graduates’ professional careers lacks the lustre of a 

western degree.  

Cross-cultural experience 

 For most students the opportunity to build cross-cultural relationships is part of their 

notion of success. These students are simply ‘trying to learn more’ about their home-culture and 

other-cultures because they feel it will make them a more well-rounded person. Such an attitude 

towards ‘success’ benefits students both personally and professionally. Most of the students have 

developed a personal interest in building friendships with like-minded people (i.e. motivated to 

broaden their minds) regardless of culture. At the same time, they know that those friendships 

represent future (possibly) professional networks, and that through these relationships the 

cultural awareness (i.e. seeing and understanding how others perceive the world) they develop is 

vital to maintaining successful career in the modern world.   

 Finally, a few students have already begun to build a working professional identity for 

themselves through an international network of business relationships. One student in particular 

has nurtured a friendship with an other-culture classmate that has leveraged a larger business 

relationship between their families. Regardless of whether or not their cross-cultural enterprise 

continues to grow, building this sort of cross-cultural relationship has allowed the students 

involved to imagine a future international business career. These students have an opportunity to 
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engage difference in a real-life professional experience, and they are learning the value and 

potential in searching out further cross-cultural encounters.  

Conclusion 

To conclude, this chapter provides both a summary of this study, as well as a summary 

and discussion (augmented by teacher/administrator interview data) around this study’s findings 

in relation to the conceptual framework. The discussion is organized in respect to the objectives 

laid out in chapter 1, as well as in accordance to the themes and trends that emerged from my 

analysis of the student interview transcripts. The final task, taken up in chapter Six, is to return to 

the study’s primary research questions and discuss the ways in which the completed research 

illuminates answers to the primary research questions. Moreover, chapter 6 outlines the 

significant implications and limitations of this study; recommends how educators might make 

cross-cultural encounters more productive; and, presents concluding remarks. 
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Chapter 6 

Conclusion 

A relational cosmopolitan lens was used in this study to further understand how 

international students engage and potentially learn from cross-cultural encounters in an EAP 

classroom. By stepping away from generalized cultural distinctions that essentialize cultural 

groups as rigid and tangible entities, relational cosmopolitanism has transformed my perception 

of intercultural learning beyond simple adaptations to new cultural environments (i.e. the main 

preoccupation of psychology-based cross-cultural research). My research extends towards a 

deeper critical understanding of students’ cultural identities as spaces of ceaseless becoming. In 

cross-cultural environments in particular these are complex relational spaces defined by the 

locality, nationality, changing cultural identity, global systems, and imaginings of those 

involved. Students in such cross-cultural environments (i.e. international students in Canadian 

EAP classrooms) regularly negotiate and share new experiences and identity formations that are 

neither generic, uniform, nor static, but personal, diverse, and dynamic. Thus, relational 

cosmopolitanism has helped me form a more realistic view of intercultural learning as an 

unpredictable, complex, and slow process.  The challenge is that such learning (and research that 

accompanies it) follows a singular, irregular, and indeterminate path to understanding and 

engaging difference. 

Based on my analysis of the observation and interview data, this final chapter returns to 

the study’s primary research questions as a major part of my concluding discussion.  More 

specifically, the components of this chapter include: ways in which the completed research 

illuminates answers to the primary research questions; limitations of this study and suggestions 

for future study; my recommendations for making cross-cultural encounters and intercultural 
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learning more positive and productive; this study’s implications for future policy and practice 

regarding intercultural learning; and, the concluding remarks of this thesis.   

Revisiting the Research Questions 

 In revisiting this study’s predominant research questions I utilize the factors outlined in 

Appendix A to examine how intercultural learning manifests in the classroom. Moreover, 

although much of the completed analysis engages more than one research question at a time, the 

following discussion approaches each question separately. The first half of the discussion relates 

to the intercultural skills and sensibilities of students (i.e. question 1), while the second half of 

the discussion responds to question two’s concern for intercultural learning in foreign and cross-

cultural learning environments. Below I restate the two primary questions. 

1. Given that intercultural learning (i.e. the sharing of cultural knowledge and 

perceptions) and the development of intercultural sensibilities result from 

encounters with different cultures, in what ways does intercultural learning 

manifest in a cross-cultural classroom?  

2. Understanding that international students are globally mobile individuals 

undergoing transformational experiences involving foreign and cross-cultural 

learning environments, in what ways is their intercultural learning fostered by 

such a learning environment? 

Intercultural skills / sensibilities of students 

 Throughout the course of this study most students exhibited a (sometimes strong) 

curiosity in the other-cultures of their classmates or teachers, and their cross-cultural encounters 

usually involved a respectful sharing of cultural knowledge and perceptions. Disagreements and 

conflicts were, more often than not, caused by misunderstandings or unintentional missteps 
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related to different culturally-defined expectations. Such incidents were usually mediated via a 

classroom atmosphere promoting open discussion and question making around cultural 

differences. In turn, these questions and discussions facilitated students learning how a 

(somewhat limited) range of ‘others’ define themselves (i.e. nationality, and religion) and behave 

according to their home-cultures and past experiences. Moreover, in discussing the how’s and 

why’s of their home-culture as well as the how’s and why’s of their other-culture classmates, 

students have had to reflect on (i.e. compare / contrast) the unique nature of their cultural 

perceptions. It should be noted however, that although these students have initiated a critical 

exploration of other cultures and their own, their awareness of a larger critical global imagination 

(i.e. how they identify their own and others’ multi-faceted positioning in the world) seems 

limited. 

Foreign and cross-cultural learning environments 

 The research shows that the facilitation and support of intercultural learning in cross-

cultural classrooms (e.g. EAP classrooms) is fostered largely by the experience, motivation, 

and/or ability13 of teachers to navigate (sometimes complex) cross-cultural interactions. 

Particular to EAP classrooms is the necessity for teachers to minimize language barriers in order 

to enhance understanding between students with different first languages. However, while the 

teachers in this study frequently attempt to cultivate communication amongst students from 

different cultures (i.e. get students talking with each other), most cross-culture communication 

skills are developed by proxy via cross-cultural pair/group work. In other words, unless a student 

                                                           
13 Read – ability according to demands of curriculum, subject (i.e. English language) assessments, and time 

restraints (i.e. completion of English language acquisition in 8 months or less). 
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is being particularly disrespectful or unethical, there are few overt attempts to teach how best to 

conduct a cross-cultural encounter.  

Still, various pedagogic strategies were employed to affect the classroom dynamic and 

participants’ classroom performances so as to promote intercultural learning. Such strategies 

included: long term problem-based projects (i.e. academic presentation or essay writing); team-

based learning (i.e. group work); cross-cultural pair work on in-class tasks; and, building a warm 

and safe interactive atmosphere. Evident in the utilization of these cross-cultural pedagogic 

strategies was a concerted effort to encourage students to listen to, question, and understand the 

viewpoints of their other-culture classmates in a non-judgemental manner. Despite the value 

placed on learning about / from encounters with other-culture classmates, cross-cultural 

pairs/groups were not the primary median for learning (i.e. students often chose same-culture 

partners). Moreover, little partnered/group-based assessment involved cultural content in which 

cross-cultural learning presses the students to exchange cultural knowledge or perceptions. That 

being said, teachers regularly modify their curriculum-based lesson plans (or amend them with 

alternative teaching materials) to enhance the cross-cultural aspects of classroom interaction. 

This means, for example, choosing textbook chapters, or questions or exercises within those 

chapters, which are not only culturally appropriate, inclusive, and diverse, but which also engage 

critical thinking. 

Limitations 

 This study’s most significant limitation is its attempt to articulate the complex, dynamic, 

and ‘ever becoming’ nature of intercultural relations (not to mention personal identity) in a time 

when cross-cultural encounters are intensifying on a global scale. Given that our understanding 

of globalization and its effects are still developing, using standard forms of investigation (i.e. 
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observation and interviews) might not provide sufficient insight into the nuances of this novel 

and all-pervasive socio-cultural phenomena. Further, trying to understand students’ emergent 

intercultural learning and becoming is itself an ambitious task, not easy to capture. My findings, 

for example, emerge from rather short one-off interview-conversations with globally mobile 

students who are working to understand their shifting locations and identities. Such interviews 

offer a limited glimpse of a personal and ever changing international experience of which the 

students are little aware and only beginning to understand. One alternative is a less formal 

investigation (i.e. with friends or well-known acquaintances) involving multiple impromptu in-

person or online conversations with two or three students in cross-cultural classrooms over a 

much longer period of time (i.e. one or two academic years). An investigation of this design 

would provide a deeper understanding of intercultural learning in the modern era. 

A second limitation is that the study focuses solely on one EAP program. Moreover, EAP 

is a college preparatory program where cross-cultural encounters and intercultural learning hold 

an intrinsic value (though they are not formally assessed). Further research might broaden this 

study’s investigation of intercultural learning by involving EAP programs in language schools 

outside of southern Ontario. Additionally, researchers might conduct follow up research on how, 

and how well, the intercultural learning of the students in this study develops as they move into 

and through their post-secondary courses and programs. Another research suggestion is to look 

into the nature of intercultural learning in a post-secondary course or program.  

 Finally, this study is limited by its focus on (international / EAP) student perceptions 

regarding cross-cultural encounters and intercultural learning. Such a focus largely ignores the 

research possibilities opened up by the contributions that curriculum, teacher training, 

administrative processes, and classroom management make towards intercultural learning. 
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Moreover, despite taking particular care in choosing a class with cultural diversity, advanced 

English language abilities, and a reputation for frequent and productive cross-cultural 

interactions, cultural differences and/or language difficulties between myself and the students 

may have caused some discord between my analysis and the students’ perceptions. Researchers 

might conduct follow up research on how, and how well, the intercultural learning of the 

students in this study develops as they move into and through their post-secondary courses and 

programs. Additionally, a deeper investigation of the same EAP program could involve a larger 

number classes and language levels to see if similar results can be confirmed.  

Recommendations 

 My recommendations for creating peaceful and productive interactions in cross-cultural 

classrooms are based largely on what my research evidence did not reveal in relation to factors 

affecting intercultural learning (as outlined in Appendix A). It must also be said that the two 

main obstacles to my recommendations are that most EAP programs: 1) lack a dedicated 

intercultural learning component in their curriculum; and, 2) implement intense time constraints 

on language learning (i.e. one academic year to progress from beginner English to an advanced 

university-ready level). Without considering (and possibly reducing) these obstacles, 

administrators, teachers, and students will likely perceive my recommendations as more 

burdensome than advantageous.  My suggestions are meant to serve as general counsel for best-

practice in administrative processes, conflict resolution, classroom management, curriculum 

development, teacher training, and student advising. 

Building an intercultural learning component into a curriculum must involve a couple of 

guiding principles. First, it is important to acknowledge that learning is always partial and 

tentative. Such an insight identifies the fundamental need for an ‘ever-becoming’ and flexible 
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curriculum. Moreover, such a curriculum facilitates a genuine respect for others who are 

different. Second, educators must work towards modifying their view of the world by 

incorporating the cultural content (e.g. history) of other cultures into our own. These 

modifications facilitate the imagining of alternatives as one reconciles differences between their 

home-culture and other-cultures – doing so shapes new identities for themselves and others 

based on a new ‘local’ in a more global context. 

Thus, my first recommendation is that a concerted and ongoing effort be made to 

confront and investigate cultural differences. Struggling with tendencies to shy away from other-

culture classmates seems a natural response for many in foreign places. However, it is important 

to recognize that cultural differences are, in a sense, effects of readings and misreadings 

produced in unique spaces-times. In fact, our goals (i.e. getting an education, building a career, 

and being generally happy) are basically the same. Moreover, critically analyzing and 

deconstructing how and why which differences come about (and with which valences) might 

help us transcend culturally defined barriers and build a more multiple relational identity 

encompassing more of our particular space/time (i.e. as we become more aware of others we 

incorporate their perceptions with our own).  

Lastly, intercultural learning components in curriculum should engage students in the 

recurrent problems common to the human condition that no culture has managed to solve 

completely (i.e. global problems that require global solutions). Investigating such areas of 

concern involves students in both a critical analysis of cultural differences and a search for new 

and less ethnocentric views about issues relevant to everyone today. The result should be 

increasing opportunities for more open discussion, sharing, and learning.  
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Implications 

 There are three main implications for educational policy that emerge from this 

study. The most significant policy implication addresses the loss of intercultural learning 

opportunities in cross-cultural classrooms. For example, many international students choose to 

isolate themselves in same-culture groups and engage other cultures only when directed to do so 

by their teacher. Despite acknowledging the intrinsic value of their encounters with other culture 

classmates, teachers, and acquaintances, it is difficult for many students to ignore the 

significance of English language based tasks (i.e. tasks that are graded or assessed in some 

manner) as students must ‘pass’ these tasks in order to attend a post-secondary institution.  

One option for EAP programs is to place a tangible value (e.g. 10% of final grade) on, 

and providing effective assessment and feedback for, the quality of each student’s cross-cultural 

interactions. Such an amendment would further motivate students to engage other-culture 

classmates. However, it is impossible to guarantee cross-cultural interaction in every EAP 

classroom – especially in EAP programs comprised solely of local students (e.g. EAP programs 

in China) and even in EAP programs that recruit students internationally. Thus, assessing the 

extent to which any student has achieved intercultural learning would be problematic (at best) in 

many classroom scenarios. Moreover, imposing a grading scheme on intercultural learning risks 

reducing what a relational cosmopolitan understanding of intercultural learning would be – that 

is, as deeply personal transformative experiences in which students are free to explore, engage, 

and maintain multiple, intersecting, diverse, and constantly changing relationships and self-

identities on a global stage. Certainly educators should be better prepared to help students engage 

with other cultures. Thus, perhaps the best option is to help (or search for ways to help) 

educators become more aware of creating opportunities for students to engage different cultural 
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knowledge and perceptions – leaving intercultural learning an unassessed but intrinsically valued 

curriculum goal shaped in unique and organic ways particular to different spaces-times. 

 The second policy implication involves writing and implementing curriculum that more 

thoroughly allows for the critical analysis of cultural differences and how they get constructed. 

The reading and listening textbooks used by the class in this study, for example, tend to include a 

few topic-focused ‘critical thinking’ questions as an appendage to introduce and/or conclude 

each unit. Discussions around these questions focus mainly on each unit’s topic. In order to 

further students’ intercultural learning, more effort should be made to introduce topics into the 

curriculum that involve the students in regular critical analysis of their particular cultural 

differences and cross-cultural experiences. An added benefit, in the case of EAP, is that students 

could develop the language and academic skills necessary for success in their post-secondary 

studies while simultaneously critically exploring their relationship to other cultures.  

The EAP program in this study is already progressing towards curriculum that involves 

critical analysis of cultural differences. However, as staff member David tells us, “…there’s been 

strides made to be more intentional to working [intercultural learning] into the curriculum… 

some [teachers/administration] value it more than others…and there’s different levels of 

understanding what we’re talking about too….they might not understand what it actually is.” 

This illuminates the third policy implication of this thesis – the training of faculty and staff. 

Throughout my observations and interviews each teacher’s considerable ability to teach English 

(and basic academic skills) was clearly apparent. There appeared to be variations, however, in 

each teacher’s awareness of how international students identify and position themselves (and 

how others identify and position them) in their day to day reality. Moreover, some ‘teachable-

moments’ involving critical analysis of cultural difference were overlooked or lost. This may 
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have been the teacher’s prerogative for prioritizing language learning targets. However, further 

training on how best to implement intercultural learning into their lessons could help teachers 

deepen students’ understanding of cultural differences. 

In addition to implications for educational policy, there are also three main implications 

for teaching practice that emerge from this study. The first implication for teaching practice is 

that, when possible (i.e. when a class’s cultural diversity allows), teachers should make cross-

cultural partnering mandatory. As observational evidence in chapter 4 shows, students usually sit 

with a same-culture partner(s) if given the choice. Partnering with other-culture classmates will 

facilitate intercultural learning in the simplest and most direct manner – by compelling students 

to learn about and work through their cultural differences in order to complete a task. Moreover, 

the pedagogical implication for English language teaching in particular is that by having other-

culture task partners (i.e. a classmate with a different first language) students are compelled by 

circumstances to practice their English. Teachers might be more lenient about allowing students 

to work with same-culture/language classmates earlier in the program (i.e. in beginner levels of 

learning, or the first week of each semester), but as students advance teachers should expect 

students to work with someone from a different first language group. Such an expectation 

ensures that cross-cultural encounters occur and that tasks are largely completed using English. 

The second implication for teaching practice, strongly related to the first, is to provoke 

students who regularly hide in same-culture ‘safe-zone’ groups by purposely involving them in 

discussions about cultural differences. These may be topics that self-isolating students are 

uncomfortable investigating. However, having them explore, identify, and (hopefully) confront 

that which discourages them from cross-cultural encounters may help these students transcend 
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personal barriers that only hinder their progress through an increasingly internationalized post-

secondary education.  

The third implication for teaching practice speaks directly to each teacher’s ability to 

critically analyze both their understanding of intercultural learning and how well they exploit 

intercultural ‘teaching-moments’ in their own practice.  Teachers must also work to recognize 

which students are struggling with cross-cultural encounters and develop strategies for helping 

them. Such complex insights into personal teaching practice will not emerge without 

participation in teacher training, curriculum development, and ongoing mentorship guided by 

intentions to facilitate students’ intercultural learning.  

Concluding Thoughts 

 As researchers of education the time has come for some of us to shift our focus from 

identifying and measuring each individual’s intercultural competencies (although these remain 

important in gaining a full understanding of a particular individual’s circumstances), towards an 

awareness of how the broader effects of local, national, and global forces influence individuals in 

the unique spaces-times they live. The challenge for educators (constrained to value the 

measurable) is that intercultural competencies or sensibilities are somewhat difficult to assess 

numerically. So how do they know if their students are becoming more interculturally 

sensitive/aware? 

Those of us who are not ‘world travelers’ (i.e. deficient of strong intercultural 

competencies) may always struggle with living, studying, and working with other cultures. In the 

past this might have been enough to discourage us from leaving home altogether. However, as 

the social and economic pressures of globalization intensify few people in the world will be able 
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to avoid cross-cultural encounters throughout their life. Thus, especially for educators, questions 

arise around how best to facilitate globally comprehensive progress towards societies shaped by 

intercultural sensibilities that encourage both ethical and fair interactions with people from 

cultures different than our own. An integral part of this progress involves thinking reflectively 

and critically about how one perceives and responds to other cultures, as positioned in their 

particular space and time in history, and correcting our mistakes. A relational cosmopolitan 

approach improves how we grasp and engage cultural differences and thereby helps us work 

towards intercultural understanding on both pedagogic and societal levels. 
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Appendix A 

When examining intercultural learning in a cross-cultural classroom, it is helpful to focus on a 

number of factors that may or may not become manifest, including (but not limited to):  

 Facilitation/support of intercultural learning in the classroom  

 Cultivation of intercultural communication and awareness amongst different cultures  

 

 Development of cross-cultural communication skills 

 Ethical / respectful encouragement of engaging different cultures 

 Inspiration to critically explore other cultures 

 Encouragement to understand one’s own socio-cultural locations 

 

 Modifying understanding of the world by merging different cultural content (e.g. history) 

and developing a more diversified viewpoint of the world 

 

 Evidence of listening / understanding the other  

 

 Expression of values such as openness, tolerance and culturally inclusive behavior  

 

 Teaching materials that are diverse, culturally appropriate, and/or modified to be 

culturally inclusive  

 

 Pedagogical response to minimizing language barriers to enhance understanding 

 Awareness of the politics of classroom participation 

 

 Intercultural learning strategies (examples listed below) that affect the classroom 

dynamic and participants’ classroom performance so as to promote intercultural learning 

 

 Problem based learning projects (long-term / mixed groups) 

 Team based learning (e.g. group projects) 

 Frequent cross-cultural pairing for interactive learning 

 Group work that involves examples from home countries 

 Frequent group-based assessment with cultural contents in which cross-cultural 

learning inspires students to work in groups and not alone 

 Mixed groups are the primary medium for learning 

 Time spent on developing skills in focused listening, turn-taking, questioning, 

negotiating, and giving/receiving feedback 

 Generating peer to peer conversations in a warm and safe interactive atmosphere 
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 Work around recurrent problems common to the human condition and that no 

culture has managed to solve completely – thus initiating opportunities for more 

open discussion/sharing 

 

 Students’ expression of new non-ethnocentric views about social issues in their own lives 

 

 Placing value on cultural differences and learning from difference 

When examining how intercultural learning manifests with participants (i.e. teachers and 

students) it is helpful to focus on a number of factors, including (but not limited to):  

 Interest in learning about new cultures 

 

 Interest in learning about cultures beyond the immediate dominant culture 

 

 Respectful /ethical engagement with other cultures 

 

 Expressed appreciation / awareness for the global connectivity available 

 

 Acknowledgement that learning is always partial/tentative, as well as initiation / 

continuation of a critical exploration of other cultures 

 

 Attempts to develop a critical global imagination that tries to identify/understand 

one’s true positioning in relation to the world 

 

 Learning the cultural knowledge of others 

 

 Attempts to modify one’s view of the world by incorporating the cultural content 

(e.g. history) of others into their own 

 

 Mediation of the differences of understanding encountered (e.g. different views of 

historical events) 

 

 Learning how others define themselves (i.e. nationality, religion, other) 

 

 Learning whether or not/how others identify with something larger 

 Exploration of the ways others identify with (i.e. see themselves a part of / 

separate from) their new/host-culture, country, community, and/or university 

 

 Exploration of the ways others identify with something larger that encompasses 

everything (i.e. global) 
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 Imagining alternatives as one reconciles differences between home and host-

cultures while establishing a new identity based on a new local understood in a 

global context 

 

 Attempts to understand the range of cultures one encounters as well as attempts to 

situate one’s home culture within that range 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



187 
 

Appendix B 

QUESTIONS FOR STUDENT INTERVIEWS 

1. Tell me about yourself. What do you think others should know about you? 

 

2. What motivated you to study in a foreign country?  

 

3. What can you tell me about your experiences studying in a new culture? 

 What successes / difficulties have you experienced? 

 What have you done to adjust? 

 

4. What can you tell me about the teachers/students from other cultures you’ve met here? 

 What other cultures have you encountered? 

 What do you have in common with them? 

 

5. Do you enjoy studying with students / teachers from other cultures? Why? Why not? 

 Have they ever done anything that you thought was unusual? 

 

6. How do students/teachers in your culture behave differently from the students/teachers 

you have met from other cultures?  

 

7. What are the benefits of studying with students/teachers from other cultures? 

 

8. What are the challenges of studying with students/teachers from other cultures? 

 

9. What has surprised you when studying with people from other countries/cultures? 

 

10. Have your experiences with people from other countries/cultures helped you better 

understand the world? In what way? 
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Appendix C 

TEACHER INTERVIEW QUESTIONS 

1. What do you love about teaching English for Academic Purposes? 

 

2. What are the most significant challenges in teaching and learning in an EAP program? 

 

3. Describe a successful experience you have had working with international students. 

 

4. Do you feel it is important to teach international students how to study/work/live in a 

culturally diverse society? How would you accomplish this task? 

 

5. How does the EAP program you teach in help its students relate to different cultural 

perspectives? 
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Appendix D 

ADMINISTRATOR INTERVIEW QUESTIONS 

1. Tell me about CultureWorks. What should others know about this school and its 

programs? 

 

2. The CultureWorks website says, “CultureWorks care about students and international 

education above all else.” Can you extrapolate on this? 

 

3. The CultureWorks website says, “Our care is shown in every action and decision from 

strategic growth and strong partner relationships to program development and services.” 

Can you give some specific examples of what CultureWorks has done to accomplish 

these goals? 

 

4. The CultureWorks website says, “Our English for Academic Purposes (EAP) program 

teaches the fundamentals of English as well as North American culture and academic 

traditions.” Can you explain what is meant by ‘teaching…North American culture’? 
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Appendix E 

Project Title: Intercultural Learning in a Cross-Cultural Environment 

Principal Investigator: 

Paul Tarc, PhD, Education, University of Western Ontario 

Student Letter of Information 

 

1. Invitation to Participate 

You are being invited to participate in this research study about intercultural learning in a cross-

cultural environment because you are studying in a cross-cultural environment and you 

experience cross-cultural exchange on a regular basis.  

2. Purpose of the Letter 

The purpose of this letter is to provide you with information required for you to make an 

informed decision regarding participation in this research.  

 

3. Purpose of this Study 

The purpose of this study is to establish a deep understanding of how intercultural learning is 

both conceptualized and actually supported in a cross-cultural learning environment from a 

relational cosmopolitan viewpoint. 

The objectives are to: 

1. Identify how spaces of cross-cultural encounter (e.g. EAP programs) facilitate intercultural 

learning. 

2. Observe how student and teachers in cross-cultural environments (e.g. EAP programs) 

apply existing/developing intercultural skills 

3. Clarify how spaces of cross-cultural encounter (e.g. EAP programs) nurture and develop 

the intercultural sensibilities necessary to understand foreign learning expectations. 

4. Shed light on how spaces of cross-cultural encounter (e.g. EAP programs) prepare us to 

take full advantage of the growth opportunities for personal and professional identity 

formation encountered in cross-cultural learning experiences. 

 

4. Inclusion Criteria 

 

Participants must be a student in an English for Academic Purposes / English Language 

Training program at a post-secondary institution in Canada, or at an English language 

school/institute, that specializes in preparing international students for the English 

language rigors of attending a post-secondary institution in Canada with English is the 

dominant language. 
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Participants must be studying full time at an intermediate to advanced level as designated 

by the school/institute in which they are enrolled.  

 

 

5. Exclusion Criteria 

 

Any student without an overall passing grade in the intermediate / advanced level of their 

English language program will not be considered for this study. 

 

Any student body (at the classroom level) below the school/institute’s designated 

intermediate level of English will not be included in the project. 

 

Any student body (at the classroom level) consisting of a single language-group/culture-

group/nationality will not be considered for this study. 

 

 

 

6. Study Procedures 

You are being invited to participate in a study that we, James Budrow and Paul Tarc, are 

conducting.  Briefly, the study involves two parts.  

The first part involves a research team member observing your class two hours a day for, 

five days a week for four weeks. In this part students/teachers are not expected to do 

anything other than what they usually do in class.  

The second part involves a research team member conducting one-to-one interviews with 

up to three students per week (different students each week) for four weeks.  

The interviews will take place in a location (and at a time) negotiated by the research 

team member and the students being interviewed. They will take 30 – 45 minutes to 

complete. The interviews will be audio recorded and transcribed. 

 

7. Possible Risks and Harms 

Student interview transcripts will be kept confidential by coding participants’ names and 

other identifying markers. You will be anonymous.  

Sharing with an administrator / teacher any observations and interview results regarding 

students' (individually or as a whole) attitudes, reflections, and/or criticisms of their 

experiences in class could have an unfair influence on the teacher's evaluation of a 

students' language ability or overall performance. 

Analysis and/or criticism of students' performance in class or comments made towards 

students in interviews could have a negative on students' motivation to continue learning, 

self-esteem in relation to language ability, self-identity, or social positioning/activity. 
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Documenting, recording, and giving voice to international students is particularly 

sensitive since they are often marginalized in western post-secondary communities. 

Inaccurately or insensitively communicating international students’ unique interests, 

concerns, and reflections can potentially leave them (individually or as a group) not only 

feeling more vulnerable but also more intensely positioned as outsiders by mainstream 

society.  

8. Possible Benefits  

There is opportunity in interviews for one-on-one practice of English with an experienced 

English language teacher - thus furthering their interest, ability, and comfort with English 

as a second language. 

There is opportunity to broaden/deepen your understanding/perception of the cross-

cultural environment they are (will be) studying in. 

You may or may not directly benefit from participating in this study but information gathered will 

provide benefits to society as a whole. These include: 

 As cross-cultural encounters intensify on a global scale, there is a growing need to 

deepen our understanding of the intercultural dynamics at play in learning so we may to 

tune into the diverse relationships that emerge. The intention of my research is to build 

awareness of who we are becoming as the societies / cultures we inhabit position and 

identify us.  

 Moreover, given that the upward trend of international student enrolment in Canadian 

universities, it is vital that all stakeholders in post-secondary education participate in the 

ongoing conversation on how best to accommodate the needs of international students. 

 

9. Compensation 

Each student participant will be provided with an hour one-to-one English language 

tutoring session (not on material/assignments they will be evaluated on for class) during 

(or shortly after depending on schedules) the research study. 

10. Voluntary Participation 

Participation in this study is voluntary. You may refuse to participate, refuse to answer 

any questions or withdraw from the study at any time with no effect on your future 

(career/academic status/employment). 

 

11. Confidentiality 

All data collected will remain confidential and accessible only to the investigators of this 

study. If the results are published, your name will not be used. If you choose to withdraw 

from this study, your data will be removed and destroyed from our database. While we will 

do our best to protect your information there is no guarantee that we will be able to do so. 

The inclusion of your initials and your date of birth may allow someone to link the data and 

identify you. Representatives of The University of Western Ontario Non-Medical Research 

Ethics Board may contact you or require access to your study-related records to monitor the 

conduct of the research. 
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12. Contacts for Further Information 

If you require any further information regarding this research project or your participation in 

the study you may contact: 

 

Paul Tarc, Principal Investigator. 

 

James Budrow, Research Team Member.   

 

If you have any questions about your rights as a research participant or the conduct of this 

study, you may contact The Office of Research Ethics. 

 

13. Publication 

 

The study’s results may be published in an academic journal. If the results of the study 

are published, your name will not be used. If you would like to receive a copy of any 

potential study results, please contact Paul Tarc or James Budrow. 

 

 

14. Consent 

 

Included with this Letter of Information is a Consent Form that you must sign in order to 

participate. This letter will be kept for future reference.  
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Appendix F 

 

Project Title: Intercultural Learning in a Cross-Cultural Environment 

Principal Investigator: Paul Tarc, PhD, Education, University of Western Ontario 

 

Administrator / Teacher Letter of Information 

1. Invitation to Participate 

You are being invited to participate in this research study about intercultural learning in a cross-

cultural environment because you are working in a cross-cultural environment and you 

experience cross-cultural exchange on a regular basis.  

2. Purpose of the Letter 

The purpose of this letter is to provide you with information required for you to make an 

informed decision regarding participation in this research.  

3. Purpose of this Study 

The purpose of this study is to establish a deep understanding of how intercultural learning is 

both conceptualized and actually supported in a cross-cultural learning environment. 

The objectives are to: 

 identify how spaces of cross-cultural encounter (e.g. EAP programs) facilitate 

intercultural learning. 

 Observe how student and teachers in cross-cultural environments (e.g. EAP programs) 

apply existing/developing intercultural skills 

 clarify how spaces of cross-cultural encounter (e.g. EAP programs) nurture and develop 

the intercultural sensibilities necessary to understand foreign learning expectations.  

 shed light on how spaces of cross-cultural encounter (e.g. EAP programs) prepare us to 

take full advantage of the growth opportunities for personal and professional identity 

formation encountered in cross-cultural learning experiences. 

4. Inclusion Criteria 

Participants must be an administrator / teacher in an English for Academic Purposes / English 

Language Training program at a post-secondary institution in Canada, or at an English language 

school/institute, that specializes in preparing international students for the English language 

rigors of attending a post-secondary institution in Canada with English as the dominant language. 

 

 



195 
 

5. Exclusion Criteria 

Any administrator / teacher who is not a full time employee of the participating language school 

will not be included in the project. 

6. Study Procedures 

You are being invited to participate in a study that we, James Budrow and Paul Tarc, are 

conducting.  Briefly, the study involves two parts.  

The first part involves a research team member observing your class two hours a day for, five 

days a week for four weeks. In this part students/teachers are not expected to do anything other 

than what they usually do in class.  

The second part involves a research team member conducting one-to-one interviews with up to 

three students per week (different students each week) for four weeks. The school’s principal 

will be interviewed once and participating teachers will be interviewed twice (one interview near 

the beginning of the study and another interview once the classroom observation period is 

complete). 

The interviews will take place in a location (and at a time) negotiated by the research team 

member and the students being interviewed. The interviews will take 30 – 45 minutes to 

complete and will be audio recorded and transcribed. 

 

7. Possible Risks and Harms 

Administration:  

Within schools (public or private) administrative positions are usually highly politicized and 

administrators' job security / advancement is often at risk when they are openly critical of what 

the direction / condition of their school (i.e. the company) and their students' experience. Release 

of the contents of conversations asking administrators to honestly/critically reflect on the 

condition of their school (in any capacity) could potentially endanger either their relationships or 

position within the school. 

Teachers:   

Teaching contracts in English language schools in Canada are often short-term (8 - 16 weeks) 

and whether or not a teacher is invited back for further contracts depends on a number of both 

candid (e.g. student enrolment) and discrete (whether a teacher is perceived as a good instructor / 

employee) factors. Exposing the content of conversations where teachers honestly/critically 

reflect on their classroom, their teaching, and, more generally, the school's program can 

potentially make their position at the school untenable. 

Analysis and/or criticism of teachers' performance in class or comments made in interviews can 

have an inverse effect on their motivation in teaching, self-esteem in relation to teaching ability, 

self-identity, or social positioning/activity. 
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8. Possible Benefits  

Administration: there is opportunity to discuss and reflect openly on the cross-cultural aspects of 

learning as made evident in their school's mission statement, policies, and curriculum in order to 

develop a broader/deeper awareness of the school and its program.  

Teachers: there is opportunity to discuss and reflect on the cross-cultural aspects of learning 

(stepping beyond concerns around language teaching) and developing a broader/deeper 

perspective on their own professional teaching development. 

You may or may not directly benefit from participating in this study but information gathered 

will provide benefits to society as a whole. These include: 

 As cross-cultural encounters intensify on a global scale, there is a growing need to 

deepen our understanding of the intercultural dynamics at play in learning so we may to 

tune into the diverse relationships that emerge. The intention of my research is to build 

awareness of who we are becoming as the societies / cultures we inhabit position and 

identify us.  

 Moreover, given that the upward trend of international student enrolment in Canadian 

universities, it is vital that all stakeholders in post-secondary education participate in the 

ongoing conversation on how best to accommodate the needs of international students. 

 

9. Compensation 

Administration: each administrator participant will be provided with assistance with basic 

administrative tasks (e.g. photocopying) during the observation period. 

Teachers: each teacher participant will be provided with assistance with preparing for class 

(photocopying, organizing desks, cleaning white-boards, setting-up AV equipment) during the 

observation period. 

 

10. Voluntary Participation 

Participation in this study is voluntary. You may refuse to participate, refuse to answer any 

questions or withdraw from the study at any time with no effect on your future 

(career/employment). 

11. Confidentiality 

All data collected will remain confidential and accessible only to the investigators of this study. 

If the results are published, your name will not be used. If you choose to withdraw from this 

study, your data will be removed and destroyed from our database. While we will do our best to 

protect your information there is no guarantee that we will be able to do so. The inclusion of 

your initials and your date of birth may allow someone to link the data and identify you. 
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Representatives of The University of Western Ontario Non-Medical Research Ethics Board may 

contact you or require access to your study-related records to monitor the conduct of the 

research. 

 

12. Contacts for Further Information 

If you require any further information regarding this research project or your participation in the 

study you may contact: 

Paul Tarc, Principal Investigator. 

James Budrow, Research Team Member.   

If you have any questions about your rights as a research participant or the conduct of this study, 

you may contact The Office of Research Ethics.  

 

13. Publication 

The study’s results may be published in an academic journal. If the results of the study are 

published, your name will not be used. If you would like to receive a copy of any potential study 

results, please contact Paul Tarc or James Budrow. 

 

14. Consent 

Included with this Letter of Information is a Consent Form that you must sign in order to 

participate. This letter will be kept for future reference.  
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Appendix G 

Consent Form 

Project Title: Intercultural Learning in a Cross-Cultural Environment 

Principal Investigator: Paul Tarc, PhD, Education, University of Western Ontario 

Research Team Member: James Budrow, MA candidate, Education, University of Western 

Ontario 

 

I have read the Letter of Information, have had the nature of the study explained to me and I 

agree to participate. All questions have been answered to my satisfaction. 

 

 

Participant’s Name (please print):  _______________________________________________ 

 

Participant’s Signature:   _______________________________________________ 

 

Date:     _______________________________________________ 

 

 

 

 

Person Obtaining Informed Consent (please print):  _____________________________ 

 

Signature:       _____________________________ 

 

Date:        _____________________________ 
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Appendix H 
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Appendix I 

 

Curriculum Vitae 

JAMES BUDROW 

EDUCATION 

Master of Arts (Education): University of Western Ontario, 2015. 

Bachelor of Arts: University of Maine, 1994.    

CELTA Certificate: International Language Institute, Halifax, Nova Scotia, 2011. 

TEFL Certificate: Winfield College, Vancouver, Canada, 2005.   

Diploma of University Teaching:  University of New Brunswick, 2004.  

 

WORK EXPERIENCE 
ESL / EAP (supply) Instructor: Western English Language Center (currently).   

ESL / EAP (supply) Instructor: Culture Works (currently).  

ESL / EAP Instructor:  Saint Mary’s University; Sept. 2010 – Aug. 2012. EAP: listening / 

speaking & reading / writing (beginner to advanced levels).  ESL: pronunciation, grammar, 

IELTS / CAEL test skills, conversation, creative writing, and beginner writing. UBP: writing 

(university bridge program). 

ESL / EAP Instructor:  Univ. of New Brunswick Saint John; Sept. 2003 – Aug. 2010. Prepared 

curriculum for and taught in: English for Academic Purposes, ESL Support (bridge), Pre-MBA, 

English Immersion, and a foreign based TESOL course for public school teachers in South 

Korea. 

ESL Instructor: Wallstreet English International (Shanghai, China); Jan. 2007 – June 2007 

(Business and Conversation English). 

English Language Instructor:  (South Korea) Feb. 1998 – Dec. 2002. ELS Daegu; ELS Seoul; 

ELS Kangnam; Yeung Jin Junior College Daegu:  Taught English Conversation, TOEFL, 

Listening, Reading, and Writing Comprehension to beginner, intermediate, and advanced level 

students of all ages from kindergarten to adult; focused on mature students, university students, 

and business people.  

AWARDS 

Canadian Graduate Scholarship: Social Science and Humanities Research Council: 2014 

Western Graduate Research Scholarship: Western University: 2014 

Western Graduate Research Scholarship: Western University: 2013 


