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Abstract

Globalization has resulted in the need for foreign language education to focus
on the development of intercultural communicative competence (ICC). However, in
Malaysian higher education institutions (HEIs), ICC does not seem to be integrated in
the curriculum of Mandarin as a foreign language (MFL) courses. Hence, the aim of
this study is to develop a Culturally Integrated Mandarin as a Foreign Language
(CIMFL) module for the selected HEI, a Polytechnic with novice MFL learners. A
Design and Development Research (DDR) approach comprising of three phases, was
employed.

In Phase 1, content analysis of cultural and intercultural elements in seven MFL
textbooks used in public HEIs, and an assessment of the ICC level of 31 MFL students
from a polytechnic using the Student’s ICC Self-Assessment (SISA) instrument, was
done. The findings indicated insufficient cultural and intercultural elements were used
in these textbooks. The scores from SISA indicated a low level of ICC for intercultural
knowledge (M =2.49, SD = .806) and skills (M = 2.54, SD = .805). Hence, there was
a need for a module to enhance students’ ICC.

Phase 2 involved design and development of the CIMFL module. The learning
outcomes (LO), cultural and intercultural elements and instructional strategies for the
module were determined from interviews of a panel of seven experts in the field of
MFL and ICC. The module elements were determined from the emergent themes in
the interviews transcripts. The module was developed and validated by experts for
implementation in Phase 3.

The usability of the module for promoting students’ ICC was evaluated in
Phase 3 by assessing students’ post-course ICC level, and through teacher’s interview

and student survey. The module was implemented with the 31 MFL students from



Phase 1. Data from transcripts of teacher’s interviews and analysis of students’
feedback survey were analyzed for effectiveness and usability of the module in
promoting ICC. Students’ post ICC level was identified through SISA (Post-Course)
and ICC formative assessment. The analysis from the class teacher and students’
feedback on the module indicated the module’s strengths in terms of content and
instructional strategies.

A Wilcoxon Signed-Ranks Test was run for SISA as one of the variables was
not normally distributed. The output indicted that the post-test scores for students’ ICC
were significantly higher than pre-test scores, for knowledge, skills and attitudes (Z =
49, p < .00), and awareness (Z = 49, p < .00). Students’ ICC formative assessments
displayed medium to high levels of ICC in knowledge, skills, attitudes and awareness
which comprised of Intercultural Discussion and Reflections, Cultural Discovery,
Cultural Quizzes and Intercultural Communicative Task. The result implied that the
CIMFL module was effective in enhancing students’ ICC.

The findings indicated that the CIMFL module could be used to improve ICC
among MFL novice learners in other Polytechnics. This culturally-integrated
framework of design for MFL could be used for developing curriculum and resources
such as textbooks for Polytechnics and other HEIs. It could also be used for developing

other ICC modules for other languages.



Abstrak

Pembangunan Modul Bahasa Mandarin sebagai Bahasa Asing

Berintegrasikan Budaya untuk Pelajar Asas di Politeknik

Globalisasi telah membawa kepada keperluan pembelajaran bahasa asing yang
berpusatkan pembangunan kemahiran komunikasi antarabudaya (Intercultural
Communicative Competence) (ICC). Walau bagaimanapun, di institusi pengajian
tinggi (IPT) Malaysia nampaknya /CC tidak diintegrasikan dalam kurikulum kursus
Bahasa Mandarin sebagai Bahasa Asing (Mandarin as a Foreign Language) (MFL).
Maka, penyelidikan ini bertujuan untuk membangunkan satu Modul Bahasa Mandarin
sebagai Bahasa Asing Berintegrasikan Budaya (CIMFL Module) untuk pelajar asas
MFL di sebuah IPT iaitu Politeknik. Penyelidikan Reka Bentuk dan Pembangunan
yang terdiri dari tiga fasa telah digunakan untuk kajian ini.

Dalam dalam fasa 1, satu kajian isi kandungan telah dijalankan untuk mengenal
pasti elemen-elemen budaya dan antarabudaya untuk tujuh buah buku teks MFL yang
terpilih daripada institusi pengajian tinggi awam. Tahap /CC bagi 31 pelajar dari
sebuah Politeknik telah dinilai dengan menggunakan instrumen Penilaian Kendiri /CC
Pelajar (Student’s ICC Self-Assessment) (SISA). Skor SISA menunjukkan tahap /CC
pelajar yang rendah untuk aspek pengetahuan (M = 2.49, SD = .806) dan kemahiran
(M =2.54, SD = .805).

Fasa 2 melibatkan reka bentuk dan pembangunan modul CIMFL. Hasil
pembelajaran elemen budaya dan antarabudaya serta strategi pengajaran untuk modul
CIMFL telah ditentukan melalui temu bual bersama tujuh orang pakar dalam bidang
pengajaran MFL. Elemen untuk modul telah ditentukan melalui tema yang terbit
daripada transkrip temu bual. Modul yang dibangunkan divalidasi oleh pakar untuk

pelaksanaan dalam fasa 3.



Kebolehgunaan modul untuk memupuk /CC pelajar telah dinilai dalam fasa 3
dengan menilai tahap /CC pelajar selepas kursus, temu bual guru dan tinjauan pelajar.
Modul CIMFL telah dilaksanakan dalam satu kelas MFL dengan 31 pelajar yang sama
seperti dalam fasa 1. Data daripada transkrip temu bual guru dan maklum balas
daripada tinjauan pelajar telah dianalisis untuk keberkesanan dan kesesuaian
penggunaan modul dalam memupuk /CC. Tahap ICC pelajar telah dikenal pasti
melalui SIS4 (Selepas Kursus) dan penilaian berterusan /CC. Analisis daripada
maklum balas guru dan pelajar terhadap modul menunjukkan kekuatan modul CIMFL
dari segi kandungan dan strategi pengajaran.

Ujian Wilcoxon Signed-Rank telah dijalankan untuk SISA kerana satu
pemboleh ubah adalah tidak bertaburan normal. Hasil dapatan menunjukkan skor
selepas ujian untuk /CC pelajar adalah lebih tinggi secara signifikan daripada skor
sebelum ujian untuk aspek pengetahuan, kemahiran dan sikap (Z = 49, p < .00), dan
kesedaran (Z = 49, p < .00). Penilaian berterusan /CC pelajar menunjukkan tahap
sederhana ke tahap tinggi dari segi aspek pengetahuan, kemahiran, sikap, dan
kesedaran yang terdiri daripada penilaian Perbincangan dan Refleksi Antarabudaya,
Penemuan Budaya, Kuiz Budaya dan Tugasan Komunikasi Antarabudaya.

Dapatan menunjukkan modul CIMFL boleh digunakan untuk penambahbaikan
ICC pelajar-pelajar tahap asas MFL di Politeknik yang lain. Kerangka reka bentuk
untuk modul MFL berintegrasikan budaya boleh digunakan untuk pembangunan
kurikulum dan bahan sumber seperti buku teks untuk Politeknik dan IPT yang lain.
Tambahan pula, ia juga dapat digunakan untuk pembangunan modul /CC untuk bahasa

lain.

Vi



Acknowledements

The accomplishment of this thesis is a result of the effort and support of all the
people who were behind me along the journey of doctoral study. First and foremost, I
would like to acknowledge my deepest gratitude to my supervisor, Dr. Dorothy DeWitt,
whose endless support, guidance, encouragement, inspiration, tireless commitment
assisted and contributed in the realization of this meaningful thesis. My heartfelt
appreciation also goes to my co-supervisor Dr. Chin Hai Leng who fully supported
and provided feedback on my writing. I would also like to extend my sincere
appreciation to my ex-supervisor Dr. Wong Seet Leng who had retired and Dr. Adelina
Asmawi for their expertise and guidance given especially in the early stage of my
research until the reaching of proposal defence of this work.

I am particularly grateful to the Malaysia Ministry of Higher Education for
granting the HLP Scholarship and study leave in conducting this project, and the
Department of Polytechnic Education for granting permission for data collection and
for the cooperation given. My special acknowledgement goes to all the experts and
students who were willing to take part in my present study. Thank you for the active
participation, the valuable feedback, opinions and suggestions that contributed to the
result of the study. I also owe a debt of gratitude to all the panel of post-graduate
seminars, professors, lecturers and support staff of the Faculty of Education in the
University of Malaya, the editor of the thesis, my close friends, colleagues in
polytechnic, course mates, and juniors for assisting me in the accomplishment of this
thesis.

Lastly, this thesis could not have been completed without the boundless love,
patience, and support from my family and relatives who gave me strength to overcome

the challenges in pursuing my doctoral study.

Vi



Table of Content

ADSITACE ...t iii

N 1] 3 < \%

Acknowledgement ... ...t vii
Table Of CONtENT ...t viil
List Of fIGUIES ...t e XVi
List of tables ..o.veii Xvii
List of abbreviations ...........oviiiiii i XX
List of @ppendiCes ... ..ouiiuiiiiii i XX

INtrodUCLION . ....eee e 1

Background of the Study ... 1

Problem Statement ......... ..., 9

Rationale of the Study ... 16
Research ODJECtIVES . ..iuiieiii i e 18
Research QUEStIONS ........o.uiiiiiiii i e 18
Hypotheses ..., 19
Definition of Terms .......oouiiniii i 19
Significance of the Study .........ooiiiiii 22
Scope of the Study ..ot 23
CONCIUSION ..ttt 24

Introduction ..o 25
Culture and Language .........co.vviriiiiiiiiii i 25
Culture Elements in Foreign Language Studies ............c..cooeoiiiiiin... 27
Culture Elements in Mandarin as a Foreign Language ........................... 29
Intercultural Communicative Competence (ICC) ..............coooeiiiiiiinn.an.. 36
Defining intercultural communicative competence (ICC) ............... 38
Models of intercultural communicative competence (ICC) ............. 39
Byram’s Model of Intercultural Communicative Competence.......... 40
Intercultural Communicative Competence Assessment .......................... 47
Overview of recent studies on ICC assessment ..................oeeueen.. 53

viii



Textbooks development in Mandarin as a Foreign Language ...................

Principles and studies of textbooks development in MFL ...............

Principles of MFL textbook development in cultural dimension........

MFL textbook development in cultural dimension in China and foreign

countries ..........

Studies of MFL textbooks development in Malaysia public HEIs ......

Instructional Design (ID)
Dick and Carey’s

Model oo

Morrison, Ross and Kemp Model ...............cooooiiiiiiiiiiiiiiinnn,
Smith and Ragan Model ...,

Merrill’s First Principles of Instruction ................cooceeiiiiiininn...

Learning objectives in intercultural language learning ..................

Bloom’s TaXONOmMY ......eiuutintieteiiie et e e e eeeeaens

Instructional strategies in intercultural language teaching ........ ......

Instructional principles and strategies of cultural integration in
teaching Mandarin as a Foreign Language ....................c.ooevvnnee

Theoretical Framework o

Conclusion ........c.c......

Procedure

fthe Study ...ooovvvnii

TrUSEWOItRINESS .« ..ottt e

Students’ ICC Sel

F-ASSESSIMENT ...ttt e,

Selection of research SIte ......vuueeeee e

Selection of participants ............ccovviiiiiiiiiiiiiiiienn.

Survey of participants’ background ........................o

Instrument

: Students’ ICC Self-Assessment (SISA) .............

Validity of instrument ..............ooooiiiiiiiiiiiii

Pilot study
Reliability

55
55
58

60
63

67
68
69
69
71
76
80
83

87
92
94

95

95

100
100
100
101
102
104
105
105
106
107
108
110
114
115



Phase 2: Design and Development of CIMFL Module..................c.c.....

Design of module ...

Participants — selection of experts ............ccevvviviiiiiniinnnn.
INtRIVIEW. ..ttt
Data collections ........c.ovuiviiiiiiiii e

Data analysis .......cvviiiiii i e

Development of CIMFL Module ............ccooiiiiiiiiiiiiieennn,

Phase 3: Implementation and Evaluation ................c..cooiiiiiiiiiiiiiin,

Implementation of CIMFL Module .................oooiiiiiiiiiiins.s

The research site and the course ..............cccoeiiiiiiiiii.

The participants ........o..eeerriereetene ettt eieeireaeeaenns
(@) The students .........cc.eviiiiniiiiiii i,
(b) Theteacher ........coovviiiiiiiii e,
(c) Theresearcher ...........coovviiiiiiiiiiiiiieeea,

The INStruments ..........oooviiiiii e
(a) Class 0bServation ...........ccoeeeiieiiieneeinenneenennnnn

(b) The Culturally Integrated MFL Module (CIMFL)......

Evaluation of module .........ooiiiiimm

The partiCIPAnts ......ovuvieieieiit e eeens
The instruments & data collection .....................coiiint.
(a) Teacher’s INtEIVIEW .........couiviiiiiiiiiiiiiiaeaanne.
(b) Students’ feedback survey ............cooeiiiiiiii

Data analysis .....o.ovveiiiiiii i

Evaluation of students’ ICC .....ouniiiiii e

The instruments & data collection....................cooeiiiinni.
(a) Students’ ICC Self-Assessment (SISA) (Post-Course)
(b) Students’ ICC formative assessment .....................

Data analysis .....o.vvieiiiiiii i

Internal Validity ......ooneiiii e

Internal validity of quantitative data .................cooiiii,

Internal validity of qualitative data ...............c..oooiiiiii

External Validity ........ooiiiiiii e
ReSEarch BUhICS . ..ottt e e

Conclusion

119
119
120
124
125
126
128

131
131
132
133
133
133
134
134
134
135
135
135
136
136
136
138
138
138
138
139
141
144
144
147

148
149
152



Chapter 4 Findings of Phase 1: Needs Analysis

INtrodUCHION ....ueie e
Content ANAlYSIS ...uveiei i
Findings of content analysis .............ccovviiiiiiiiiiiiiiiieienn,
Students’ Intercultural Communicative Competence (Pre-Course) .............
Survey of participants’ background ...,

Findings of Students’ ICC Self-Assessment (SISA) (pre-course) ......
Analysis for items of intercultural knowledge (pre-course) ....
Analysis for items of intercultural skills (pre-course) ...........
Analysis for items of intercultural attitudes (pre-course) ........
Analysis for items of Intercultural awareness (pre-course) .....

Students’ overall performance in ICC Self-Assessment (pre-course)..

CONCIUSION .. ettt e e e e e e e

Chapter 5 Findings of Phase 2: Design and Development

INtroducCtion ..........oiii
Design of CIMFL Module ..........cooiiiiiiiiii e,
Findings for the design of Students’ Learning Outcomes (SLO) .......

(1) Relevance to standard required ..................ooeiiiinnt.

(i1) Appropriateness of mapping the SLO and ICC outcomes..

Findings for the design of module’s content: Cultural and
intercultural elements .............cooiiiiiiiiiii

Unit 1: Greetings .....ouveueiniieiit i
(a) Levels of formality: formal and informal expressions..

(b) Non-verbal interactions in greetings between
CUTUIES ..eee e

(c) Distinction of address forms in Chinese and Malay
CUtUTE ..o

(d) Identical informal greetings in Chinese and Malay
CUtUIE ..o,

(e) Cultural connotation in greetings ...............c.eeun....
Unit 2: Making Introductions ...............coooiiiiiiiiiinan...
(a) Cultural connotation in NAMES ...........coveuveenennnn..

(b) Distinction of kinship titles between cultures,
standard and local use of kinship titles ...................

(c) Evolution of family structures and cultural practice ...

153
153
153
161
161

166
166
169
171
172
173
174

176
177
178
178
180
181

182

182

185

186

187

188
188
188
190

193

Xi



(d) Distinction in making introduction between cultures...
(e) Used of local and standard Mandarin in age inquiries
Unit 3: NUMDBETS ...t
Cultural connotation of numbers ...............cccoeiiinne
Unit4: Dates .....ooneiii i
(a) Chinese zodiac and culture ...............cceeviiiiiiinnnn,
(b) Dates of traditional festivals .......................ooee.
(c) Fortune and unfortunate dates .............................
Other findings for the design of module’s content ...............
(a) Cultural information ..............cooeviiiiiiiiiienn...
(b) Vocabulary .........cooiiiiiiiiiiiiii e
Findings for the design of module’s instructional strategies.............
Students-centered learning ............ccocooiveiiiiiiiiiiiiinin..
Cultural compariSon ...........ccoeiueiuiiiiiiieeiiie e,
Audio-visual and multimedia presentation ........................
Role-play/Performed culture approach ............................
E-learning ..o,
Flipped learning ............coooiiiiiiiiiii e,
Game method/Total physical response method ..................
Task-based approach ..o
Self-refelctions .........c.oiiiiiiii
Other findings on module’s design ............cooeviiiiiiiiiiiininn...
Summary of eXperts’ OPINIONS ......o.veerriernieeiiieieeeieeieeaeeannns
Development of CIMFL Module ..o,
Findings for the development of students’ learning outcomes (SLO)..
Findings for the development of instructional strategies ................
Stage 1: ACtIVAtION ....viieiiii i
Stage 2: Demonstration ..........c.cevvevviiiiiiiiieeiiieaieannnn,
Stage 3: Application ...........ooeviiiiiiiiiiiiii e
Stage 4: INtegration ............couviiiiirieniiitiiiiiee e eieaneeaans
Findings of the development of module content ...........................
Experts’ Evaluation on Developed Module ..............cccooiiiiiiiiiiiiiininn,
Student’s learning outcomes (SLO) of CIMFL Module..................

196
197
198
198
200
200
200
202
202
202
203
205
205
205
207
207
208
209
209
201
201
211
211
214
214
218
221
223
225
228
231
246
246

Xii



Cultural elements of CIMFL Module .......cooviiiiiiiiiiiiiiiiiiiiii, 247

Instructional strategies of CIMFL Module .....................ooa 247
Design of CIMFL Module ..........cooiiiiiiii e 248
Overall experts’ evaluation .............cceviiiiiiiiiiiiii i, 249
CONCIUSION ...ttt ettt e 250

Chapter 6 Findings of Phase 3 Implementation & Evaluation

INtrodUCtion ... 251
Module Implementation .............c.oieiiiiiii i 251
Findings from class observation ................c.ccevviiiiiiiiiiinnnannenn 252
Students showed interest and active in cultural learning ........ 253
Understanding of target culture, own culture and other 253
CULTUTES . .oeiei e
Active performance in class language and cultural activities ... 256
Attainment of students’ learning outcomes (SLO) ............... 257
Adequate teacher’s instruction on cultural and intercultural 257
170702 (o1
Obstacles in module implementation .............................. 258
Module Evaluation ............ccooiiiiiiii e 258
The strength of module content ..., 258
Practical communicative content and understandable language 259
for Mandarin beginners .............coovueiiiiiiiniiiiniieene.
Adequate Chinese cultural elements for cultural competence... 262
Appropriate and applicable intercultural elements for 266
intercultural competence ..............oooeiiiiiiiiiiiii
Students’ ICC promoted and enhanced ........................... 267
Useful and practical for daily communication and interaction.. 268
Non-verbal aspects of communication emphasized .............. 273
Situated in authentic social setting and presented social 273
relationShip .....ooviii
Promotion of national unity and integration ...................... 274
User-friendly content ............ccooeeiiiiiiiiiiiiiiiieienenen, 275
The strength of module’s instructional ................c..oooiiiiin... 276
Multimedia presentation and interactive activities enhanced 276
language skills ...

xiii



Varieties and effective intercultural activities and task 277
enhanced students’ ICC ......ooiiimiii e,

The strength of learning outCcomes ............ccoevieiiiiiiiiiennnnnnnnn. 280

The gaps of the developed module ..o, 281
Adding additional cultural and intercultural content.............. 282

More detail interpretation of cultural knowledge ................. 284

Strengthen language and linguistics skills ........................ 285

Active learning for intercultural teaching and learning ......... 286

SUMMATY ..o e 289
Findings and Analysis of Students’ ICC Formative Assessments ............... 290
Intercultural Discussion and Reflection (IDR) .................oooeiei, 291
Cultural DiScovery (CD) ..o.vivuiiiiii e, 293
Cultural QUizzes (CQ) vovnrieniitiie e e e 297
Intercultural Communicative Task (ICCT) .........cooiiiiiiiiiiiinin, 299

(a) Applied target language in real world situations ............ 300

(b) Demonstrated high intercultural knowledge and skills ..... 300

(¢) Demonstrated high level of intercultural attitudes .......... 302

(d) Demonstrated high level of intercultural awareness ........ 304

SUMMATY ..o 305
Students’ ICC Self-Assessment (SISA) ....c.ooiiiiiiiiiiiieee 306
Normality Test (Pre-Course) .......ovviiiiireiiiiiiiiiiiiiieieieea, 307
Normality Test (Post-Course) .........coovviiviiiiiiiiiiiiiiiaieeieeann, 310
Findings of Students’ ICC Self-Assessment (SISA) (Post Course) ... 313
Analysis for students’ post-course ICC in knowledge........... 313

Analysis for students’ post-course ICC in skills ................. 316

Analysis for students’ post-course ICC in attitudes.............. 318

Analysis for students’ post-course ICC in awareness............ 319

Wilcoxon Signed Rank Test .........ccooviiiiiiiiiiiiiiiiii, 321
CONCIUSION ...eee e e 327

INtrodUCtION .....ouit i 328
Summary of the Study .......ooiiii 328
Discussion of Findings in Phase 1: Needs Analysis ..........c.ccooeeviiiinn.t. 333

Xiv



Discussion and recommendation for content analysis ...................
Discussion on ICC Self-Assessment (SISA) (pre-course) ...............
Discussion of Findings on Phase 2: Design and Development ..................
Discussion on design and development of students’ learning outcomes

Discussion on design and development of cultural and intercultural
ClEMENLS ...uett it

Discussion on design and development of instructional strategies .....
Discussion of experts’ evaluation of the module .........................
Discussion of Findings in Phase 3: Evaluation .......................coocea.
Strength of the module ...
Gapofthemodule ..o
Discussion on students’ ICC formative assessment .......................
Discussion on students’ ICC (post-COUISe) .........oeveueeniiiueannannnn..
Fulfilment of the Criterion of CIMFL Module ......................ooooiin,
Implication and Contribution of the Research .......................oooiii.
Contribution to theory ......oceviiiiii i
Contribution t0 PraCtiCe ........oueiueiniintite i eeieeeeeaaens
Limitation of the Study ...
Further Research ... ...,
CONCIUSION ...neete e e
RETRIENCES ...
List of Publications and Papers Presented

Appendices.

333
339
339
340

341
345
348
350
350
351
352
353
355
356
356
359
361
362
363
366

XV



Figure 2.1
Figure 2.2
Figure 2.3

Figure 2.4
Figure 3.1
Figure 3.2
Figure 3.3
Figure 3.4
Figure 5.1a

Figure 5.1b
Figure 5.1c
Figure 5.1d

Figure 5.2a
Figure 5.2b
Figure 5.3a
Figure 5.3b
Figure 5.3c
Figure 5.4
Figure 6.1
Figure 6.2
Figure 6.3
Figure 6.4
Figure 6.5
Figure 6.6
Figure 6.7
Figure 6.8
Figure 7.1

Figure 7.2

List of Figures

Byram’s Model of Intercultural Communicative
Competence (Byram, 1997, p. 34 & 73) coocvvvvnviiininnnn. ..

Byram’s Model of Intercultural Communicative
Competence (Byram, 2009, p. 323) ....oovviiiiiiiiinnnnn.

Framework of Merrill’s First Principles of Instruction
(2002, 2009) ..o neeneeie

Theoretical framework of the study

Design and development of the study .........................
Research procedures in phase 1 of the study .................
Research procedures in phase 2 of the study .................
Research procedures in phase 3 of the study .................

Sample of New Words & Phases, situational Dialogues
and Cultural Understanding in the Unit 1 .....................

Sample of New Words & Phases, Situational Dialogues
and Cultural Understanding in the Unit 2 .....................

Sample of New Words & Phases, Situational Dialogues
and Cultural Understanding in the Unit2 ....................

Sample of Situational Dialogues and Cultural

Understanding in Unit 4 ...........oooiiiiiiiiiiiiiiiinennn.
Sample of interactive activity in Unit 1 ............... yyeeennn
Sample of interactive activity in Unit 2 ............... pyeeennn
Sample of cultural discovery activity in Unit 1 ......... yopen
Sample of cultural discovery activity in Unit3 ......... yopen

Sample of cultural discovery activity in Unit4 ...............
Sample of IDRin Unit 1 .........ooooiiiiiiiiiii i,
Q-Q plot of “knowledge” (pre-coure).......... coccvvvnvnnnn..
Q-Q plot of “skills” (pre-course)..........covueuee cvvveneannnn.
Q-Q plot of “attitudes™ (pre-course) ...........oceeeenvennn...
Q-Q plot of “awareness” (Pre-course) .........ccceevvennennnn.
Q-Q plot of “knowledge” (post-course) ......................
Q-Q plot of “skills” (post-course) ...........oevvveivennnennnn.
Q-Q plot of “attitudes” (post-course) .............eeveennn...
Q-Q plot of “awareness” (POSt-COUISE) ........ovvvenrennrnnnn.

Development of Culturally Integrated Mandarin as
Foreign Language Module based on DDR Model,
Byram’s Model of ICC (1997) and Merrill’s First
Principles of Instruction (2002) ...........cccevviviiininne...

The development model of CIMFL Module .................

42

45

71

XVi



Table 2.1
Table 2.2

Table 2.3

Table 2.4

Table 3.1
Table 3.2

Table 3.3
Table 3.4
Table 3.5
Table 3.6
Table 3.7

Table 3.8
Table 4.1

Table 4.2

Table 4.3
Table 4.4

Table 4.5

Table 4.6
Table 4.7
Table 4.8

Table 4.9
Table 4.10

Table 5.1
Table 5.2

Table 5.3

Table 5.4
Table 5.5
Table 5.6

Table 6.1

List of Tables

Cultural category and elements in foreign language studies......

Congruent of Byram’s Objectives of ICC (1997) and Seelye’s
six instructional goals (1993) ........cooviiiiiiiiiiie,

Congruent of Byram’s Objectives of ICC (1997) and Tomalin
and Stempleski’s instructional goals (1993) .......................

Congruent of Byram’s Objectives of ICC (1997) and ICCLE’s
ICC ObJECHIVES vttt
List of selected sample MFL textbooks for the study ............

Categories of cultural elements and intercultural elements
investigated in samples of elementary Mandarin textbooks......

Reliability statistic for SPLMC ...
Cronbach’s Alpha cut-off points for reliability ....................
Reliability statistic for Students’ ICC Self-Assessment (SISA)

Experts of present study ...........cooiiiiiiiiiiiiiii

Reliability statistics for students’ feedback on module content,
instructional and module outcomes ...

Methods employed to resolve the research questions ............

Percentage of cultural elements and intercultural elements
emerged upon the total chapters in sample textbooks ............

Sample profile of respondent demographics (SPLMC Section I)

Interpretation scale for mean SCOre)........cccocvvvevciieeviieeenieennnnn.

Students’ purposes of learning Mandarin as a Foreign Language
(SPLMC Section II) ....ooooieiiiii e

Students’ perception on cultural and intercultural learning
(SPLMC, Section III) .....oovviiiniiiiiiii e,

Students’ mean scores for intercultural knowledge (pre-course)
Students’ mean scores for intercultural skills (pre-course) ......
Students’ mean scores for intercultural attitudes (pre-course) ...

Students’ mean scores for intercultural awareness (pre-course).
Students’ mean scores in ICC Self-Assessment (Pre-Course) ...

Summary of experts’ opinion for module design ..................

Instructional design for the module based on Merrill’s First
Principles of Instruction ...

Sample of instructional design of the module based on
Merrill’s First Principles of Instruction ...................co.c..ee.

Class activities for integration ................ceeeeviiiniiennennnn..
Cultural and intercultural elements applicable for the module ..

Items of cultural and intercultural elements applicable in the
module ...
Items measuring students’ feedback on module’s content .......

34

79

79

80
101

103
116
116
117
121

137
143
159

162
163

164

165
168
169
171

172
173

213

219

220
229
232

XVii



Table 6.2
Table 6.3
Table 6.4

Table 6.5

Table 6.6

Table 6.7
Table 6.8

Table 6.9

Table 6.10

Table 6.11
Table 6.12

Table 6.13

Table 6.14
Table 6.15
Table 6.16
Table 6.17
Table 6.18
Table 6.19
Table 6.20
Table 6.21
Table 6.22
Table 6.23
Table 6.24
Table 6.25

Table 6.26
Table 6.27
Table 6.28
Table 6.29
Table 6.30
Table 6.31
Table 6.32

Items measuring students’ feedback on module’ instructional...
Items measuring students’ feedback on learning outcomes......

Instructional methods requested for intercultural language
JANING ..t
Students’ mean scores of intercultural knowledge, skills,
attitudes and awareness in IDR ...

Total of students in intercultural knowledge, skills, attitudes
and awareness performance as in IDR ............................L.

Cultural diScoOvery activities ..........ovevireeinierieiineenneannns

Students’ scores of intercultural skills, awareness and
attitudes as in cultural discovery activities ........................

Students’ mean scores on intercultural skills, attitudes and
awareness in cultural discovery activities .........................

Total of students in intercultural knowledge, skills, attitudes and
awareness performance as in cultural discovery activities.......

Students’ scores in cultural quizzes ..............ccooviiiiinn.n.

Total of students in intercultural knowledge performance as in
cultural QUIZZES .....c.ovviiii e
Percentage of students in intercultural knowledge, skills,
attitudes and awareness performance as in ICC formative
ASSESSIMENTS ..ottt
Test of normality for “knowledge” (pre-course) ..................

Test of normality for “skills” (pre-course) ................ceennenn.
Test of normality for “attitudes” (pre-course) .....................
Test of normality for “awareness” (pre-course) ...................
Statistic summary for students’ ICC (pre-course) ................
Test of normality for “knowledge” (post-course) .................
Test of normality for “skills” (post-course) ..................e..ee.
Test of normality for “attitudes” (post-course).....................
Test of normality for “awareness” (post-course) .................

Students’ mean scores for intercultural knowledge (post-course)
Students’ mean scores for intercultural skills (post-course).....

Students’ mean scores for intercultural attitudes (post-course)..

Students’ mean scores for intercultural awareness (post-course)
Statistics summary for post-course ICC .....................oeee.
Wilcoxon Signed Ranks Test ........ccooevviiiiiiiiiiiiiinnnnn.
Comparison between pre and post items of “knowledge”........
Comparison between pre and post items of “skills”...............
Comparison between pre and post items of “attitudes”..........

Comparison between pre and post items of “awareness”.........

276
281

287

291

292
293

295

296

296
298

298

305
307

308
308
309
309
311
312
312
313
315
317
319
320
321
322
324
325
326
327

XViii



ACTFL
CD
CIDOS
CEFRL
CIMFL
CQ
DDR
EPRD
FL
HEI
ICC
ICCT
ICCLE
ID

IDR
LO
MFL
MRK
MSL
NHESP
Q-Q
RQ

SD
SISA

SLO
SPLMC

SPSS

List of Abbreviations

American Council on the Teaching of Foreign Language
Cultural Discovery

Curriculum Information Document Online System (CIDOS)
Common European Framework of Reference for Languages
Culturally-Integrated Mandarin as Foreign Language (Module)
Cultural Quizzes

Design and Development Research

Education Planning and Research Division

Foreign Language

Higher Education Institution

Intercultural Communicative Competence

Intercultural Communicative Task

International Curriculum for Chinese Language Education
Instructional Design

Intercultural Discussion and Reflection

Learning Objective

Mandarin as a Foreign Language

Morrison, Ross, and Kemp Model

Mandarin as a Second Language

National Higher Education Strategic Plan
Quantile-Quantile (Plot)

Research Question

Standard Deviation

Students’ Intercultural Communicative Competence Self-
Assessment

Students’ Learning Outcomes

Questionnaire of Students’ Perception Toward Learning MFL and
Culture

Statistical Package for Social Science

Xix



Appendix A
Appendix B
Appendix C

Appendix D
Appendix E

Appendix F
Appendix G

Appendix H
Appendix I
Appendix J
Appendix K
Appendix L
Appendix M

Appendix N

Appendix O
Appendix P
Appendix Q
Appendix R
Appendix S

Appendix T
Appendix U

Appendix V
Appendix W

Appendix X

Appendix Y
Appendix Z

List of Appendices

Verification letter from University of Malaya
Permission of letter for data collection in Polytechnics

Content analysis: Cultural elements in each chapter of selected
MFL textbooks

Students’ Perception on Learning MFL and Culture (SPLMC)

Student’s Intercultural Communicative Competence
Self-Assessment (SISA)

Experts’ interview questions
Class observation checklist

Teacher’s interview questions

Student’s feedback survey questions
Intercultural Discussion and Reflections (IDR)
Cultural Quizzes (CQ)

Intercultural Communicative Task (ICCT)

Objective of Intercultural Communicative Competence (ICC)
(Adapted from Byram, 1997)

Rubrics of Assessing Intercultural Communicative
Competence (ICC) (Adapted from Lussier et al., 2007).

Student learning outcomes (Unit 1 to Unit 4)
Sample of lesson plans
Sample of students’ feedback on CIMFL Module

Sample of student’s answers on Cultural Discovery activity
Sample of student’s answers on Intercultural Discussion and
Reflection (IDR)

Sample of student’s answers on Cultural Quiz

Sample of expert’s interview transcription

Letter of invitation for experts
Experts’ consent to participate in research

Sample of expert’s information

Sample of experts’ written feedback on CIMFL Module

Application for verification of translation

XX



Chapter 1 Introduction

Introduction

In this chapter, the background of the study, problem statement, rationale of
the study, research objectives, research questions, hypotheses, definition of terms, and
significance of the study are discussed. An overview and conceptualization of the

entire study are provided.

Background of the Study

Globalization and the increase in transnational collaboration and competition
in economic, social, politics, science and technology which is culturally and
linguistically diverse has accelerated the requirement for cultural and intercultural
communicative competence (ICC) rather than only linguistic competency in a foreign
language (FL).

The goal of FL teaching in the world today no longer merely emphasizes
linguistics competence but communicative competence which focuses on cultural and
intercultural understanding. The National Standard for Foreign Languages Learning in
the 21st Century from the American Council on the Teaching of Foreign Language
(2017) has established 11 national standards grouped into five categories (i.e.,
Communication, Cultures, Connections, Comparisons, and Communities) or referred
to "5Cs" among the FL educators. The aspect of Cultures was emphasized in the
Standard which required students to gain knowledge and understanding of other
cultures; Comparison required the ability to gain insight into the nature of language
and culture; and Communities required participation in multilingual communities at

home and around the world. Students should demonstrate an understanding of the



relationship between the practices and perspectives of the culture studied (Standard
2.1) and understanding of the relationship between the products and perspectives of
the culture studied (Standard 2.2).

The Common European Framework of Reference for Languages: Learning,
Teaching, Assessment (CEFRL) (Council of Europe, 2001) stated the requirement of
the general competences of language learners which included the knowledge of the
shared values and beliefs held by social groups in other countries and regions, such as
religious beliefs, taboos, assumed common history, and so forth, that are essential to
intercultural communication; the existential competences which referred to culture-
related and sensitive areas for inter-cultural perceptions and relations, as well as the
ability to learn, including the ability to know and to discover “otherness” of another
language, culture, other people or new areas of knowledge.

The International Curriculum for Chinese Language Education (ICCLE) (The
Office of Chinese Language Council International, 2010) of China specified the
linguistic competence which comprised of linguistic knowledge, skills, strategies, and
cultural awareness as the goals of the curriculum. Cultural awareness included cultural
knowledge, cultural understanding, cross-cultural awareness and global awareness.
The standards emphasized the development of intercultural communicative
competence (ICC) which enables learners to function effectively and appropriately
across language and cultures.

The abovementioned documents explicitly stated the latest trend of goals on
FL studies in America, Europe and China toward developing students’ cultural
knowledge, skills, strategies and cultural awareness. The competences of culture and
intercultural relations have become the fifth language skill besides the skills of

listening, speaking, reading and writing (Liu, 2004) in FL studies. It also strongly



supported the notion that language and culture are interrelated, intertwined and cannot
be separated in FL instruction (Brown, 2000; Byram, 1997; Deardorft, 2006; Kramsch,
1993; Liddicoat, 2001; Lussier, 2011; Paige, Jorstad, Siaya, Klein, & Colby, 2003;
Shen, 2004; Xia, 2013). Hence, cultivating and establishing students’ ICC had become
an ultimate goal in FL curriculum.

The importance of mastering foreign languages is featured in the goals of local
higher education institutions (HEIs) to prepare the students for the challenges in the
employment market and a workplace which is highly multicultural and multilingual-
dimensional. In Malaysia, according to the National Higher Education Strategic Plan:
Laying the Foundation Beyond 2020 (Ministry of Higher Education, 2007), students
are encouraged to master at least one international language as their third language,
for example Mandarin, Arabic, Japanese, French and Spanish language, as proficiency
in a third language is vital for developing human capital that drives the knowledge-
based economy to gear the country toward competitiveness and innovativeness in the
international arena (Malaysia Ministry of Higher Education, 2007). It is clear that the
government aspires to produce graduates with the relevant communication skills,
language proficiency and competency to be part of a highly skilled and knowledgeable
workforce and face the challenges of an increasingly complex, multicultural and
globalized society.

In addition, the second thrust of the National Higher Education Strategic Plan
(NHESP) (Ministry of Higher Education, 2007) emphasized on “Improving the
Quality of Teaching and Learning” and required the local HEIs to carry out periodic
curriculum improvement for a relevant and dynamic curriculum based on the latest
developments and to strengthen effective, innovative and international teaching and

learning methodology for the current and future needs in education to ensure



achievement of learning outcomes. The aspiration of the Ministry was to produce
competitive graduates and ensure that these graduates benefited from quality learning
experiences and were able to face challenges in the knowledge and innovation-based
economy. The Review of the NHESP (Ministry of Education, 2014) stressed that
teaching and learning in HEIs needed to be more active and connected to real-life,
while new teaching or learning approaches that enabled the development of critical
and creative thinking should be integrated, and a practical curriculum be devised
emphasizing not only the disciplinary knowledge and facts, but also the requirement
of skills and language proficiency (Ministry of Education, 2014). Strengthening social
cohesion and global citizenry is one of the focus areas in the Review of the NHESP,
The HEIs were urged to produce graduates with the attributes and core values of
universal wellness (including multiculturalism, diversity, tolerance and acceptance) of
living in a multi-ethnic community; to promote interaction and understanding on
socio-economic and cultural diversity, as well as to handle the ethnic tension and to
eliminate and minimize all form of polarization (Ministry of Education, 2014).
Therefore, it is believed that the improvement of the FL curriculum and syllabus is the
primary task for the HEIs to meet the NHESP objectives as well as the world standards
in FL education.

Learning Mandarin as a Foreign Language (MFL) for communication purposes
has received overwhelming response from learners all over the world as Mandarin,
being the official language of China, known as Putonghua or common language, is the
most widely spoken language with 899 million native speakers and 178 million second
language speakers (Simons, Gary, & Fennig, 2017). In addition, China’s growing
prominence in the world’s stage as an economic power has given rise to the need for

building closer communication and relations with China in the economic, international



affairs, cultural and language education sectors (Chen, 2009; Zhao & Huang, 2010).
The curiosity, interest and demand for learning Chinese language and culture among
foreigners had accelerated the professional development of teaching MFL. The
enrolment in courses offering MFL had risen dramatically worldwide. According to
the Ministry of Education China, there are over 30 million MFL learners in over 2500
universities in 100 countries (China Education and Research Network, 2017).

Before extending on the situation of learning MFL in Malaysia, it is essential
to first understand the background of languages used in Malaysia. Malaysia is a
multiracial and multicultural country which consists of several races: Malay (68.8%),
Chinese (23.2%), Indian (7%), and others (1%) comprising of indigenous peoples such
as Negrito, Senoi and Proto Malays in Peninsular Malaysia, Kadazan-Dusun in Sabah,
and Iban in Sarawak (Department of Statistics Malaysia, 2017). The national language
or official language of Malaysia is the Malay language (Bahasa Melayu) which is the
medium of instruction in all national primary and secondary schools (the exception is
in Chinese and Tamil national-type primary schools which uses Mandarin and Tamil
respectively). English is the second language in Malaysia as in all schools, English is
also a compulsory language Generally, for Malays, their first language is Malay or a
Malay dialect, the second language is English, and most learn Arabic language as a
third language, mainly for religious purpose. For Malaysian Chinese, their first

language or mother tongue is a Chinese dialect such as Cantonese (-2 7%), Hokkien (
/] ), Hakka (& %), Hainan (%), Teochew (#]//]), Hockchew (#5///), and the
Standard Mandarin (Hudyii 4¥7%) is for formal communication. Malay is a second

language while English is the third language. However, there is a trend among the
Chinese community in adopting Mandarin as a primary language of communication in

the family and society, and reduce the use of heritage languages (Ding, 2016). For



Indian community in Malaysia, the majority have an Indian dialect (such as Tamil,
Telugu, Malayalam, Hindi, Punjabi and Gujarati) as their first language, with Malaya
as their second language and English as their third language. Other minorities in
Malaysia speak their own native languages, and Malay is the second language.

Malaysian students can select to learn another language or a FL in secondary
school and at the tertiary level. In tertiary institutions, the FLs were offer as elective
paper. Mandarin, Arabic, Japanese, Korean, Thai, German, Spanish, French were
among the FLs commonly offered at tertiary level (See & Ching, 2013). Mandarin as
a Foreign Language (MFL) is when Mandarin is taught to non-native speakers, and
thus making it the learners’ third language. The term Mandarin as a Foreign Language
(MFL) is widely used by most of the HEIs in Malaysia such as Universiti Utara
Malaysia, University of Science Malaysia, International Islamic University Malaysia,
Universiti Teknologi Malaysia, Universiti Pertahanan Nasional Malaysia, National
University of Malaysia, Universiti Malaysia Sabah, and Polytechnics.

FL learning is the learning of non-native language in the environment of the
learner’s native language which takes place in the context of the classroom, and usually
lacks the learning environment of the target language (Gass and Selinker, 2008; Stern,
1983) or has no direct relation to the learner’s social and personal environment
(Punchihetti, 2013). In the Malaysian context, the MFL learners are mostly Malays,
Indians and other non-Chinese groups who are not immersed in the Mandarin learning
environment, as Mandarin is neither the national language or a common language in
Malaysia as its usage was only limited to the Chinese community (Wang, 2016).
Although the Chinese forms the second largest community in Malaysia (23.2% of the
Malaysian population), the use of Mandarin among different races, is relatively low

compared to the national language and English language. Hence, learners of MFL lack



the need and urgency of learning Mandarin in Malaysia as many tend to speak in their
national language (Malay) or English. Hence, the learning of Mandarin among non-
native speakers in Malaysia is regarded as learning a FL.

The learning of MFL mostly takes place in the context of the classroom. Only
a very small number of active learners take the initiative to speak and practice
Mandarin with native speakers (Wang, 2016) in order to master the language. The
learners of MFL in Malaysia may also be regarded in the semi-endolingual learning
context as the language environment was not fully available to the learners outside
their language classroom (Punchihetti, 2013). Hence, the learning of Mandarin in
Malaysia is not sufficiently adequate to be regarded as second language learning.
Second language learning referred to the learning of another non-native language after
the native language or first language has been learned regardless of the second, third,
fourth or fifth language of the learners, and the environment of the language spoken is
provided (Gass and Selinker, 2008). When learning a first language, learners are
immersed in the language environment and there is a need to use the language in the
learning environment. Examples are Malaysian-Chinese learning Malay in Malaysia;
Malaysians learning Japanese in Japan, or Koreans learning English in the United
States.

In Malaysia, the demand for learning MFL is encouraging. The MFL courses
in local HEIs were offered to students who have no background or foundation in
Mandarin (Fan, 2011; Hoe, 2014). There has been a steep increase in the number of
MFL courses offered in local HEIs over the past two decades (Fan, 2011; Hoe, 2014;
Yap, 2011). At present, all 20 public HEIs in Malaysia offer MFL as an elective course,
and three of the HEIs offer MFL as a minor program (Hoe, 2014; Yap, 2011). MFL

courses are also offered in Malaysian private HEIs, polytechnics and colleges. The



enrolment for MFL has been increasing in recent years as more non-native speakers
are taking this course. Statistics in 2011 showed that there was a total of 21,693
students enrolled for MFL courses in one semester in the 20 public HEIs in Malaysia
(Hoe, 2014).

MFL courses from local HEIs mainly prepare graduates to master a third
language other than the national language and English as the second language (Teh,
2015). This is done in order to enhance employment opportunities for graduates in the
highly competitive job market (Hoe, 2014; Yap, 2011), to master communication
skills, self-improvement, self-interest, to understand the language of a neighboring
country, for possibility of furthering studies in China (Hoe, 2014), to understand
Chinese culture and the local Chinese community, for travelling, as well as for the
importance of understanding Mandarin at the international level (Yap, 2011).

Generally, there are three levels of MFL courses offered in local public HEISs:
elementary, intermediate and advance level. The teaching and learning time for each
level ranges from 28 to 56 hours in one semester (Hoe, 2014) or from two to three
hours per week (Fan, 2014). The MFL course syllabus is designed independently by
each HEI (Teh, 2015). Hence, there are no standard syllabus and assessment criteria
for all the local public HEIs (Fan 2014). The syllabus and course content emphasizes
linguistic knowledge, such as pronunciation, grammar; and language skills, namely
skills of listening, speaking, reading and writing to cater to the learners’ needs in daily
communication (Fan, 2011; Hoe, 2016; Tan, 2007; Yap, 2011).

The majority of local public HEIs make use of locally- compiled and published
textbooks (63.2%) while the remaining use MFL textbooks from China (36.8%) (Fan,
2014; Hoe, 2014). Locally published textbooks integrate Malaysian multi-cultural

elements and tended toward localization of context and materials (Hoe, 2014; Yap &



Wu, 2010). Almost all locally published textbooks integrated all language skills and
exercises in the textbooks; the texts were presented in the form of situational dialogues
with short and simple sentences emphasizing communicative function and language
practicality for learner needs, and tables of new words for each lesson were provided

(Fan, 2014; Yap & Wu, 2010).

Problem Statement

Cultural knowledge and intercultural communicative competence (ICC) are
crucial in FL studies. Studying a language without having the cultural knowledge of
the target language may lead to misunderstandings and conflicts (Brislin, 1995;
Hammer, 1999; Wolfson, 1989) as communication among people of different cultural
background may be misunderstood in an intercultural setting as interpretations are
mainly based on assumptions and perceptions from one’s own culture (Kramsch, 1993;
Liddicoat, 2001). The cultural differences among learners which may lead to
misunderstandings and conflicts arise from differences in terms of vocabulary, syntax,
idioms, different styles of using language such as direct, indirect, expansive,
argumentative and non-verbal behavior due to misinterpretations of intent and
evaluation among others. Lu (2004) pointed out that a language’s vocabulary contains
cultural elements, such as the philosophy, morality and ethics of a nation. Different
cultures have different words, signs, symbols for different cultural connotations. The
norm of speaking and behaving, and the socio-cultural expectation of individual roles
also influence the success of everyday interactions (Hymes, 1971). The value system
in a culture guides people’s action, behavior, lifestyle, and judgement of right and
wrong, good and bad (Shen, 2004; Sun, 2011), and also influences oral communication

among different cultures (Sun, 2011). People with different value systems will



encounter obstacles in their intercultural communication, especially between those
from collectivist and individualist systems. Customs are also shaped by beliefs and
values of people in a community. Differences in customs tends bring about conflict.
Hence, what is required is competency in intercultural communication.

Mastering a FL alone does not ensure one’s competency in intercultural
communication. This is because ICC is not a naturally occurring phenomenon; it must
be intentionally addressed through programs, courses, curricular and co-curricular
efforts (Deardorff, 2006). A number of researchers have pointed out that learning
culture needs to be explicitly addressed in FL curricula (Byram, 1997; Deardorff,
2006, 2009; Jin, 2013; Kramsch, 1993; Robison, 1978; Stern, 1983).

ICC could be realized through intercultural language learning focusing on the
relationship between language, culture and learning which help learners to acquire
linguistic competence and intercultural communicative competence (ICC) (Byram,
1997). Intercultural language teaching aimed at revealing the cultural connotation
behind the target language, to eliminate FL learners’ cross-cultural communication
problems caused by cultural differences, and to improve learners’ cultural
understanding and develop intercultural communication competence at the end of the
course (Byram, 1997; Byram et al., 2002; Deng, 2012). Cultural understanding
involves developing of interest in culture; experiencing cultural elements and
understanding the relationship between culture and language learning; experiencing
the cultural value-systems; and experiencing cultural multiplicity, dynamics and
permeability between cultures (The Office of Chinese Language Council International,
2010). It covers interpretation of the target culture and the learners’ own culture, ability

to make, evaluate and refine generalities concerning the target culture, development of
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interest in understanding the culture and demonstrating intellectual curiosity about the
target culture (Byram, 1997).

FL educators should set up culture and intercultural learning goals to prepare
students for the development of ICC (Byram, 1997; Hall, 2002). The FL syllabus needs
to emphasize attitudinal objectives which develop students’ curiosity, open, positive
and respectful attitudes toward the target culture (Byram, 1997; Deardorff, 2006;
Fantini, 2006), to cultivate a better understanding and appreciation of the relationship
between languages and other cultures and student's native culture. Students with ICC
become more understanding toward other people's points of view, ways of life, and
contributions to the world.

Hence, for successful intercultural communication, local MFL teaching should
give attention to the cultivation of ICC among students. The teaching of MFL in local
HEIs need to prepare students for ICC to interact with the people of the nation, and
citizens of the world to cope with the increasingly competitive and challenging global
market. The integration of intercultural communication skills in MFL will strengthen
students’ intercultural awareness, cultural understanding and develop ICC.

Effective and appropriate textbooks which serve as core learning materials are
essential and useful to strengthen students’ confidence in learning the language.
Although the usefulness of textbooks in teaching has been debated among scholars
(Graves, 2000; Hutchinson & Torres, 1994; McGrath, 2002; Tomlinson, 2011),
textbooks still play a significant role in language teaching and learning, as they serve
as a major source for the teaching content (Wu, 2010). Systematic and comprehensible
textbooks may facilitate the cultural input, and have remarkable influence on fostering
students’ cultural awareness and ICC (Wu, 2010). Hence, the standard and the quality

of the textbooks determine students’ effectiveness in ICC.
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In Malaysia, some of the local public HEIs use Mandarin textbooks sourced
from China (36.8%) while some compile their own MFL teaching textbooks with
reference to MFL textbooks from China (26.4%) (Hoe, 2014). However, there are
some shortcomings in the MFL textbooks published in China for the tertiary level such
as having unclear cultural-learning outcomes, non-standard cultural syllabus and
ambiguous culture-instructional objectives (Deng, 2012; Zhang, 2004); non-
systematic and non-standard cultural contents (Wang, 2014); and insufficient
intercultural communication consciousness and attention in the content material
(Deng, 2012; Zhou, 2004). This indicates the limitations of MFL textbooks from China
in terms of the cultural and intercultural dimensions. The MFL textbooks published in
China are based on the China social context, and did not consider the characteristics
culture and social environment of the local Malaysia Chinese. The same situations was
also happened to the textbooks published in Taiwan. Overseas textbooks were not
relevant for the local learners of MFL in Malaysia. In addition, there were differences
in terms of instructional emphases, methods, and cultural needs between local and
China textbooks (Fan, 2014).

In terms of locally published MFL textbooks, Tan’s (2007) research on the
analysis of MFL textbooks and modules utilized in nine public HEIs discovered that
although the majority of the local MFL textbooks emphasized linguistics skills for the
needs of students’ basic daily communication, the inclusion of cultural knowledge in
the textbooks was insufficient. However, Tan did not elaborate on to what extent the
cultural knowledge was absent in the sample textbooks and did not provide suggestions
for the cultural content for MFL textbooks. The research gap needs to be answered by

further studies.
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According to Hoe (2016) who surveyed 20 local public HEIs, the majority of
the public HEIs did not include much cultural information in the MFL textbooks. Hoe
reported that there was only some information concerning Chinese festivals and local
festivals found in some textbooks. The teaching of cultural knowledge was only
integrated through formative assessments and co-curricular activities in some public
HEIs which covered a range of 5% to 15% of the total marks of assessment. However,
detailed information on intercultural content from the MFL textbooks for each HEI
was not provided by Hoe (2016) and further studies need to be carried out to fill the
research gaps.

Other problems of local MFL textbooks included lack of good quality
textbooks and there were gaps between the local MFL textbooks and textbook from
China in terms of quantity and quality (Tan, 2007). This was probably due to having
less qualified professional MFL teachers who were designers of the textbooks (Yap,
2011). Besides, there was inconsistency of content for different levels of MFL
textbooks in local public HEIs, as there was no standardization criteria for the content
and syllabus of local MFL courses (Yap & Wu, 2010); the learning outcomes were
less focused on the affective domain, the MFL textbooks were not reviewed and
revised regularly, the inadequate content and problems found in the textbooks were
not solved in time, the learning outcomes of local MFL courses were too many, the
teaching and learning contact hours were too limited and this created difficulties in the
textbook design and development (Yap, 2011).

Research concerning development of intercultural-oriented textbooks and
modules for local MFL is limited in the literature. Studies on local Mandarin textbooks
mostly involved teaching Mandarin as a first language in local national-type Chinese

primary schools (Shi, 1993), national-type Chinese secondary schools (Chen, 2012;

13



Fang & Li, 2012; Huang, 2012), all primary and secondary schools (Ye, 2011), private
Chinese secondary schools (Huang, 2012; Song, 2006), teaching MSL in national
primary schools (Chen, 2011; Ye, 2012; Zheng, 2008), and private university (Feng,
2016). Studies on intercultural language teaching, cultural pedagogical practices, and
ICC assessment of local MFL learners remained largely unexplored. Hence, there were
neither studies on development of MFL textbooks, nor studies on development of
intercultural-oriented MFL textbooks in Malaysia.

The present study was conducted in a polytechnic. Polytechnics are HEIs
which provide MFL courses. In Malaysia, polytechnics are providers for technical and
vocational education and training (TVET) institutions under the governance of the
Department of Polytechnic Education, Malaysia Ministry of Higher Education and aim
at catering for the national demand for semi-professionals and professionals in the
fields of engineering, commerce and hospitality at degree, diploma and advanced
diploma levels. Hence, students taking MFL at polytechnics would be from technical
fields and may need to use MFL in their future workplace.

Polytechnic in Malaysia began in 1969 with the establishment of the first
polytechnic under the United Nations Development Plan. In 2015, there were a total
of 33 polytechnics, 7,916 lecturers, and 25,388 of polytechnic graduates in Malaysia
(Department of Polytechnic Education, 2015). The Department of Polytechnic
Education is moving toward the mission of “Breaking boundaries for the creation of
transformative and creative learning environment for an innovation-led-economy”
(Department of Polytechnic Education, 2015).

MFL is offered to students in polytechnics as an elective course, for both degree
and diploma programs. The synopsis of syllabus for elementary-level MFL from

polytechnics in Malaysia (Department of Polytechnic Education, Ministry of Higher
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Education, 2014) outlined:
The course will emphasize greatly on developing students’ oral
communication skills in situational contexts through class activities such
as role-plays, simulations and other relevant oral tasks. Students are
expected to take part in all language skills conducted in class to ensure
success in attaining the elementary-level proficiency. In this course,
students will be introduced to the basic Hanyu Pinyin system (Chinese
Phonetic Alphabet) and Hanzi (Chinese characters). Finally, this course

provides a basic insight into the Chinese culture.

The cultural aspect is important in the MFL syllabus as the synopsis mentions
“The course attempts to provide a basic insight into the Chinese culture.” However,
within the syllabus synopsis, the cultural content was not indicated and described
explicitly in terms of descriptions of syllabus content and learning outcomes. In
addition, cultural elements were also not specified in the Course Outline and
Assessment Specification (Department of Polytechnic Education, 2014). Based on the
documents and records from the course panel committee, the course assessment
(Examination question papers from 2012 to 2015) prepared by the polytechnics was
solely focused on the four linguistic skills for evaluating students’ learning outcomes,
and neglected cultural aspects. There were also no statements, framework or
pedagogical guidelines recommended for integration of culture in the course for each
topic in the syllabus.

Furthermore, the MFL course committee revealed that no attention was given
to integration of cultural aspects for the course (Minutes and Reports of Continuous
Quality Improvement, 2012-2015). The evidence showed that students’ cultural

knowledge was unidentified. The criterion on providing “a basic insight into the
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Chinese culture” as stated in the syllabus synopsis was not fulfilled and the
implementation was highly ambiguous.

Textbooks used in the polytechnics mainly emphasized on language and
linguistics skills but lacked cultural-related content as the language functions
presented in the textbook did not give to the intercultural dimension. Instructional
strategies for developing students’ ICC were not recommended in the textbook.

Hence, the present research addressed the research gaps by conducting a more
rigorous content analysis on MFL textbooks from local public HEIs, to identify the
shortcomings of the textbooks, the learner needs and expectations, and aims at
designing a culturally integrated MFL textbook to establish and foster students’ ICC.
At time, there were not many studies on development of MFL textbooks in facilitating
the cultural and intercultural instruction, as well as studies which evaluate ICC on
Mandarin learners, and more so in Malaysia. Hence, this study seeks to develop a
culturally integrated Mandarin module and to determine the ICC of MFL students in

an HEI.

Rationale of the Study

The present study is relevant to current emphasis in FL teaching which realizes
the importance of cultural and intercultural dimensions in the curriculum. It supports
the goals in “Standard for FL Learning in the 21st Century” from the American
Council on the Teaching of Foreign Language (2017) and The Common European
Framework of Reference for Languages: Learning, Teaching, Assessment (CEFRL)
(Council of Europe, 2001), to fulfil the requirements as stated in the National Higher

Education Strategic Plan (NHESP) (2007) and the Review of the NHESP (2014)
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toward improvement of the MFL curriculum which is relevant, dynamic and up-to-
date and in line with the current needs.

Recognizing the significance and necessity of integrating ICC in the FL
classroom especially in the MFL course, and due to the lack of relevant intercultural-
oriented MFL textbooks in Malaysia, the study contributed a Culturally Integrated
Mandarin as a Foreign Language (CIMFL) module for cultivating intercultural
knowledge, skills, attitudes and awareness toward cultivation of ICC among novice
MFL learners in a polytechnic. The study fit the current demand of the area as the
development of the CIMFL module in the present study was conforming to the
abovementioned requirement and demand. The intercultural learning outcomes of the
module were outlined, the module content and instructional features gave attention to
the dimension of cultural and ICC based on Byram’s Model of Intercultural
Communicative Competence (1997).

The findings of the study could assist the local MFL teachers in promoting
students’ ICC with focus on cultural understanding and awareness in the Malaysian
context. The developed module could meet the local needs of MFL students and
teachers at the tertiary level. The study also examined the effectiveness of the
developed CIMFL module in facilitating students’ development of ICC at the end of
the course. Students’ ICC was assessed and identified through the instrument of ICC
Self-Assessment (SISA) constructed based on Byram’s objectives of ICC (1997). The
Lussier, Kostova, Golubina, Ivanus, and Skopinskaja (2007) Rubrics of Assessing
Intercultural Communicative Competence was adopted to define students’ relevant
levels of ICC. Therefore, the potential of the integration of cultural and ICC in MFL

through a culturally integrated MFL module especially in Malaysia was investigated.
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Research Objectives

This study was aimed at:

Phase 1
1. Identifying the cultural and intercultural elements in the current instructional
textbooks/modules from the local public higher education institutions.
2. Identifying students’ intercultural communicative competence (ICC) level at the
beginning of the course.
Phase 2
3. Designing and developing a Culturally Integrated Mandarin as a Foreign
Language (CIMFL) module for the elementary Mandarin as a Foreign Language
course at tertiary level.
Phase 3
4. Investigating teachers and students’ feedback on the usability of the CIMFL
module in enhancing students’ intercultural communicative competence (ICC)
after the module implementation.
5. Investigating students’ intercultural communicative competence (ICC) level

after the CIMFL module implementation.

Research Questions
The study seeks to address the following questions:
Phase 1
1. How are cultural and intercultural elements reflected in the current Mandarin
as a Foreign Language textbooks/modules from the local public higher
education institutions?
2. What is the students’ intercultural communicative competence (ICC) level at

the beginning of the course?
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Phase 2
3. 1. What are the appropriate students’ learning outcomes (SLO) applicable for

the CIMFL module in terms of culture and intercultural aspects according to
the experts?

ii. What are the appropriate cultural and intercultural elements applicable for the
content of the CIMFL module according to the experts?

iii. What are the appropriate instructional strategies applicable for the CIMFL
module according to the experts?

Phase 3
4. What are the strengths and weaknesses of the developed CIMFL module?

5. What is the students’ intercultural communicative competence (ICC) level

after the implementation of the developed CIMFL module?

Hypotheses

The present study aimed at identifying whether there is a statistically difference
between students’ ICC scores in terms of knowledge, skills, attitudes and awareness
before and after implementation of the CIMFL module in the MFL course. The null
and alternative hypotheses were:

Ho: There is no significant difference between pre and post-course ICC scores

Hi. There is significant difference between pre and post-course ICC scores

Definition of Terms

The present study was designed and guided by several theoretical perspectives
and concepts. The theories were employed to support the present research which aimed
at developing a Culturally Integrated Instructional MFL module to establish learners’

ICC, and facilitate the integration of ICC in the MFL classroom.
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Intercultural  communicative  competence (ICC). Intercultural
communicative competence refers to “the ability to communicate effectively and
appropriately in intercultural situation based on one’s intercultural knowledge, skills,
and attitudes” (Deardorff, 2006). ICC is the competence that allows learners “to
interact with people of different cultural background, multiple identities and a specific
individuality” (Byram, Gribkova, & Starkey, 2002). People with ICC act as mediators
between the target culture and other cultures, are ready and willing to seek out
opportunities to interact with people from different cultural backgrounds, explore their
cultures and make necessary changes to prepare for intercultural encounters (Byram,
1997). ICC can be summarized as the ability to interact with people from diverse
culture, background and identity in order to be an effective intercultural mediator,
being proactive and adjusting appropriately to the others’ cultural perspective. In this
study, ICC is knowing the complexities, and possible sources of misunderstandings

among non-native speakers on the use of cultural elements in the Mandarin language

Byram’s (1997) Model of Intercultural Communication Competence
(ICC). The understanding and working definition of ICC for the present study was
based on Byram’s Model of ICC (1997). The model is a fundamental and
comprehensive model specially designed for FL education. Byram (1997)
conceptualized five components of ICC in his model: attitude, knowledge, skills of
interpreting and relating, skills of discovery and interaction, and critical cultural
awareness. In this study, all the five components of attitude, knowledge, skills of
interpreting and relating, skills of discovery and interaction, and critical cultural

awareness were used to develop a CIMFL module.
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Cultural and intercultural elements. Cultural and intercultural elements refer
to the substances which were appropriate and applicable for the module of the study.
The cultural elements involved in the present study included the elements of Big C
Culture and Little ¢ Culture (Kramsch, 2013; Lussier, 2011; Paige et al., 2003; Risager,
1991; Tomalin & Stempleski; 1993), Communicative-Culture (Chen, 1992; Zhang,
1984, 1990, 1992) and Intercultural (Byram, 1997; Byram et al., 2002). The elements
of Big C Culture refer to achievement culture such as art, history, literature, music,
architecture, heritage of civilization and thought embedded in the target language,
while Little ¢ Culture refers to behavior culture, and culturally-influenced beliefs and
perceptions or ideas such as customs, habit, foods, dress, leisure, beliefs, values, social
interaction, social identity, beliefs, behavior, and daily routines. In this study, the
cultural elements of Communicative-Culture were reflected in language structure,
meaning/semantic and pragmatics which may influence the accuracy of the messages

transmitted.

Intercultural communicative competence (ICC) assessment. [CC
assessment in the present study refers to the ICC self-assessment for pre-course and
post-course, and ICC formative assessment which designed according to the theory of
Bryam’s (1997) Model of Intercultural Communicative Competence. The construct
was based on five elements of ICC, namely attitudes, knowledge, skill of interpreting
and relating, skill of discovery and interaction, and critical cultural awareness. The
Lussier et al. (2007) ICC assessment framework was adopted for formative assessment
to assess students’ ICC. Lussier’s Rubrics of Assessing Intercultural Communicative
Competence (Lussier et al., 2007) was employed to determine students’ ICC level. In
this study, the rubrics or rating scale for assessing each dimension of the ICC includes

three indicators to define relevant levels of ICC proficiency: low, medium, and high
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profile which combines descriptors and criteria of performance to describe each level

of ICC.

Cultural and intercultural learning outcomes. The intercultural learning
outcomes (ILO) for the present study are the statements that state what students are
expected to achieve at the end of the course and designed mainly based on Byram’s
(1997) Objectives of Intercultural Communicative Competence. In this study, the ILO
are and mapped with principles of Bloom’s taxonomy (1956). Research from review
of literature were also taken into consideration in designing the learning outcomes of

the study.

CIMFL Module. CIMFL Module refers to the Culturally Integrated Mandarin
as a Foreign Language Module, an elementary-level Mandarin module developed in
the present study which incorporated the elements of cultural and intercultural to

promote and enhance learners’ ICC.

Significance of the Study

Due to the insufficient publications on cultural-oriented textbooks specifically
in the local context, the study was the first attempt in designing and developing a
culturally integrated Mandarin module in the field of MFL. The results of the study
provide useful and practical guidelines and direction for the design and development
of culturally-oriented modules and textbooks for MFL in the Malaysian context.

This study is beneficial for the curriculum planners of MFL in the Division of
Curriculum Development, Department of Polytechnic Education of the Ministry of
Higher Education in reviewing the existing MFL syllabus with focus on the

intercultural aspects. This research also has implications for the future curriculum
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development from the intercultural perspective. The findings of the study also
provided insights for the instructional designers in developing instructional MFL from
the viewpoint of cultural and intercultural dimension to promote learners’ ICC.

The module of the study will also help the learners to achieve successful
intercultural communication skills to prevent the communication conflicts resulting
from the misunderstanding and prejudice on the diverse cultural values and practices
of different ethnics, especially in the highly pluralistic society in Malaysia. Thus, the
present study also contributes to national integration whereby learners improve their

cultural understanding toward other communities in this country.

Scope of the Study

The present research was an exploration attempt in designing and developing
an elementary-level Culturally Integrated Mandarin as a foreign language (CIMFL)
module to promote and supplement the current MFL textbooks in polytechnics toward
the development of students’ ICC at the end of the course.

The module was designed subjected to the topics provided in the existing
elementary Mandarin level 1 syllabus of Polytechnics from the Curriculum
Development Division, Department of Polytechnic Education in the Ministry of
Higher Education. Only four topics from the syllabus were selected for the module
design and development in the present study (i.e., Greetings, Making Introduction and
Acquaintances, Numbers, Days and Dates). The current course learning outcomes and
syllabus content were not affected in the present study. The proposed learning
outcomes of the present study only focused on the cultural and intercultural
communicative aspects. Appropriate cultural and intercultural elements and students’
learning outcomes (SLO) were outlined and proposed to improve the existing syllabus

in terms of cultural aspects. The cultural and intercultural elements, as well as learning
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outcomes were designed and developed based on Byram’s Model of Intercultural
Communicative Competence (1997) and using experts’ professional recommendation.
Instructional strategies of the module referred to the related theories from the literature
and experts’ suggestions. The instructional design for the module was based on
Merrill’s First Principles of Instruction (2002). The instruction for the module was
mainly focused on the skills of speaking.

The module was only implemented in one selected elementary-level MFL class
at a Polytechnic, which is a higher education institution under the governance of the
Ministry of Higher Education. The module was implemented for 12 hours of
instructions in one semester session. Class observation was carried out by the
researcher as a non-participant observer (Creswell, 2012) simultaneously with the

module implementation.

Conclusion

This chapter has presented the background of the teaching of MFL in Malaysian
public HEIs and Polytechnics, the problems of cultural and intercultural teaching in
MFL in Malaysia Polytechnics, the importance of ICC in FL learning, as well as the
necessity of integrating cultural and intercultural elements through MFL textbooks for
the development of students’ ICC. The chapter has highlighted the research problems,
justified the rationale of the study, research objectives, research questions, hypotheses,
and definition of terms used. Lastly, the chapter has also stressed the significance and

scope of the present study.
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Chapter 2 Literature Review

Introduction

This chapter presents a review of literature on relevant theories, concepts and
previous studies pertaining to the present study. The first section discusses the relation
of culture and language, cultural elements in FL studies and MFL, and the models of
ICC which serves as the main theoretical basis of the present study. ICC assessment
in FL is also reviewed and discussed. In second section, the principles and studies of
MFL textbooks development and the cultural dimension in MFL textbook was
discussed, followed by the studies of MFL textbooks development in Malaysia public
HEIs. Overview of instructional design which covered Merrill’s First Principles of
Instruction (2002), Bloom’s Taxonomy, learning objectives in intercultural language
learning, instructional strategies, as well as instructional principles and strategies of
cultural integration in teaching MFL was discussed. Lastly, a theoretical framework of

the study was conceptualized.

Culture and Language

Anthropologists were the first to try defining the term of culture. Kroeber and
Kluckhohn (1954, as cited in Seelye, 1993, p. 15), two well-known anthropologists
have examined approximately 300 definitions in “Culture: A Critical Review of
Concept and Definitions ”. Goodenough (1981), an anthropology scholar, summarized
culture as the ways in which people have organized their experience of the real-world,
their perception and concepts, the system of cause and effect relationships, the
propositions and beliefs; their preferences, values or sentiment systems.

Nostrand (1966), Brooks (1968) and Rivers (1968) had brought culture into the

consciousness of FL teaching professionals. Seelye (1993) revealed that Nelson
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Brook’s (1968) five different types of culture included biological growth, personal
refinement, literature and the fine arts, patterns for living, and the sum of a way of life.
Seelye (1993) in his book concluded that culture consisted of the pattern of everyday
life, the words used reflected cultural images, the speech of a person indicates one’s
sex, age, social class, and place of residence and conveys information of one’s religion,
occupation, and other interests.

The relationship between culture and language has been studied by numerous
scholars and had brought up different perspectives on culture and language. The
overall perspectives derived from scholars revealed that language is an integral part of
culture; language and culture are intertwined and inseparable in which culture was
embedded in language and language was the agent for disseminating culture (Byram,
1997; Kramsch, 1993; Levine & Adelman, 1982; Rivers, 1981; Seelye, 1993; Zhang,
1990). Crozet and Liddicoat (1999) also pointed that the interaction between culture
and language was displayed in knowledge in a particular cultural context, spoken or
written genre, pragmatic norms, interactional norms, as well as linguistic and
paralinguistic structures.

According to Brown (1980), “a language is a part of a culture and a culture is a
part of a language, the two are without losing the significance of either language or
culture” (p. 123) and “language pre-eminently embodies the values and meaning of a
culture” (Byram, 1989, p. 41). Hence, language learning was regarded as culture
learning and therefore language teaching needs to cover the cultural aspect of the target
language (Kramsch, 1993) as to provide cultural knowledge to the learners for the sake

of cultural understanding and intercultural communication.
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Culture Elements in Foreign Language Studies

Scholars have investigated the cultural components or elements for years.
Risager (1991) employed a framework to study cultural content in the FL textbooks
comprising of micro and macro-levels of the culture, and the intercultural issues. The
micro-level of culture refers to the social and cultural anthropology phenomena which
covers the social characters, situation of interaction, the subjectivity of the characters
in feeling, attitudes, values and perceiving. The macro-level of culture relates to the
social, political, and historical matters.

In the early 1990s, Byram et al. (1994) formulated a nine Minimal Content or
the minimal scope of culture based information, which covered social identity and
social groups such as age, sex, class, region, profession; social interaction in verbal
and non-verbal behavior; faith and behavior such as routine, natural group behavior,
moral and religious faiths; social and political institutions such as state institutions and
their values, law, health care; social and public life which included family, schools,
professions, religion, military service; national history including present and historical
events regarded as important by members of the society, national geography, national
cultural heritage, stereotypes and national identity.

According to Liddicoat (2001), there are two major types of cultural models in
FL, the static view of culture, and the dynamic view. The static view of culture treats
culture as facts and artifacts such as information on the country, people, their lives,
history, institution, customs, cultural icons such as literature, art, architecture or music
while the dynamic view of culture considers culture as a set of practices in which
people engage and involve with linguistic and non-linguistic practices of culture

(Liddicoat, 2001).
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Paige et al. (2003) commented that Nelson Brooks’ (1968) perspective focused
on surface level behavior which ignored the underlying value orientations, overlooked
the variability of behavior within the target cultural community and the participative
role of the individual in creating culture, or the interaction of language and culture in
the making of meaning. According to Paige et al. (2003), the more recent models
displays culture as dynamic and variable, where culture is constantly changing, and
the meaning was constructed through human interaction and communication. There
were conceptual shifts from culture-specific to culture-general models of intercultural
competence, cultural stereotypes to cultural generalizations, cultural absolutes to
cultural variations (within and across cultures), and culture as distinct from language
to culture as integral to language (Paige et al., 2003). Paige et al. (2003) revealed
culture learning as the process of acquiring culture-specific and culture-general
learning which engage learners cognitively, behaviorally, and affectively. Culture-
specific learning refers to the acquisition of cultural knowledge, skills and attitudes
relevant to the target culture. Culture-general learning refers to the cultural knowledge,
skills and behaviors which exist across cultures.

The most recent FL curriculum in Europe and North America emphasized both
the Big C and Little ¢ culture. The elements of Big C culture refer to achievement
culture such as art, literature, music, architecture, heritage of civilization and thought
(Lussier, 2011). Big C culture included the history, institutions, literature and art of
the target country embedded in the target language (Kramsch, 2013). Little ¢ culture
refers to behavior culture, culturally-influenced beliefs and perceptions or ideas
(Lussier, 2011; Tomalin & Stempleski, 1993). Behavior culture involved customs,

habit, dress, foods, and leisure, and ideas related to beliefs, values and institutions
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(Tomalin & Stempleski, 1993). Kramsch (2013) defined the little ¢ culture as the

native speakers’ ways of behaving, eating, talking, customs, belief and values.

Culture Elements in Mandarin as a Foreign Language
Zhang (1984, 1990, 1992) proposed the category of “Communicative-Culture”

(X FFX ) and “Knowledge-Culture” (#7228 X /&) for culture. Zhang stressed that

Communicative-Culture refers to the linguistic and non-linguistic cultural elements
that influence the accuracy of the messages exchanged which may result in
miscommunication or misunderstanding when two people from different cultural
backgrounds communicate, while Knowledge-Culture refers to the linguistic and non-
linguistic cultural elements which do not directly influence the accuracy of the
message exchange when two people from different cultural backgrounds
communicate.

Lu (1990) supported Zhang’s notion and pointed out that “communicative-
culture” was hidden in the language system; and it reflects an ethnic group’s system
of values, sense of what is right and wrong, social customs, psychological state, and
way of thinking. This kind of culture is implicit, and native speakers are generally
unaware of it. The characteristics and rules of cultural differences can only be
discovered by contrastive research of language and culture. The communicative
competence is the core aspect in the teaching of MFL and it constructed the elements
of language contents, language skills, communicative skills and cultural background
knowledge; the teaching of second or FL should include these four aspects (Lu, 1990).

Chen (1992) further categorized the cultural elements of communicative-
culture in language structure (7%#%), meaning/semantic (7% X) and pragmatics (7% /).

Chen’s notion of Communicative-Culture was an essential reference for the studies of
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cultural elements in MFL. According to Chen (1992), the cultural elements in language
structure are reflected in the grammatical structure through the construction of
vocabulary, phrases, sentences, rhetoric and idioms.

Chinese sentence was made-up of six major elements, namely subject _Z 7%,
predicate 747Z, object & 7Z, attributive & 7%, adverbial /£ 7% and complement #/7%
(Ding, 2010). The word order in Mandarin is subject + predicate (verb + object) or
SVO. Generally, the subject always precedes the predicate; the adverbial precedes the
verb, modal verb or the adjective; the attributive precedes the center-words to function
as a modifier, the complement is put after the verb or the adjective to make additional
remarks (Ding, 2010). However, the word order of SVO can be changed in some
circumstances; the subject of a sentence can be omitted when the language
circumstances are clear and without misunderstanding of meaning, and some sentences
have no subjects; the object can also be placed before the verb in oral speech to
emphasize the object (Ding, 2010; Lin, 2003). There are four categories of complex
sentences in Mandarin, the coordinate complex sentence, subordinate complex
sentence, multiple complex sentence, and contracted complex sentence (Ding, 2010).
In fact, the word order or language habit practiced by the Chinese was influenced and
restricted by the cultural characteristics, thoughts, principle and ideology of the people,
especially the emphasis on collectivism rather than individualism, hierarchical rather
than egalitarian, patriarchal rather than matriarchal in Chinese everyday life (Ding,

2010; Liu, 2002; Xia, 2013). For example, the structure for the phrase Li xidojié &/
# (Miss Li), the surname Li & precedes the noun xidojié +/*#2 (miss) was contrary

from the English and Malay language structure in which the surname succeeds the

given name, as Chinese placed importance and respected hereditary ancestral
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surnames, placing priority on the family rather than the individual benefit (Ding, 2010;
Shen, 2004).

Therefore, there was distinction in terms of sentence elements, word orders,
and sentence structure between different languages due to the different cultural values
and practice. The language learners need to pay attention and learn the underlying
cultural impact on language grammatical system which could affect the intercultural
communication.

The cultural elements in “meaning” or semantics are displayed in vocabulary,
lexis, idiom, proverb, saying, metaphor, and symbolization that demonstrated the
unique concept, meaning and thoughts of the Chinese and the concepts may sometimes
have no equivalent meaning in other languages or have diverse meaning (Liu, 2002;
Xia, 2013). Learners may not understand the meaning of the vocabulary if they did not
study the cultural meaning, and may cause misunderstanding when communicating
with the native speakers.

There are many vocabularies which embodied the cultural elements in
meaning, such as ldng £ (dragon), gou #7 (dog), zhi #f (bamboo), colors, and so
forth (Liu, 2002) which brought specific meaning in Chinese due to the extended and

metaphorical meaning. The vocabulary of gou #7 (dog) often has derogatory meaning
in Chinese language and is used to scold and describe people, such as zou gou £ ¥
(jackal, servile follower), fang gou pi #¢ #7 4 (rubbish, nonsense), gou ydn kan rén di
7 HR A A % (look down people of low position, act like a snob), ldng xin gou féi &
< #9/% (cruel and unscrupulous, heartless), and so forth. The vocabulary of gou #7

(dog) reflected Chinese values which implied cultural meaning (Zhang, G. X. in Li,

2012). However, dogs are forbidden in the Malay community as they are considered
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ritually unclean in Islam; while in English, dogs brought commendatory meaning
which denote loyalty and faithfulness.

Besides, Long % dragon is a symbol of power, strength, good luck, growth and
expansion in Chinese culture. For example, “wang zi chéng long Z F & £ literally
means “hoping the son will become a dragon”, the dragon refers to successful,
excellent and outstanding people (Shi, 2009). However, the dragon symbolized evil
and dangerous in western culture and has diverse meaning compared to Chinese
culture. Furthermore, the vocabulary héng #c (red) in Chinese culture symbolizes
auspicious, prosperity, good fortune, passion, joy, lifetime happiness and it is always
adopted in Chinese celebration (Ding, 2010); these included vocabularies such as
héngbao 4 &, (red packets), mdntinghong i#% 2 4c (successful in every endeavor),
héngjidan 4r %5 & (red eggs), and zouhéng £ #r (became popular) (Wang, 2012).
However, in Malay culture red symbolizes bravery and strength (Ahmad Sopandi,
2003).

Other culturally related vocabularies in Mandarin included xijiii -Z /% (wedding
dinner), bainian 7% (New Year visit), chi cii “2 254 (jealous), and fafit X #% (put on
weight). Hence, language learners need to identify the cultural meaning embodied in
the vocabulary as there are diverse cultural connotations in different cultures.

The cultural elements in “pragmatics” refers to the language used in cultural
protocol, social context, custom, and interpersonal relationships (Chen, 1992; Shi,
2009; Xia, 2013). The cultural elements are concealed in speech act of greetings,
appellation, leave-taking, appreciation, apologies, respectfulness and modesty, dining,
gift giving, praise, compliments, privacy and taboos (Liu, 2002; Shi, 2009; Xia, 2013).

For example, in Chinese culture, there are many ways in greetings, the formal
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expression “Ni hdo ###F" is only used between unfamiliar people, for close friends
Chinese usually say “Qu ndr? 2777 " (Where are you going?), “Chi le ma? "2 T
%47 (Have you eaten?) “Qu shangban ya? Z_EH£2F?” (Going for work?”) which
does not mean to invade one’s privacy but just to show care and concern. In terms of
leave taking, instead of saying “zaijian # %", expressions such as “dué zuo yi hui’er
F 4 —£ L7 (stay for a while), “you kong zai lai 7 %A #” (come again when you
are free), “manzou ¢ (walk carefully) or “dué dué bdozhong % % R Z " (take
care) were usually employed based on the situations upon leaving according to the
Chinese culture (Liu, 2002; Shi, 2009).

Traditionally some Chinese refuse compliment and praise by saying “nali nali
vS 2 72 (there is nothing to be proud of) or “Ni guojiding le #:Z% 7" (you have
overpraised me) to show modesty and humility (Ding, 2010; Liu, 2002), even though
some Chinese, especially the new generation, would accept compliments and express

“xiexie ###” (thank you) as they are influenced by western culture. Nevertheless, the
Chinese are not used to saying “xiéxie ####” (thank you) to express appreciation
especially among close relatives, such as husband and wife, siblings, and other family
members as Chinese do not express their affection openly but rather in indirect ways
(Liu, 2002). Due to the culture of courteous and modest, Chinese usually decline the
gift they received in the first place, and express “Rang ni po féi le 2774 % 7 (This
had caused you to spend so much money) or “Ni tai kéqi le # & &7 7" (You are
too polite) as proper etiquette when receiving the gift (Ding, 2010).

Hence, the learners need to understand the culture embedded in the language
and how it influences the communication. They need to master the appropriate use of

language for intercultural communication to avoid misunderstanding and conflicts.
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Table 2.1

Cultural category and elements in foreign language studies

Category

Category

Elements

1. Cultural Elements:

Minimal Content
(Byram et al., 1994)

Knowledge-Culture
(Zhang,1984, 1990, 1992)

Little ¢ Culture
(Kramsch, 2013; Lussier, 2011;
Tomalin & Stempleski; 1993)

Micro-Culture
(Risager, 1991)

Customs, habit, foods, dress,
leisure, beliefs, values, social
interaction, social identity,
beliefs, behavior, daily
routines.

Big C Culture
(Kramsch, 2013; Lussier, 2011;
Tomalin & Stempleski; 1993)

Macro-Culture
(Risager, 1991)

Static View of Culture
(Liddicoat, 2001)

History, heritage of
civilization and thought, arts,
literature, music, architecture,
artifacts

Communicative-Culture
(Zhang, 1984, 1992;

Chen, 1992)

Dynamic View of Culture
(Liddicoat, 2001)

i. Elements in Language
Structure:

Cultural elements reflected in
the grammatical structures.

ii. Elements in Meaning:
Cultural elements displayed
through vocabulary, lexis,
idioms, proverb, sayings,
metaphors, and symbolization.

iii. Elements in Pragmatics:
Cultural elements reflected in
language used, cultural
protocol, social context, social
custom, and interpersonal
relationship.

Linguistic and non-linguistic
practices of culture

Culture-Specific
(Paige et al., 2003)

Cultural knowledge, skills and
attitudes relevant to the target
culture

2. Intercultural Elements:

Culture-General
(Paige et al., 2003)
Intercultural
Communicative

Competence (Byram, 1997)

Cultural knowledge, skills,
behaviors/attitudes, awareness
across cultures
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The categories and elements of culture were summarized as shown in Table
2.1. Generally, Minimal Content (Byram et al., 1994) and Knowledge-Culture (Zhang,
1984, 1990) represented the fundamental elements of culture. These groups of culture
could be divided into Little ¢ culture and Big C Culture (Kramsch, 2013; Lussier, 2011;
Tomalin & Stempleski, 1993), Micro-Culture and Macro-Culture (Risager, 1991).

Little ¢ Culture and Micro-Level Culture reflected similar characteristics as
they refer to behaviors and ideas such as customs, habit, foods, dress, leisure, beliefs,
values, behavior, moral, institution and norm, social identity, social interaction, and
daily routines. Big C Culture (Kramsch, 2013; Lussier, 2011; Tomalin & Stempleski,
1993), Macro-Culture (Risager, 1991) and Static View of Culture (Liddicoat, 2001)
were identical which included history, heritage of civilization and thought, arts,
literature, music, architecture, artifacts and so forth.

There were categories of culture drawn from the point of linguistics, such as
the Dynamic View of Culture (Liddicoat, 2001) and Communicative-Culture (Chen,
1992; Zhang, 1984, 1992). Dynamic View of Culture (Liddicoat, 2001) refers to
linguistic and non-linguistic practices of culture, and Communicative-Culture (Chen,
1992; Zhang, 1984, 1992) covered the cultural elements in term of language structures,
meaning and pragmatics. Another perspective of culture was Culture-Specific and
Culture-General (Paige et al., 2003) which involved the intercultural elements.
Culture-Specific refers to cultural knowledge, skills and attitudes relevant to the target
culture, and Cultural-General is concerning cultural knowledge, skills and behaviors
across cultures (Paige et al., 2003).

Due to the overlapping of cultural classification and meaning, the present study

adopted the elements of Big C Culture, Little ¢ Culture, and Communicative-Culture
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as representation for the component of “knowledge” in ICC. These elements were

integrated in the CIMFL module of the present study.

Intercultural Communicative Competence (ICC)

Intercultural competence (IC) or intercultural communicative competence
(ICC) emerged resulting from the limitation of linguistic competence (Chomsky,
1965) and communicative competence (Bachman, 1990; Canale & Swain, 1980;
Hymes, 1971; Van Ek, 1986). Conventional instruction for FL instruction uses
approaches such as the grammar-translation method emphasized grammar,
morphology, syntax and lexis to form grammatically correct and meaningful
sentences; and the audio-lingual method or direct method in the 1960s focused on the
language oral skills; however, both methods were unable to address the learners’ needs
(Lussier, 2011; Reyes Salinas, 2009).

These conventional approaches faced challenges from the constructivism
theory later in the 1980s which introduced the communicative competence approach
that emphasized linguistic competence, strategic competence and sociolinguistic
competence (Lessard-Clouston, 1997; Lussier, 2011). However, communicative
competence was critiqued as being too superficial, restrictive and lacked openness to
other speakers from other cultures which is not suitable for the multilingual and
multicultural societies (Lussier, 2011). The model of communicative competence is
also not well-defined and ambiguous (Julit, 2013). Hence, communicative competence
as a goal for FL education is no longer sufficient.

At the end of the 1990s, the intercultural communicative approach has attracted
attention in FL teaching (Byram, 1997; Byram et al., 2002; Kramsch, 1993; Lin, 1997,

Lussier, 2007; Wang, 1997). The intercultural approach aimed at helping FL learners
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to develop ICC (Byram, 1997; Fantini, 2006; Kramsch, 1993) in terms of intercultural
knowledge, skills, attitudes and cultural awareness to overcome the cultural
differences that may cause communication problems such as misunderstanding and
conflict when communicating with people from different cultures (Byram, 1997,
Deardorff, 2006; Lesencius, Draghici, & Nagy, 2011; Lussier, 2011). It cannot be
denied that mastery of vocabulary and structures alone does not necessarily ensure
one’s communicative competence without understanding of the related culture (Tang,
2013) and the intercultural competence. In other words, the ability to communicate
successfully in the target language not only depends on language and linguistic skills,
but rather on the understanding of the target culture and also the intercultural
competency.

The concept of ICC has been presented in different terminologies which refers
to specific perspectives within the notion of ICC, such as intercultural competence
(Byram, 1997; Fantini, 2006), cultural awareness (Tomalin & Stempleski, 1993), cross
cultural awareness (Knutson, 2006), intercultural awareness (Bennett 1993; Hammar
& Bennett, 1998), intercultural sensitivity (Bennett, 1993; Chen & Starosta, 2000).
Fantini (2006) listed 19 terms usually employed as alternatives for intercultural
competence as it somewhat demonstrated homogeneity between the terms. Hence, IC
and ICC were used interchangeably in the field of FL studies (Byram, 1997; Fantini,
2006; Sercu, 2006). For the present study, the terminology of intercultural

communicative competence (ICC) was employed.
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Defining intercultural communicative competence (ICC). Numerous
definitions of ICC given by various scholars exist in the literature. Ruben (1976) refers
ICC as “the ability to function in a manner that is perceived to be relatively consistent
with the needs, capacities, goals and expectations of the individual in one’s
environment while satisfying one’s own needs, capacities, goals and expectations” (p.
336).

Byram (1997, p. 71) states that individuals with ICC act as mediators who are
able to interact with people from different cultures in a FL and are able to negotiate a
mode of communication which is satisfactory to both interlocutors in the interaction
through appropriate intercultural knowledge, skills, attitudes and critical awareness.

According to Fantini (2000, p. 27), ICC involved the “complex abilities that
are required to perform effectively and appropriately when interacting with others who
are linguistically and culturally different from oneself”, in which “effective” reflects
the view of one’s own performance in the target language-culture (an outsider’s or efic
view), and “appropriateness” reflects how natives perceive such performance (an
insider or emic view). Spitzberg (2000) refers to ICC as the “behaviour that is
appropriate and effective in a given context” which was similar to Fantini’s (2007)
notion of ICC.

Chen and Starosta (2000, p. 4) opined that ICC involved the cognitive,
affective and behavioral ability of interaction in the process of intercultural
communication, and the individual needs to demonstrate “the ability to effectively and
appropriately execute communication behaviors to elicit a desired response in a similar
way” with interlocutors who have different cultural background.

Scholars had no consensus on the definition of ICC for 30 years, until in 2006,

when Deardorff (2006) employed a grounded-theory approach and Delphi
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methodology to document consensus among 23 leading intercultural experts on a
definition and components of ICC. In the findings of Deardorff (2006), the accepted
definition for ICC by the scholars was the ability to communicate effectively and
appropriately in intercultural situation based on one’s intercultural knowledge, skills,
and attitudes. The elements of “awareness, valuing and understanding of cultural
differences”, “experiencing other cultures” and “self-awareness of one’s own culture”
were most preferred by the academic administrators (Deardorff, 2006, p. 247).

Generally, scholars referred to ICC as the condition of “effectiveness”,
“appropriateness” and “context” in intercultural communication (Wang, 2011; Zhao,
2016). Appropriateness refers to the utterences and behaviors acceptable and expected
to be used in the cultural context, and effectiveness results in accomplishing
communication goals or outcomes.

In sum, based on the review of literature, ICC is defined as the ability to
communicate effectively with people from different languages and cultural

backgrounds and behaving appropriately for both communicators in a specific cultural

setting through intercultural knowledge, skills and attitudes.

Models of intercultural communicative competence (ICC). Apart from the
conceptualization of ICC, numerous scholars have presented different models of ICC
with regard to different approaches, research purposes and the target respondents of
their studies. These models demonstrated different frameworks of ICC which
consisted of specific ICC components. These models included The Behavioral
Approach to ICC (Ruben, 1976; Ruben & Kealey, 1979), Multidimensional Model of
ICC (Byram Model of ICC, 1997; Fantini Model of ICC, 2006), Development Model
of Intercultural Sensitivity (Bennett’s Development Model of Intercultural Sensitivity,

1993), Gudykunst’s Anxiety/Uncertainty Management Model (AUM) (2005),
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Culture-Generic Approach to Intercultural Competence (Arasaratnam & Doerfel,
2005), Deardorff’s Process Model of Intercultural Competence (2006), and others such
as the Kramsch Model of ICC (1993), Kim’s Integrative Model of ICC (1993), and
Ting-Toomey’s Negotiation Model (1993).

Those models displayed different types of skills and abilities of individuals
required to function in different cultural settings, and the processes involved in
developing ICC (Sinicrope, Norris, & Watanabe, 2007). Development of numerous
ICC models from the scholars had made an important contribution especially to the
field of language education, psychology, and sociolinguistics in cultivating ICC for
different individual needs.

Byram’s Model of ICC (1997) was employed in the present study as the model
was adequate and comprehensive for the pedagogical purposes in developing learners’

ICC in the study of MFL.

Byram’s Model of Intercultural Communicative Competence. Byram’s
model of Intercultural Communicative Competence (1997) seems to be the most
influential model of ICC within FL education which had an impact on curriculum
development in a number of countries (Hoff, 2014; Newton, Yates, Shearn, and
Nowitzki, 2010; Sercu, 2004). This model has influenced the development of The
CEFRL (Council of Europe, 2001; Karabinar, 2012) which considers ICC as one of
the important competences to be developed by all FL learners.

Byram (1997) criticized the notions of communicative competence forwarded
by Hymes (1972), Canale and Swain (1980) and Van Ek (1986) as misleading to set
achieving native-speaker-like language proficiency as the objective of L2 learning.

Byram claimed that it was an impossible goal. He argued that Hymes neglects the
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significance of social identity and cultural competence of the learner in intercultural
interaction. Hence, Byram (1997) proposed the model of ICC which is achievable and
practical for the learners in FL education.

Byram (1997) proposed the term of intercultural communicative competence
(ICC) and makes distinction with intercultural competence (IC). According to Byram
(1997), intercultural competence (IC) defines the ability to interact in one’s own
language with people from other cultures, while ICC describes the same ability with
focus on the FL teaching dimension. IC does not require the participant to understand
or speak a FL. ICC, however, incorporates the ideas of self-awareness, inquiry, and
process and introduces the notion of communicating in a FL as integral to the
intercultural situations (Byram, 1997).

The goal of ICC represents a radical shift. In traditional FL instruction, the goal
is on being an “ideal” native speaker, but with the intercultural competency approach,
it is on being an ‘intercultural speaker’ (Byram, 1997; Newton et al, 2010). Learners
of FL ‘should be helped to understand the native speakers communicative intentions
but should not be expected to behave in a native-like manner’ (Lange & Paige, 2003,
p. xi1). The concept of learners’ imitation of native speakers was replaced by learners
making comparisons, internalizing the behaviors, meanings and beliefs in the FL
culture with their own beliefs, meanings and behaviors (Byram, 1997, p. 113) across
cultural boundaries. The intercultural speaker is someone who has ICC in terms of
knowledge, skills, attitudes, and critical cultural awareness. Intercultural speakers act
as a ‘mediator’ between people of different origins and identities, to interpret the
values, beliefs and behaviours between them (Byram, 2006), and resolve conflicts and
misunderstandings during the process (Council of Europe, 2001). This is because they

are translingual, cosmopolitan, consensus-oriented, supportive and open to
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negotiation, able to negotiate meanings with others on equal terms while departing
from their own positionalities (Porto, Houghton, & Byram, 2017).

In Byram’s model of ICC (1997) (Figure 2.1), intercultural competence was
formed together with linguistic competence (Chomsky, 1965), sociolinguistic
competence and discourse competence (Hymes, 1972; Canale and Swain, 1980). The
intercultural competence refers to five values (the saviors), namely knowledge,
attitudes, skills of interpreting and relating, skill of discovery and interaction, and
critical cultural awareness. These competences are intertwined and can be
accomplished in the context of the classroom, fieldwork or independent learning which
happened in a non-linear, reiterative and on-going process and eventually contributes

to the development of ICC.

[ INTERCULTURAL COMMUNICATIVE COMPETENCE |

linguistic ¢ ; sociolinguistic ‘ ) discourse
oy nq" t":lnll te“m

‘\Emmm] /
competenoe

+

SavoIr
savais apprendre/faire

savoir comprendre == savoir s'engager

savoir étre

| LOCATIONS OF LEARNING |

classroom f;eldd_wu_ric independant
iarllfl_l {fland | | leaming [ |

Figure 2.1. Byram’s Model of Intercultural Communicative Competence
(Byram, 1997, p. 34 & 73)

42



In order to develop ICC the learners were guided to acquire essential
competencies in terms of knowledge, skills, attitudes and critical cultural awareness
(Byram, 1997). The “knowledge” enables learners to explore and gain knowledge on
the cultural products and practices such as the customs, social class, beliefs and taboos
(Byram, 1997). Learners need to understand the processes of society and individual
interaction in the target culture and their own culture such as the levels of formality in
the language and the interpretation of gestures (Byram, 1997). The learners recognize
the diversity in the ways of living and the socio-cultural context in the target culture
and the understanding of the relation (similarity and distinctive differences) between
one’s own and the target community (Lussier et al., 2007).

The “skills” refer to the ability to use a variety of language strategies in order
to adjust to different contexts and communicate with people from other cultures
(Lussier et al., 2007). Learners are required to develop skills of interpreting and
relating which involved the ability to identify ethnocentric perspectives and
misunderstanding in intercultural interaction, and to reduce or avoid conflicts. The
skills of discovery and interaction involved the ability to identify the significance,
connotations, similarities and differences in verbal and non-verbal interactions
between the target culture and learners’ own culture to establish effective
communication (Byram, 1997; Deardorff, 2006).

“Attitudes” refer to the ability to see other cultures and one’s own from
different perspectives with curiosity, openness and readiness (Byram, 1997; Deardorff,
2006). It involves cultural awareness and the understanding and acceptance of other
cultures, the integration of other values and the ability to overcome stereotypes in
relationships (Lussier et al., 2007). Lastly, learners need to have conscious “critical

cultural awareness” in evaluating or judging their own culture and other cultures, and
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be able to mediate in the intercultural interaction with a degree of acceptance, rational
perspective and position (Byram, 1997).

Byram (1997) pointed out that language teaching with an intercultural
dimension intended to help learners to acquire linguistic competence; at the same time,
it develops learners’ intercultural competence, which refers to the ability to ensure a
shared understanding by people of different social identities, and their ability to
interact with people with multiple identities and their own individuality.

In 2006, in the revised version of Byram’s ICC model, Byram added a new
element of “action orientation” under the “critical cultural awareness” which is
classified as a cognitive ability. “Action orientation” refers to ‘both critical reflection
on the familiar and the unquestioned assumptions of one’s own culture/country and
involvement and intervention in the world of practice with an intention to create social
change, in cooperation with people of other cultures/countries’ (Byram, 2006, as cited
in Newton et al., 2010). However, the 1997 model is widely cited in the field compared
to this revised model.

In 2008, Byram introduced the model of intercultural citizenship education
based on the Byram (1997) model of ICC and the concept of intercultural speaker and
mediator. Intercultural citizenship combines ICC and aspects of citizenship education
which promotes the formation of communities of action beyond the boundaries of the
state or country (Byram, 2009). It requires learners to apply intercultural interactions
with people of another culture and language both local and international, emphasizes
reflection on the experience and on the possibility of further social or political activity,
and creating cognitive, attitudinal, behavioral change in the individual and self-

perception (Wagner & Byram, 2017).
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Byram’s model of ICC was improved later in 2009 clearly outlined the
components of knowledge, skills and attitudes under the intercultural competence with
the savoir or critical cultural awareness as the core of the model. Matsuo (2012)
revealed that the critical cultural awareness supposed to be given priority in terms of
pedagogical purpose. Basically the components in Byram’s model of 2009 and the
model of 1997 were same. There were slightly changed of graphic presentation for the
model in 2009. The five major interrelated intercultural compenteces were remained
strongly emphasized in the model of 2009 as in 1997. However, the directional arrows
between the components of ICC, linguistic competence, sociolinguistic competence
and discourse competence had had been removed (Byram, 2009, p. 323). This version
did not postulate possible relationship among the competences (Matsuo, 2012). This
was probably due to degree of influences between the component of ICC and the other

three components or competences would be vary in different cases.
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Figure 2.2. Byram’s Model of Intercultural Communicative Competence
(Byram, 2009, p. 323)
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Byram’s model of ICC (1997) is critiqued because this model implied a rigidity
between the boundaries of cultures, between ‘self” and ‘other’, ‘native’ and ‘foreign’,
and that it was limited by the structural approach of language learning (Byram, 2009).
The model takes the national culture and identity of the FL as the basis for intercultural
competence (in term of knowledge), and this means that the focus is on one specific
identity, and assumes that that identity is homogenous in the country (Byram, 2009;
Kramsch, 1999; Matsuo, 2012). Matsuo (2012) pointed out that national culture alone
is insufficient as the basis for ICC development in a globalized world as this will result
in monologic discourse and focus on delivery of facts. Hence, Byram’s model may
need to be revised to reflect the changing cultures and identities in the globalized
world.

Byram’s model uses the presence or absence of particular sub-competences
(knowledge, attitudes, skills, and critical cultural awareness) to predict the success or
failure of the individual in intercultural interaction. This has led to another limitation
of the model in the aspect of the accuracy of the model, as not all the characteristics of
intercultural speakers are included in the model (Byram, 2009). Hoff (2014) is of the
opinion that although negotiating a common understanding across cultural differences
may not be the most important goal for the ‘intercultural speaker’, intercultural
exchanges should be regarded as opportunities for the FL learners to develop ICC
through open-minded, critical self-examination and exploration of others’ culture.

Matsuo (2012) claimed that Byram’s model of ICC which is regarded as an
individual-oriented list-type model was theoretically weak as it could not identify the
relations between the components as the level of competence, or combinations of
criteria which determine competence are difficult to define (Matsuo, 2012; Sprizberg

& Changnon, 2009). Liddicoat et al. (2003) also critiqued this model as only describing
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the sociocultural component of language competence without linking to the other
competencies such as linguistics, sociolinguistic, and discourse competencies in a fully
elaborated model.

Despite the criticism of Byram’s model of ICC, this model remains the
influential model in intercultural language learning, and was widely adopted and
continues to be used in the research on ICC (Hoff, 2014; Lussier et al., 2007; Newton
et al, 2010; Sprizberg & Changnon, 2009).

Byram’s model of ICC (1997) was employed in the present study as the model
is adequate and comprehensive for the pedagogical purposes (Deardorff, 2006) in
developing learners’ ICC in the study of MFL. Byram’s model of ICC was adopted in
the present study as it provides the foundation for the ICC theoretical construct for the
present study and it demonstrated the acquisition and development of ICC of the FL
learners. Byram’s model was employed for constructing the students’ learning
outcome of the CIMFL module, and in developing instruments for SISA and ICC

formative assessment in the present study.

Intercultural Communicative Competence Assessment

Various instruments of ICC assessment have been designed by numerous
scholars. Fantini (2006) compiled a list of 85 Assessment Tools of ICC. However, he
commented that these assessment tools employed different instruments to measure
outcomes and thus the instruments themselves were only appropriate for the concepts
or constructs they attempt to measure. The instruments covered the assessed area such
as cross-cultural awareness, global competitive intelligence, cultural competence,
cultural sensitivity, ethno-relativity, international competence, intercultural

interaction, biculturalism, and multiculturalism, and so forth (Fantini, 2006). The
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popular ICC assessment instruments from the scholars included the Behavioral
Assessment Scale for Intercultural Competence (BASIC) (Koester & Olebe, 1988),
Intercultural Sensitivity Inventory (Bhawuk & Brislin, 1992), Cross-Cultural
Adaptability Inventory (CCAI) (Kelley & Meyers 1999), Intercultural Development
Inventory (IDI) (Hammer & Bennett, 1998; Paige, Jacobs-Cassuto, Yershova, &
DelJaeghere, 2003), Intercultural Sensitivity Index (IST) (Olson & Kroeger, 2001), and
Assessment of Intercultural Competence (AIC) (Fantini, 2000, 2006).

Sercu (2004) claimed that it is necessary to develop a systematic framework
for assessing ICC in FL studies. However, culture was a difficult aspect to assess
(Paige et al., 2003); challenges plagued assessment on intercultural communicative in
FL teaching. The assessment for the component of intercultural competence
particularly assessing items beyond factual knowledge such as the attitudes of
openness and empathy were complex and difficult (Byram et al., 1994; Paige et al.,
2003). Discrepancy occurred between the assessment approaches and the cultural
goals or expected learning outcomes due to ignorance regarding the purposes of the
assessment (Kramsch, 1991). The difficulty of cultural interpretation was one of the
challenges in intercultural assessment. The assessment was forced to be more flexible
for adjustment if one student interpreted differently from other students for the same
cultural issue or topic (Paige et al., 2003) as cultural issues were subjectively
interpreted and difficult to judge objectively (Kramsch, 1991).

Fantini (2000) argued that assessing learners’ ICC development presented
various challenges. Fantini pointed out that the majority of teachers were unable to
assess intercultural awareness and attitude because of problems with quantification
and documentation. Assessing ICC should be ongoing and conducted in various ways

and times; approaches to ICC assessment should consider direct and indirect
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indicators, quantitative and qualitative information (Fantini, 2006). The assessment
methods may include comprehensive self-evaluation, peer evaluation, and portfolio
approaches compiled by the individual being assessed, which could provide
information about individual achievements toward the stated intercultural
competencies (Fantini, 2000).

Byram et al. (2002) stressed that intercultural assessment aimed at producing
a record of learners’ ICC, to promote learners’ awareness of their own abilities in
intercultural competence which could be acquired in different circumstances either
inside or outside the classroom. Byram et al. (2002) claimed that intercultural
competence not only covered the assessment on learners’ knowledge, but also skills
and attitudes. Learners were assessed whether they have changed their attitudes, or
become more tolerant toward the cultural differences (p. 23).

Hence, Byram suggested a portfolio approach which was possible for assessing
students’ ICC. He proposed to adopt the European Language Portfolio from The
CEFRL (Council of Europe, 2001) in ICC assessment. The portfolio introduces the
notion of self-assessment which was considered significant in recording what has been
experienced and learnt, in order to help learners become more conscious of their
process of learning and the abilities acquired (Byram et al., 2002). The format of self-
assessment includes “A Record of My Intercultural Experiences” and “A Self-
Assessment of My Intercultural Experience”. “A Record of My Intercultural
Experiences” consists of three parts: feeling, knowledge, and actions. “A Self-
Assessment of My Intercultural Experience” covers five areas of interest in other
people’s way of life, ability to change perspective, ability to cope with living in a
different culture, knowledge about another country and culture, and knowledge about

intercultural communication (Byram et al., 2002).
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Lussier et al. (2007) proposed an ICC assessment framework which was more
suitable for assessing learners’ ICC in the language classroom as it focused on three
dimensions in assessing ICC: knowledge (savoirs), skills (know-how/savoir-faire) and
attitudes (being/savoir-étre) based on Byram’s model (1997). Knowledge (savoirs)
refers to the understanding of the relation (similarities and distinctive differences)
between the target culture and learners’ own culture. For skills or know-how (savoir-
faire), learners acquired the ability to use a variety of language strategies in order to
communicate with people from other cultures, and the capacity to overcome
stereotyped relationships. Learners know how to adjust to the social and cultural
environments, integrated experiences in the target language -efficiently and
demonstrated their communicative competence as intercultural speakers. They should
be able to interact, adjust, integrate, interpret and negotiate in different cultural
contexts (Lussier et al., 2007). Being (savoir-etre) was characterized by the learners’
attitudes, motivations, values, beliefs, cognitive styles and personality linked to
personal identity. At this stage, the aim was to lead the individual to achieve the role
of a cultural mediator (Lussier et al., 2007).

Lussier et al. (2007) also proposed five principles for assessment in ICC. First,
assessment of ICC should be more formative than summative, continuous and not only
administered at one or two fixed assessment points; and assessment can be done in
direct or indirect form. Assessment should be holistic, synthetic judgment on learner’s
performance, and analytic, which requires the assessor to observe closely all
dimensions and sub dimensions and to come out with different profiles of performance
or competence; lastly, assessment can be done by others or by self-assessment.

Lussier et al. (2007) framework suggested useful steps in assessing ICC which

include the different stages of assessment (when to assess), the content of assessment
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(what to assess) and the different ways of assessing (how to assess) the ICC profile.
In order to answer ‘when to assess’, the assessment was divided into three stages. At
the beginning of the unit, a pre-test such as self- evaluation administered, and then a
survey was conducted to assess students’ attitudes when starting a new unit. Teacher
carried out observation on students’ performance during students’ learning time as
input for their portfolio. At the end of the unit teacher may administer a direct testing
method to evaluate ‘knowledge’, and simulation or role-plays to evaluate ‘skills’
(know-how). At the end of the course, follow-up with a post-test to evaluate ‘attitudes’
(being) such as self-evaluation and reflective report for the portfolio.

In terms of ‘what to assess’, Lussier et al. (2007) stressed that assessment
should be based on learning outcomes of a topic or unit. Assessment should cover three
dimensions of ICC: ‘knowledge’, ‘skill’ (know-how) and ‘attitudes’ (being) in order to
check students’ learning progress. It was recommended to use direct testing to assess
‘knowledge’, tasks to assess ‘skills’ (know-how), self-evaluation and survey on
attitudes, and use teachers’ grids and the student’s portfolio to assess ‘attitudes’
(being).

The rating scale for assessing each ICC dimension includes three indicators to
define relevant levels of ICC proficiency: low profile, medium profile, and high
profile, as shown in Appendix N. It combines descriptors and criteria of performance
to describe each level of ICC, presuming that concrete tasks may be performed with a
particular degree of proficiency at one level rather than at another (Lussier et al., 2007).

In view of the studies as discussed so far, the assessment of ICC was difficult
and challenging in terms of assessing the intercultural attitude which was
unquantifiable, the conformity between assessment approaches and cultural learning

outcomes, and cultural interpretation which was subjective in nature. Overall, the
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principles of ICC assessment should emphasize formative assessment throughout the
course; the employment of direct, indirect, comprehensive approaches such as self-
evaluation or pre-test survey, peer-evaluation, observation, tasks, and portfolio; as well
as define learners’ level of ICC proficiency though valid scales or rubrics.

ICC assessment framework as proposed by Byram (1997), and Lussier et al.
(2007) were comprehensive and adequate for students’ ICC assessment in FL studies.
Hence, the Byram (1997) and Lussier et al. (2007) ICC assessment framework were
employed for the present study. The ICC assessment in the present study was done in
both formative and summative method in order to assess students’ ICC throughout the
course. Students’ ICC was assessed in pre-course and post course by self-assessment.
The constructs for ICC pre-test and post-test self-assessment were based on Byram’s
(1997) theoretical framework which focus on four dimensions of ICC, namely
attitudes, knowledge, skills, and critical cultural awareness. Lussier et al. (2007)
rubrics of ICC were adopted to determine students’ level of ICC in formative
assessment. Direct testing such as quizzes in true-false format was used to assess
‘knowledge’ based on the Ilearning outcomes of the topics. Intercultural
communicative task was employed to assess skills and attitudes, and the ICC formative
assessment was compiled as students’ portfolio which assessed knowledge, skills,
attitudes and awareness. The Lussier et al. (2007) Rubrics of Assessing Intercultural
Communicative Competence were used to assess students’ ICC for the formative

assessment in the present study.
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Overview of recent studies on ICC assessment. ICC has been the focus of
research in FL studies for the past few decades. The researches of ICC assessment
from foreign and China scholars were substantial in recent years. The studies on ICC
assessment showed diversity in terms of research content, such as research area,
measure, concept and application; and research subject (Hu, 2011). These included
studies such as FL learners (Wang, 2016; Zhao, 2016), non-language major learners
(Wang, 2011; Zhang, 2015), foreign students (Bai, 2016), and language teachers
(Zhou, 2008). Besides, related ICC studies on internet users, tour guides, employees
and volunteers (Hu, 2011).

In terms of research area, the studies of ICC covered learners’ development of
ICC (Long, 2012; Wang, 2011, Zhang, 2011), intercultural sensitivity (Wu, 2014;
Zhao, 2016), teachers’ role in intercultural education (Wang, 2005; Wu, 2016; Zhou,
2008), and gender differences on intercultural communication (Zhang, 2009). In terms
of measure, studies on ICC involved assessment of learners’ development, cultivation,
and improvement of ICC (Du, 2008; Wang, 2016). Hu (2011) reported that the studies
on ICC related to concept were focused on the importance, components and factors
affecting intercultural competences (Julit, 2013), and the correlation between
languages and ICC (Liu, 2004; Yang, 2009).

This section draws attention to a few researches which involved the assessment
of ICC among FL learners. Wang (2011) studied the cultivation of ICC among 54 non-
English major college students by using task-based language teaching based on the
model of affection, cognition and behavior proposed by Zhang (2007). A cultural
teaching experiment was conducted in one college English class in Polytechnic
Institute of Taiyuan University of Technology for one semester. The students’ ICC has

been tested before and after the culture teaching experiment employing the instrument
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of “Culture Test Model” (Valette, 1997) and “Social-cultural Test” proposed by Wang
Z. Y. (2005). Interview was conducted with participants after the culture teaching
experiment to obtain participants’ opinions on task-based language teaching. Findings
of the study revealed that it is feasible to implement intercultural language teaching
based on task-based language teaching as learners’ intercultural knowledge and
attitudes had been improved, but intercultural skills showed no improvement due to
the short duration of the culture teaching experiment.

Bai (2016) employed a self-developed ICC Test based on the theory of ICC to
investigate ICC among 185 international students in Nanjing Normal University in
terms of intercultural knowledge, skills and attitudes. Findings of the study revealed
that ICC has a significant correlation with age, nationality and the duration of learning
MFL, but the aspect of gender and duration of staying in China had less impact on
students’ ICC.

Wang F. F. (2016) investigated the level of ICC of 205 English-major students
from Yangzhou University through the Intercultural Communicative Competence
Self-Report Scale (ICCSRS) questionnaire with internal reliability of .991. The study
also aimed at identifying the students’ development pattern in ICC and the relationship
between students’ ICC and their English proficiency. The result demonstrated that
students’ ICC shows a moderately high and positive correlation with their English
Proficiency. Findings of Wang’s (2016) study also revealed that students’ ICC
development increased linearly with the progression of their grade level.

The literature showed variety of studies in assessing ICC in different content
and subjects. Various ICC assessment instruments which have proven reliable and
valid contributed to the empirical studies in assessing students’ ICC. However, studies

on investigation of ICC among MFL learners were limited and received little attention.
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Hence, it is necessary to investigate the development and assessment of ICC among
MFL learners, especially in Malaysia. ICC should be operationally defined in the
context of MFL and empirical studies should be carried out to fill the research gaps of

the field.

Textbooks Development in Mandarin as a Foreign Language

The teaching and learning of MFL in China has grown rapidly in recent years
and this created a great demand for the publication of MFL textbooks in the field.
According to Zhao (1988, in Li, 2006) the designed course curriculum and
instructional requirement is the prerequisite for developing MFL textbooks. It covered
the description of the course features, course learning outcomes, content, target
learners, instructional strategies and tasks, and course assessments. Hence, textbook
development should strictly refer to the designed course curriculum and instructional
strategies and the principles of textbook development; it should not be based solely

upon the preference and decision of the textbook designer (Li, 2006).

Principles and studies of textbooks development in MFL. The most popular
principles of textbook development in MFL was the one proposed by Zhao Xian Zhou
(X 57l) (1988). Zhao (1988, in Li, 2006) proposed four important principles to
comply for textbook development in MFL, i.e. pertinence (#/%7/4), practicability (%
% /%), interesting (#F 7 4), and scientificity (757 /#). The principles were supported

by many researches and had been referred as fundamental principles in most of the
MFL textbooks development (Fu, 2012; Tang, 2013; Wang, 2014).
Pertinence. The textbook needs to fit the users’ or learners needs and

characteristics. The textbook designer should take into consideration the learners’ age,
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race, cultural background, first language and target language level through analysis
and research, in order to highlight the difficult learning points and reduce the negative
transfer of learners’ first language. Textbook development needs to take into the factor
of learners’ learning objectives, such as for the purposes of social interaction, business,
technical, further studies, or travelling. Learners’ learning time bound for the course is
one of the key factors in textbook development. The textbook needs to be designed
based on the course duration, either for short-term, one semester, or one year to achieve
the language learning outcomes (Li, 2006: Li, 2012; Liu, 2002). The selection of
textbook content, cultural elements, language function, and design of exercises should
give consideration of pertinence to learners (Jin, 1999).

Practicability. Language is acquired through practice. The Mandarin textbook
designer needs to ensure the textbook usability especially in social communication.
The design and selection of the content, texts, grammar, vocabulary, explanatory notes,
and exercises need to conform to the principle of practicability (Li, 2006). Textbooks
need to reflect the authenticity of the language, present the real context and situations
of the target language, and provide useful and practical communication drills (Liu,
2002). The cultural content of the MFL textbooks should also be practical, useful and
applicable for the learners in everyday communication (Deng, 2012; Li, 2012; Tang,
2013).

Interesting. Interesting textbooks could attract learners’ attention, arouse
learners’ interest and generate active learning in the language classroom. Hence, MFL
textbooks should cover the aspects which learners are interested to know, to acquire,
and willing to study, such as practical language and communicative skills closely
connected to real-world situations, fascinating and meaningful topics and content,

various interesting and enjoyable language activities and tasks, and useful cultural
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knowledge (Liu, 2002). MFL textbooks should also be presented interestingly in visual
illustration to increase learners’ interest and learning motivation (Li, 2012; Zhao,
2014).

Scientificity. Scientificity refers to the use of standardized language,
compliance of content to the syllabus and standards, language and linguistic skills
presented progressively from easy to difficult, and from simple to complicated level,
the accuracy of explanation in terms of vocabulary, grammar, meaning, pragmatics,
and pronunciation, well-distributed new words and grammar skills, and the timely
renewal of content (Li, 2006; Liu, 2002).

Lu (1993, in Li, 2006) suggested five principles of textbook development which
are adequate to be applied to all types of textbooks. These principles demonstrated
some similarities to Zhao’s (1988) principles of textbook development which included
practicability in content and instruction, communicative-oriented, informative and
interesting content, scientificity in language rules and description, and strong
pertinence in terms of textbook users, types of course and instruction. Shu and Zhuang
(1996, in Li, 2006) stressed the rules of authenticity of language, progressive difficulty
gradient, interesting language content, variety in types of linguistics genre, language
modernity, and the practicability on users’ needs in textbook development.

Liu (2000, in Li, 2006) emphasized the principle of cognition in MFL textbook
development. It is important to consider learners’ cognition factor in the progress of
language acquisition while designing the textbook. The cognition aspects mainly refer
to the analysis of learners’ ability in identifying language grammar function and
structures, and understanding of learners’ learning strategies and communication
strategies adopted in solving problems during the progress of language learning. The

study of learners’ cognition aspects could provide useful reference in MFL textbook
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development. The textbook could be developed by adapting and transforming learners’
cognition and learning styles in the progress of language acquisition to achieve

optimum efficiency in language learning.

Principles of MFL textbook development in cultural dimension. In relation
to the teaching of language and culture, there were two types of cultural instruction
and textbooks of MFL in China, 1, the “culture for MFL” in which the cultural aspect
introduced solely in a single course, and 2, the “culture for the instruction of MFL”
which concerning the Communicative-Culture which closely related to the language
(Zhang, 2004). Zhang (2004) listed the criterion of the evaluation of the textbooks
(type of “cultural for the instruction of MFL”) which covered the aspects of cultural
content, language, discipline of cognition, practicability, and consideration of cultural
learning outcomes and the learners’ degree of language acceptance.

One of the objective of developing students’ communicative skills in MFL was
including the aims of cultivating students’ ICC (Fan, 2014; Li, 2006). In order to use
target language in communication successfully, learners need to explore the
differences of target language and own culture, to avoid communications barrier
during interaction with native speakers. Hence, Li (2006) in the opinion that the design
and development of MFL textbook should include relevant cultural and intercultural
content closely related to the target language and diverse from the learners’ own
culture. The integration of cultural elements in the MFL textbook should also comply
with the principles of respect, equality and tolerance between cultures, diversity,
understanding, seeking common ground while preserving differences, enhance
learners’ ability in identifying the culture of the target language, and capability in
solving the issues of cultural differences during intercultural interaction and

communication (Li, 2006).

58



Liu (1994, in Li, 2006) supported the principles of “Structure-Function-
Culture” (2 #7- 2/ 5&- X #¢) in MFL textbook development. Liu stressed that language

structures should serve for the teaching of language functions, and grammar should be
integrated in the learning of language knowledge and communication skills. Selection
of the language function should be based on learner actual needs. In terms of culture,
Liu pointed out that it is necessary to first determine the cultural elements relevant to
the levels of the language. The cultural elements should cover the Knowledge-Culture
and communicative-culture of the target language, and the intercultural elements
which emphasized cultural comparison. The cultural content selected could be
integrated in the texts, and it should be reviewed regularly as cultures are changing
with time. Teachers could introduce the cultural knowledge to the learners by using
learners’ first language or other medium of language (Liu, 1994, in Li, 2006).

Beside, localizing of textbooks was the most important mission in recent MFL
textbooks development and popularization of Mandarin internationally (Lu, 2009;
Zheng, 2010). It is necessary to give attention for the MFL textbook development and
publication to cater to the needs of the local learners; consideration should be given to
the local social cultural aspects, history and current policy (Chen, 2015). The
development of localized MFL textbooks is required to fulfill the specific needs of the
learners and closely related to the learners’ cultural background, age, learning stages
and everyday life (Chen, 2015; Zheng, 2010). The content of MFL textbook should
reflect the special local cultural features and characteristics, vocabulary and topics as
appeared in learners’ real-life situations familiar to them (Chen, 2015; Tang, 2013;
Zhao, 2014). Shao (2017) proposed to employ learners’ native language for annotating
the meaning of vocabulary. The presentation of the localized textbooks should possess

the personalization of textbooks (Lu, 2009).
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MFL textbook development in cultural dimension in China and foreign
countries. Shao (2017) revealed that the problems in the researches of MFL textbooks
in China included the insufficient studies of MFL textbook development, lack of
theories and the innovative of theories in MFL textbook development, the trend on
studies of content analysis of existing MFL teaching materials which were less
empirical, and insufficient studies of online course materials development.

According to Shao (2017) which reviewed the published research papers on
textbook development from nine main journals in the discipline of MFL in recent 20
years in China, the trend of the recent researches demonstrated that the theoretical and
principles discussion of the textbooks development has shifted from the macro-level
to micro-level, in which researches were more concentrated on the discussion and
application of existing theories and principles of textbooks, which did not give much
impact on textbook development as a whole.

Quite a number of studies were in relation to the comparative evaluation of
cultural MFL textbooks in China (Chen, 2015). Related studies included the study
conducted by Fu (2012), Jia (2013), Wang (2014) and Tang (2013). Fu (2012)
analyzed three MFL textbooks in terms of levels of culture content, agreement of
cultural perspective, balance between presentation of culture-specific and culture-
general, proportion of traditional culture and current culture, and design of the
exercises on self-awareness. Jia (2013) conducted a comparative analysis based on two

famours cultural textbooks ( 7 & X # and ¥ A /% 4% X 1t 5 H A 4 %) for MFL. Jia

determined the criteria of cultural materials evaluation, and compared the materials in
terms of content, texts, vocabulary, exercises and supporting teaching resources.

Wang (2014) studied the material of # & X # 7% 782 (Chinese Culture

Knowledge). Wang’s findings showed that the cultural teaching materials which
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employed in China and overseas were unsatisfactory in terms of quality and quantity,
the cultural content were lack of appropriateness, scientific, and standardization. Tang

(2013) compared the material of 7 %X /& (Chinese Culture) and 7 & # X K #2

(Introduction to Chinese culture) and suggested that the development of cultural
teaching materials in MFL should highlight the modern national culture, universal
values, and the characteristic of local cultures. Material development should give
attention for the proportion of language and cultural content, the classification of
different level of cultural materials, respect for the cultural differences, and promote
cultural dialogues among different civilization.

These comparative studies of cultural materials were focus on the development
of Chinese culture materials for MFL learners in China. These materials were solely
type of Chinese cultural knowledge textbooks and different from the MFL textbooks
employed in Malaysia in terms of instructional emphases and content (Fan, 2014).
These materials was not a cultural-oriented integrated MFL textbooks.

The study of the cultural elements of MFL textbooks also became the trend and
main focus of the researchers in China (Shao, 2017); the relevant studies were carried
out by Duan (2011), Xia (2013), and Liu (2011) in China. Duan (2011) findings
showed that the elements of communicative culture was neglected in the teaching
materials in both Taiwan and Mainland China. Xia (2013) studied the promotion of
cultural teaching in international level in primary stage of MFL with focused on
cultural content and teaching principles and strategies. Liu (2011) employed discourse
analysis theories to analyse the structure of dialogues in MFL cultural materials, and
infer the cultural impact on conversation meaning through cooperation principle and
correlation theory. In Taiwan, Wang (2012) investigated the cultural element of

“Communicative-Culture” from two Chinese as a second language textbooks, which
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is important in cultivating learners’ ICC. Wang identified “Communicative-Culture”
elements through a content analysis from two sets of intermediate Chinese as a second
language textbook, the “Practical-Visual Chinese” (Book 3 & 4) and “Far East
Everyday Chinese” (Book 2 A & B) which were widely used in Taiwan, based on the
Meng (1992) classification of 13 kinds of “Communicative-Culture”.

Studies of Duan (2011), Xia (2013) and Liu (2011) and Wang (2016)
highlighted the elements of communicative culture which is important in the
development of cultural oriented MFL textbooks and relavent to the need of MFL in
Malaysia. The findings of the studies were given consideration for the design of the
CIMFL module in present study.

In Honduras, Liu (2016) conducted a study of design and development of a
cultural supplemental teaching material for the MFL. The study first conducted a
content analysis to identify the Chinese cultural elements from the current primary

textbook (Shihua 1, # % 1) which were different from Honduran society and affected

students’ ICC. The cultural supplemental teaching material was designed based on the
findings from the content analysis. The theory of ARCS motivational design of
instruction (Keller, 2010) and ICC instructional strategies were adopted for the design
of the teaching material. Feedback on the material was obtained from the learners and
the teachers through the survey questionnaires from the point of intercultural
knowledge, attitudes and skills.

In Indonesia, Zhang and Yi (2012) studied the teaching of Chinese as a Second
Language and the usage of Chinese textbooks in Indonesia. A total of 594 survey
questionnaires were collected from Chinese class students, teachers, and parents in
Indonesia, and interviews was conducted with 8 experts. The study revealed that most

common textbook used in Indonesia was published in China, followed by the
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textbooks published in collaboration of China and Indonesia, and local published
textbooks. Instructional materials required in Indonesia included multimedia-based
learning materials, cultural integrated textbooks, textbooks for daily communication,
and Indonesian-Chinese bilingual textbooks.

The previous studies of MFL textbooks on cultural dimension from foreign
countries such as China, Taiwan, Honduras, and Indonesia showed the trend and that
focus was given on the comparative analysis of textbooks, in terms of evaluation and
analysis from different cultural perspectives, cultural elements, and study of the usage
of MFL textbooks. The findings of the literature showed that gaps existed in the study
of the development of cultural-oriented integrated MFL textbooks. Further empirical

studies were required to explore the areas of MFL textbooks development.

Studies of MFL textbooks development in Malaysia public HEIs. Very
limited studies are found in the literature concerning development of MFL textbooks
of local HEIs in which cultural and intercultural aspects were emphasized. Related
studies on local Mandarin textbooks development mostly involved the teaching of
Mandarin as a first language in local national-type Chinese primary schools (Shi,
1993), national-type Chinese secondary schools (Chen, 2012; Fang & Li, 2012;
Huang, 2012), primary and secondary schools (Ye, 2011), private Chinese secondary
schools (Huang, 2012; Song, 2006), teaching Mandarin as a second language in
national primary schools (Chen, 2011; Ting, 2011; Ye, 2012, Zheng, 2008), and
private university (Feng, 2016). There were two survey studies on MFL textbook
development in Malaysia public HEISs, carried out by Hoe (2014) and Tan (2017), and
two studies concerning the teaching of culture in MFL courses in local public HEIs,
conducted by Hoe (2016) and Fan (2014). However, the studies concerning

development of cultural-oriented MFL textbooks from Malaysia public HEIs,
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intercultural language teaching, instructional and pedagogical practices on cultural
delivery, as well as ICC assessment of local MFL learners remained largely
unexplored.

In terms of MFL textbooks, Hoe’s study (2014) revealed that there were four
types of MFL textbooks employed by all twenty local public HEIs in terms of selection
and compilation: using MFL textbooks from China (36.8%), using local MFL
textbooks published by other institutions (7.9%), compilation based on adaptation of
China published MFL textbooks and local published MFL textbooks (26.4%), and self-
developed and published textbooks by institutions (28.9%) (Hoe, 2014). The findings
indicated that local MFL textbook development mostly referred to the textbooks from
China. However, limitations were found in some MFL textbooks published in China
such as lack of standardization of MFL textbooks (Zhao, 2014), lacking in intercultural
elements, cultural background of the textbook user was not given attention by the
textbook designer, and the learning outcomes were not stated clearly (Deng, 2012),
did not give attention to the cross-cultural aspect, and the cultural differences between
Chinese culture and learners’ own cultures which may cause misunderstanding and
conflicts (Tang, 2013).

Hoe (2016) later conducted a survey to investigate the implementation of
cultural teaching in MFL among 20 local public HEIs. In terms of cultural content in
MFL textbooks, Hoe (2016) reported that the majority of the HEIs did not include
much cultural information in the textbooks. However, Hoe’s study did not provide
detailed cultural content from the MFL textbooks studied for each HEI. Hoe only
revealed that there was some information on Chinese festivals and local festivals found
in some textbooks from the HEIs, however name and numbers of textbooks, and name

of HEIs were not provided and specified. Besides, Hoe’s (2016) study reported that in
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some HEIs, the cultural aspects were integrated through formative assessments, final
assessment and co-curricular activities which covered a range of 5% to 15% of the
total marks of assessment. However, the assessments only assessed cultural
knowledge. The investigation of intercultural elements and the instructional strategies
was not investigate in Hoe’s (2016) study.

Fan (2014) conducted a study on culturally contexted vocabulary in MFL
textbooks from a local public HEI which has the largest numbers of student enrolment

in MFL courses among all public HEISs, i.e. Conversational Mandarin Chinese (& 1%
4 3%) Book 1, 2 and 3 published in 2009 and Foundation Mandarin (£ &% 4 %) Book

1 and Book 2 published in 2014. A table of cultural vocabulary was listed for both
textbooks in 17 categories. However, the analysis of cultural elements in language
structure and pragmatics (Chen, 1992) was not covered in Fan’s study.

The findings showed that types of cultural elements especially Communicative-
Culture represented from the surveyed textbooks were very limited, and that the
textbooks failed to provide sufficient Chinese cultural knowledge to the students to
solve intercultural communication problems especially when they communicate with
Chinese native speakers. This was supported by a survey which identify students’ (735
students from 14 HEIs) viewpoint on Chinese cultural elements in MFL textbooks.
52.1% of the respondents revealed the cultural elements of the textbooks was
insufficient and should be increased, and 47.3% stated that it was necessary to know
more about Chinese culture through the MFL course.

Fan (2014) pointed out the cultural elements were presented implicitly through
simple and short dialogues, and this caused difficulty in introducing complex cultural
knowledge and cultivating students’ ICC. There was also lack of indication and

explanation for the additional cultural vocabulary which appeared in the vocabulary
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list from the textbooks. Fan noted that cultural elements should be explained to the
students explicitly by the teachers as the novice learners have very limited language
skills, and students need to acquire the cultural knowledge which included Chinese
values, beliefs, psychology, customs and living styles.

Fan’s study (2014) was kind of content analysis, however the analysis only
restricted on cultural vocabulary from two sets of local MFL textbooks. The analysis
was not comprehensive as cultural elements such as Big C culture, Little ¢ Culture,
Communicative-Culture, and intercultural elements were excluded from the study.

Tan (2007) carried out research on the analysis of MFL textbooks utilized in
nine Malaysia public HEIs. Tan discussed a few issues of local MFL textbooks and
provided some suggestions for their design. Tan (2007) identified that the majority of
local MFL textbooks emphasized linguistics skills especially listening and speaking
skills for daily communication, and found that the cultural content in the textbooks
was insufficient. Tan did not elaborate on to what extent the cultural knowledge was
absent in the sample textbooks and did not provide suggestions for the cultural content
for MFL textbooks.

Furthermore, Tan (2007) suggested that the MFL textbook needed to avoid
sensitive content which went against students’ religion and customs, such as “Hashan
xiai ydang gou %L E 3¢ 7% (Hassan likes to rear dog), “Wo chi chashao fan #7¢
X R (1 eat pork-grill rice) as it violated students’ (Malay) culture. However, Tan

did not relate these issues to the development of students’ cultural awareness and the
importance of intercultural communication.

Tan (2007) also revealed that the vocabulary used in MFL textbooks needed to
be more practical and not too rigid in using standard language for communication

purposes, and suggested to include some non-standard localized vocabulary in local
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MFL textbooks for communication needs, such as employing léngqi 4 T (air-
conditioner) instead of kongtido % 74, and yufu kda 7 17+ (prepaid/top-up card)
instead of congzhi ka # 12 -, and also avoid some standard vocabularies used in China
which have different meaning in local Mandarin such as téngfing /7] 4 (housemate).

However, Tan (2007) did not survey the cultural context of vocabularies which
embodied cultural connotation which may cause misunderstanding during intercultural
communication.

There were notable research gaps found from the studies on local MFL
textbooks content by Hoe (2014), and Fan (2014) and Tan (2007). Hence, the present
study was carried out to fill the research gap of the studies.

The development of CIMFL module in present study which included
integration of appropriate cultural elements and instructional strategies is necessary,
especially to promote learners’ ICC. Findings from the literature review as discussed
would be taken into consideration for the present study. The criteria of the CIMFL
textbooks development were based on the principles of pertinence, practicability,
interesting, scientificity, and integration of cultural and intercultural elements as

proposed by the scholars.

Instructional Design (ID)

Instructional design (ID) is a system of procedures used for developing
instruction and training curricula and reliable method (Reiser, Reiser & Dempsey,
2011). ID involved the theory and practice of the processes of analysis, design,
development, implementing, utilization, management, and evaluation of learning
environments (Baturay, 2008; Gustafson & Branch, 2002; Seels & Richie, 1994). ID

models were developed for improving learning and instruction, monitoring the
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functions of the approach, evaluating the design processes, as well as testing and
building learning and instructional theory (Andrew & Goodson, 1995; DeWitt, 2010).

An ID model is a visualized depiction of the instructional design process,
emphasizing main elements and their relationships (Smith & Ragan, 2005). Most of
the ID models basically shared some common characteristics from the ADDIE model
which contained core elements of Analysis (A), Design (D), Development (D),
Implementation (I), and Evaluation (E) which was a basic instructional design
framework used by the instructional development designers (Morrison, Ross, Kemp,
& Kalman, 2010).

Dick and Carey’s Model. Gustafson and Branch (2002) classified the existing
ID models into three types: systems-oriented, classroom-oriented and product-oriented
models. Dick and Carey’s model (2005) is one of the known systems-oriented 1D
model which based on the conventional elements of the ADDIE model but with more
detailed stages and elaboration. The model is linear with ten stages. Dick and Carey’s
model provides detailed step-by-step processes which are easy to follow and
appropriate for novice instructional designer (Khalil & Elkhider, 2016; Akbulut,
2011).

However, some scholars claimed that the model was too rigid, the process
could not proceed without the results of the previous step, and moreover an
experienced designer may not design in a linear form (Dick, 1996; Hebert, 2017).
Hence, this model could not be used in this study as its rigidity makes it hard to adapt
to different types of resources, and in terms of instructional design, the compliance of
the model might impede ID professionals’ creative skills or prevent them from
accommodating to real-life ID processes involved in intercultural task design

(Akbulut, 2011). The model has many stages and is time consuming, the instructional
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designers can only get the information of learners’ situational context at the end of a
long development process (Naumann & Jenkins. 1982; Obizoba, 2015). The model
also did not create a complete analysis system nor include instruction for
implementation and maintenance of the instruction and claimed for a full design model
(Hebert, 2017).

Morrison, Ross, and Kemp Model. Another well-known ID model, the
Morrison, Ross, and Kemp Model (MRK) (2005) is more flexible compared to Dick
and Carey’s model, as it presented a cyclical design process in a non-linear structure
in a continuous and interrelated process of instructional design, with no specific
starting point, independent use of the elements in any order, and not all the nine
elements are applied (Baturay, 2008; Obizoba, 2015). MRK model is categorized as a
classroom orientation ID model (Gustafson & Branch, 2002) which involves teachers
in deciding appropriate content, strategies, media usage and evaluation, and it leads to
an output of one or few hours of instruction (Akbulut, 2011). However, this model is
not used in this study as the MRK model is suitable for large-scale ID processes
involving several team members and multiple types of resources. Further, the MRK
model has been criticized because the instructional design was too slow, and
unattractive to the adult learners and hence should not be used as this study needed

immediate and fast results for ICC (Gordon & Zemke, 2000; Hebert, 2017).

Smith and Ragan Model. This is also a system-oriented model consisting of
three essential ID phases: analysis, strategy and evaluation. The distinction between
the Smith and Ragan model and other models is the placement of analysis prior to the
development of strategies, as well as detailed instructional strategies designed for
specific types of learning and learners. The Smith and Ragan model is suitable for

developing instruction for courses or curriculum (Gustafson & Branch, 2002), but the
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model disadvantage is its linear structure which is unfit for highly complex format
design; development of instructional objectives was not emphasized in the model.

The development of the ID model was influenced by the choice of ID theories:
behavioural, cognitive, humanistic psychology and eclectic instructional theories
(DeWitt et al, 2015; Snelbecker, 1987). In recent years, humanistic theories of learning
and social theories have influenced ID theories which focused on student-centered
learning to transform and emphasize the learning process and development of tools
and systems to assist the learning process (DeWitt, 2010; Driscoll & Burner, 2005).
The eclectic type of ID theory was given attention as it addresses a wide range of issues
and used diverse resources and approaches based on numerous theories (DeWitt et al.,
2015; Snelbecker, 1987). The ID theory of Merrill’s First Principles of Instruction
(Merrill, 2002) which pertain to design-oriented principles and eclectic type of ID was
the consolidation of common principles and methods from the eclectic type of ID
theory (DeWitt, 2010; Merrill, 1983). The First Principles of Instruction has been
getting attention in recent studies on instructional design.

Gustafson and Branch (2002) noted that there is no single ID model which can
perfectly fit the majority of design and development environment. Hence, instructional
designers should be knowledgeable in considering and selecting the most suitable and
applicable model to integrate into their own particular project setting and requirements.

However, systems design models such as those discussed, the Dick and Carey
model (2005), Morrison, Ross, and Kemp model (2005), and Smith and Ragan model
(2005) should not be used in this study. Already Byram has been critiqued as being a
structural approach to language education and was too focused on structure. Hence an
ID model which was eclectic, and based on a social constructivist theory for interaction

and dialogue is more suitable for developing ICC.
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Merrill’s First Principles of Instruction. The instructional design for the
CIMFL module of present study was based on Merrill’s First Principles of Instruction
(2002) which comprised of “four-phase cycle of instruction”. The model was adopted
as it draws on a study of a number of different ID theories, models and methods sharing
common principles and can be accomplished in any delivery system (Merrill, 2002).
Merrill’s model emphasized the learning process in order to achieve students’ learning
outcomes. The principles support and emphasized the e’ learning, i.e. effectiveness,
efficiency in learning, and promote learner engagement (Merrill, 2009), as well as the
applicability of the principle in common instructional design methods, programs and
environment (Merrill, 2002; Mendenhall, 2012).

Merrill’s Principles consists of five correlated principles which can be
integrated into four phases of instruction. The five principles include: (1) problem or
task-centered, (2) activation, (3) demonstration, (4) application, and (5) integration
(Figure 2.3). Learners were engaged in solving the real-world problems through four
phases of instruction cycle which covered the process of activating students’ prior
knowledge or experiences, demonstrating new knowledge and skills, applying
learners’ knowledge and skills, and integrating learners’ knowledge and skills into

real-world activities to promote learning (Merrill, 2002).

Integration
ﬁblem
or Task-
@tered
Application

Figure 2.3. Framework of Merrill’s First Principles of Instruction (2002, 2009)
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Principle 1, Problem. Principle 1 stressed that in order to promote effective
learning learners are engaged in solving the authentic or real-world problems which
they will encounter. In the beginning of the instruction learners are shown the tasks
that they are expected to solve at the end of the course. They are engaged in the
instruction to complete the whole task which involved the problem, the tasks to solve
the problem, operations of the tasks, and the actions of the operations. The problem to
solve is less complex at the beginning of instruction and it will be increasingly more
complex as the instruction carries on until the learners’ skills are improved and they
are able to solve the complex problem on their own (Merrill, 2002, 2009).

Principle 2, Activation. Principle 2 prescribes that the fundamental instruction
is to ensure the learners’ relevant prior experience is activated. The instructions direct
the learners to recall, relate, describe or apply previous knowledge as a foundation for
the new knowledge. Learners are provided relevant experience if they do not have
sufficient prior experience. If learners have acquired related knowledge or skills in
previous experience, then opportunity is given to demonstrate and share their existing
knowledge or skills. Thus, learners obtained an organizing structure from the
instruction to accelerate or form the mental model that can be tuned and facilitate the
acquisition of new knowledge or skills (Merrill, 2002, 2009).

Principle 3, Demonstration. In the demonstration phase, new knowledge and
skills consistent with the learning outcomes are demonstrated to the learners. The
demonstrated contents component (knowledge object) containing general
informational and specific portrayal involved the instruction in terms of showing
definition and examples (kinds-of), showing a steps and procedure (how-to) and
showing consequences or faulted conditions (what-happen) (Merrill, 2002, 2009).

Learner guidance is given in terms of focusing learner attention on the relevant
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information, providing multiple or alternative representation of ideas and perspectives,
and guiding the learners to compare different viewpoints. Different multimedia used
such as audio and graphic are recommended for presenting instruction to attract
learners’ attention and enhance demonstration (Merrill, 2002, 2009). Learners are also
engaging in the demonstration phase through peer-discussion and peer-demonstration
on relevant task examples to enhance learning (Merrill, 2009).

Principle 4, Application. In the application phase, learners are required to
apply their newly acquired knowledge or skills to solve different problems. The
instructional practice should align with the learning outcomes. Learners are required
to recall and recognize information (information about), name or describe each part
(parts-of), classify new examples such as labelling, sorting or ranking (kinds-of), carry
out the procedure, steps or sequence (how-to), and prescribe conditions and
consequences in different situations (what-happen) (Merrill, 2002, 2009). Coaching or
scaffolding is provided in the early stage of application and gradually withdrawn in
the succeeding practice when learners have mastered the new knowledge or skills.
Intrinsic and corrective feedback is provided for effective learning. Learners
collaborate with peers during application to describe, discuss, and defend their solution
to reach agreement (Merrill, 2002, 2009).

Principle 5, Integration. Learners are given opportunity to integrate and
publicly demonstrate the new knowledge and skills into their everyday life. Learners
can reflect and discuss with others about the newly learned knowledge and skills, to
defend when being challenged, as well as modifying or creating personal ways to use
the newly acquired knowledge and skills in their lives. Hence, learners’ real motivation

is enhanced and increased (Merrill, 2002, 2009).
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ICC tasks are real-world problems. Hence, Merrill’s First Principles of
Instruction is suitable for the instruction of CIMFL module as the focus of the
principles is on the problem tasks. The principle of activation is important in
developing ICC to ensure learners focus on the problem/task and to determine their
prior knowledge related to the problem/task. Learners share their previous intercultural
experience in order to facilitate the new ICC knowledge. The principle of
demonstration is important for the delivery and presentation of information of
intercultural knowledge, skills, attitudes, and critical cultural awareness to the learners.
The principle of application allows the learners to apply the ICC knowledge and skills
to solve different real-world intercultural problem. The principle of integration is
important for the learners to integrate or used the newly acquired ICC knowledge and
skills in everyday real-world situations. Hence, Merrill’s Principles are suitable to be
used for the instruction of CIMFL module.

Some previous studies have been conducted relating to First Principles of
Instruction. Lo and Hew (2017) explored the use of Merrill’s First Principle of
Instruction as an overarching framework to guide the design of Flipped Classroom.
Rauchfuss (2010) conducted an exploratory study to examine the correlation between
years of formal instructional design training, experience, and the use of the First
Principles of Instruction. Kim, Mendenhall, and Johnson (2010) described a
conceptual framework by applying the First Principles of Instruction in an online
English writing course. Collins and Margaryan (2005) employed the First Principles
of Instruction for creating a model for designing and evaluating courses developed for
their organization. Mendenhall et al. (2006) developed an online entrepreneurship
course using the First Principles of Instruction and emphasized the progression of

problems used in the instruction
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The present study attempts to explore the possibility of using of Merrill’s
Principles in implementing the developed CIMFL module to enhance learners’ ICC.
This study also intended to provide empirical evidence to the relevance of integrating
Merrill’s First Principles of Instruction and Byram’s theory of ICC in practice, which
does not seem to have been done by any researchers yet. .

Mendenhall (2012) revealed that the majority of studies relating to the First
Principles of Instruction employed experimental and quasi-experimental methodology
by probing into various learning outcomes such as self-direction, motivation levels and
improved performance such as in the studies by Gardner (2011); Francom (2011), and
Rosenberg-Kima (2012). Gardner’s (2011) research found that active teaching
methods based on First Principles of Instruction had a positive impact on students’
learning and problem-solving ability. Archibald (2010) showed that merging social
annotation, Merrill’s Principles and team-based learning has positive effects on
comprehension, critical thinking and meta-cognitive skill of students (Jalilehvand,
2016). Despite this, more empirical studies need to be carried out especially on the
application and validation of First Principles of Instruction. Hence, the present study
based on quasi-experimental methodology investigates the relevance of Merrill’s First
Principles of Instruction in promoting learners’ ICC as proposed by Byram (1997).

Thus, based on the review of Merrill’s five fundamental principles of
instruction, the First Principles of Instruction was selected and applied for
implementing the developed CIMFL module in the present study as it focused on real-
world problem-solving related to intercultural communication. Appropriate
instructional strategies on intercultural instruction for the CIMFL module were fit to
be integrated in Merrill’s four fundamental phases of instruction which comprised of

activation, demonstration, application and integration to promote students’ ICC.
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Learning objectives in intercultural language learning. The learning
objectives (LO) are specific statements of what a student will be able to do which
indicate the best representation of the real-world situations at the end of instruction
(Yelon, 1991). Classification of LO is important as it enables teachers and instructional
designers to assess the curriculum, evaluate the level of cognitive development, ensure
the teaching of attitudes, knowledge and skill, to inform students of the course
requirements, as students’ learning guidelines, and for motivation. Constructing LO is
crucial and needs to be determined before the instructions commence to ensure the
accomplishment of students’ knowledge and skills at the end of the course (Yelon,
1991).

The construction of LO for the CIMFL module in present study was based on
Byram’s “Learning Objectives to Develop Intercultural Communicative Competence”
(1997), aligned with Seelye’s Six Intercultural Instructional Goals (Seelye, 1993), and
Tomalin and Stempleski’s (1993) Instructional Goals, and ICCLE (The Office of
Chinese Language Council International, 2010).

Byram’s objectives of ICC (1997) provided an in-depth description of learners’
intended learning outcomes in developing their ICC which covered the dimension of
knowledge, skills of interpreting and relating, skills of discovery and interaction,
attitudes, and critical cultural awareness (see Appendix M)

The objectives for “knowledge” referred to the relationship and perspective in
one’s own (learners’ own culture) and one’s interlocutor’s countries (or target culture)
which involved the historical and contemporary relationships; the types of cause and
process of misunderstanding; national memory; the national geographical space; the

processes and institutions of socialization; the social distinctions; the institution and
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perception which impinge on daily life; and the processes of social interaction (Byram,
1997, p. 51).

Objectives for “attitudes” involved the willingness to seek opportunities to
engage with otherness in a relationship of equality; the interest in discovering other
perspectives or interpretation of familiar and unfamiliar phenomena both in one’s own
and in other cultures; the willingness to question the values and presuppositions in
cultural practices and products in one’s environment; the readiness to experience the
different stages of adaptation to and interaction with another culture; and the readiness
to engage with the conventions and rites of verbal and non-verbal communication
(Byram, 1997, p. 50).

The objectives for “skills of discovery and interaction” were concerning the
ability to elicit the concepts and values from an interlocutor; to identify significant
references within and across cultures and the connotations; to identify similar and
dissimilar processes of interaction, verbal and non-verbal; the use of knowledge, skills
and attitudes to interact with interlocutors from different cultures; to identify the
perspective which involved the degree of familiarity and the extent of difference of the
country, culture and language; and the use of real-time knowledge, skills and attitudes
for mediation between cultures (Byram, 1997, pp. 52-53). The objectives of “skills of
interpreting and relating” referred to the ability to identify ethnocentric perspectives;
to identify areas of misunderstanding and dysfunction in an interaction; and to mediate
between conflicting interpretations of phenomena (Byram, 1997, pp. 52).

The objectives for “critical cultural awareness” were concerning the ability to
identify and interpret explicit and implicit values in one’s own and other cultures; to
make an evaluative analysis which refers to an explicit perspective and criteria; to

interact and mediate in intercultural exchanges in accordance with explicit criteria,
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negotiating where necessary a degree of acceptance of those exchanges by drawing
upon one’s knowledge, skills and attitudes (Byram, 1997, pp. 53-54).

Seelye’s (1993) six instructional goals for developing intercultural competence
was the modification of Nostrand’s (1966) cultural skills in language instruction stated
in terms of student achievement. Seelye’s six instructional goals are shown in Table
2.2. Tomalin and Stempleski (1993) proposed seven goals for the instruction of
intercultural learning as shown in Table 2.3. The learning objectives in the ICCLE
(The Office of Chinese Language Council International, 2010) from China covered the
learning objectives in terms of cultural knowledge, attitudes, and awareness (Byram,
1997), as shown in Table 2.4.

The review of literature shows that there was congruence between Byram’s
objectives of ICC (1997), with Seelye’s Six Instructional Goals (1993), Tomalin and
Stempleski instructional goals (1993) and the ICCLE (2010) learning objectives to
some extent. Seelye’s Goal 2, 3 and 4 were associated to Byram’s “knowledge”, Goal
1 was related to Byram’s “attitudes”, Goal 6 was closed to Byram’s “skills”, Goal 5
resembled Byram’s “awareness”. Tomalin and Stempleski’s objectives 1 and 2
matched Byram’s objectives of ICC in “knowledge”, objectives 3 and 4 were close to
Byram’s objectives of ICC in “awareness”, objectives 5 and 6 were comparable to
Byram’s “skills”, and objective 7 reflected Byram’s “attitudes”.

The learning objectives in the ICCLE (The Office of Chinese Language
Council International, 2010) were congruent with Byram’s objective of ICC (Byram,
1997) in terms of intercultural knowledge, attitudes and awareness. However, the LO
for “skills” was excluded. The findings shows that Byram’s objectives of ICC (1997)
were more inclusive and extensive as they carefully described the detailed objectives

for each dimension of intercultural competence. Hence, Byram’s objectives of ICC
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provided the essential input and guideline for constructing students’ learning outcome
(SLO) for the CIMFL module. However, Byram’s objectives of ICC (1997) and
objectives in the ICCLE (2010) were not measurable. Thus, the specific LO for CIMFL
module in the present study were designed and constructed in measurable statements
based on Byram’s objectives of ICC (1997) and ICCLE (2010) relevant to the
elementary-level MFL course.

Table 2.2

Congruent of Byram’s Objectives of ICC (1997) and Seelye’s six instructional goals
(1993)

Seelye (1993) Byram (1997)

1 Students’ interest and curiosity about another culture and Attitudes
empathy toward its members

2 Recognize the role expectations relevant to the social variables
such as age, sex, social class, religion, ethnicity, and place of
residence which may affect the ways people speak and behave knowledge

3 The ability to discover what people think, act, and react to the
world around in culturally diverse conditions

4  The extent in recognizing situational variables and how
convention shapes behavior

5  The ability to justify people’s cultural act for physical and Awareness
psychological needs and satisfaction
6  Skills to locate and organize information of the target culture Skills

from the library, mass media, people and personal observation

Table 2.3
Congruent of Byram’s Objectives of ICC (1997) and Tomalin and Stempleski’s
instructional goals (1993)

Tomalin & Stempleski’s (1993) Byram (1997)
1  to develop the understanding that all people exhibit culturally
conditioned behaviors Knowledge

2 to understand how the social variables such as age, sex, social
class and place of residence influence how people speak and
behave

3 to become more aware of conventional behavior in common Awareness
situations in the target culture

4 to increase the awareness of the cultural connotations of words
and phrases in the target language

5  to develop the ability to evaluate and refine generalizations about Skills
the target culture, in terms of supporting evidence

6  to develop the necessary skills to locate and organize information
about the target culture

7  to stimulate students’ intellectual curiosity about the target Attitudes
culture, and encourage empathy towards its people
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Table 2.4
Congruent of Byram’s Objectives of ICC (1997) and ICCLE’s ICC objectives

ICC objectives in ICCLE (The Office of Chinese Language Byram (1997)
Council International, 2010)
1 Cultural Knowledge: Knowledge

cuisine and costumes; arts, festivals and celebrations; the essence
of simple Chinese stories, connotation, linguistic and non-
linguistic means of communication, simple social etiquette and
customs, social structure and interpersonal relations, basic value-
system, cultural multiplicity and permeability between cultures.

2 Intercultural Attitudes: Attitudes
Development of interest in Chinese culture, experience Chinese
cultural elements and understand the relationship between culture
and language learning.

3 Intercultural Awareness: Awareness
Examining commonalities and differences between Chinese
culture and own culture, the importance of cross-cultural
awareness through learning of Chinese culture, and view one’s
own culture more objectively by engaging in comparison between
some elements of Chinese culture with one’s own.

Bloom’s Taxonomy. Benjamin Bloom and his colleagues published a
taxonomy (Bloom, 1956) to discuss curricular and evaluation problems with greater
precision (Bloom, 1994). In the taxonomy, learning experiences for the students
comprised of cognitive domain, affective domain and psychomotor to measure overall
development of students. However, the psychomotor domain was not elaborate and
was later discussed by other educational researchers such as Dawson (1998) and
Simpson (1972).

The original cognitive domain in Bloom’s Taxonomy (1956) encompasses a
six hierarchical levels in which learning at the higher levels is dependent on the
attainment of prerequisite knowledge and skills at the lower levels, i.e. knowledge,
comprehension, application, analysis, synthesis and evaluation. The cognitive domain

involves knowledge and the development of intellectual skills, which includes the
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recall or recognition of fact, procedural patterns, and concepts that serve in developing
intellectual abilities and skills (Nitko, 2001).

Anderson et al. (2001) revised the cognitive domain of Bloom’s Taxonomy in
2001 due to some criticism of the taxonomy levels, in which the higher level skills
integrated in previous levels were too rigid and not supported by research, the sequence
was inadequate for the cognitive processes in the Bloom Taxonomy (Marzano, 2000),
and complex learning activities require using several different cognitive skills
(Anderson et al., 2001).

The revised taxonomy emphasized and differentiated between Knowledge
Dimension and the Cognitive Process Dimension. Knowledge refers to the content of
“knowing what” which consists of four categories, i.e. factual knowledge, conceptual
knowledge, procedural knowledge, and metacognitive knowledge. In Cognitive
Process, the six hierarchical levels of cognitive domain as in the original taxonomy
was changed, and ranged from remembering, understanding, applying, analyzing,
evaluating, to creating (Anderson et al., 2001). The categories demonstrated lower-
level cognitive skills (remembering, understanding) to higher-order cognitive skills
(applying, analyzing, evaluating, and creating).

The affective domain in Bloom’s Taxonomy is divided into five categories, i.e.
receiving, responding, valuing, organizing, and characterizing by a value or value
complex (Bloom et al., 1964). This domain focuses on encouraging the development
of factors such as student feelings, interest, motivation, attitudes, perceptions and
values. This domain transcends activities ranging from listening to others,
participating in discussions to showing self-reliance when working independently

(Bloom et al., 1964).
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The psychomotor domain objectives produce outcomes that focus on motor
skills and perceptual processes (Nitko, 2001) and deals with physical movement and
kinesthetic learning. Kinesthetic learning or learning by doing involves making
connections between physical tasks and learning, showing a new learning skill and
repeating it or using auditory cues (Pendleton et al., 2016). Dawson (1998) presented
a six-level hierarchy for psychomotor domain extensions to Bloom’s Taxonomy, the
levels ranged from observation, trial, repetition, refinement, consolidation, and
mastery.

Bloom’s Taxonomy could facilitate the setting of learning goals for different
subjects and grade levels, as a basis for determining course or curriculum educational
goals, and determining the congruence of educational objectives, activities, and
assessment in a course or curriculum (Bloom, 1956; Hasan et al., 2013), preparing
measurable student learning outcomes and goals for students’ development of thinking
skills, designing course instruction, structuring learning activities, assessing student
learning, and creating assessments of learning (Almerico, 2004; Stanny, 2016).

Hence, Bloom’s Taxonomy (Bloom, 1956; Anderson et al., 2001) was
employed for developing students’ learning outcomes (SLOs) for the CIMFL module
in the present study. The SLOs were designed based on Byram’s Model of ICC and
mapped with three learning domains of Bloom’s Taxonomy. The SLOs concerning
intercultural knowledge and skills were mainly in line with the cognitive domain, and
some with psychomotor; the SLOs on intercultural attitudes and awareness were
congruent with the affective domain. The suggestion learning domain for the
developed SLOs could serve as a guidelines for teachers in planning appropriate
instructional activities and assessment to achieve the intended SLOs. The relevant

discussion is presented in Chapter 5.
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Instructional strategies in intercultural language teaching. Instructional
strategies refer to the specific instructional techniques used to produce effective and
efficient learning environments (Gustafson & Tillman, 1991). Strategies were selected
based on many considerations. Gustafson and Tillman (1991) indicated fundamental
in the selection of any instructional strategy is that it should meet the criterion of
effectiveness and establish the best conditions for learners. The learning outcomes,
learner’s characteristics, available resources, and the distribution of system were four
major factors involved in deciding on strategy selection.

According to Byram et al. (2002), instruction on intercultural language
learning involved learners in sharing their knowledge with each other and discussing
their opinions. Learners and teachers were expected to examine and challenge
generalizations or stereotypes, suggest or present their viewpoints. This was an
essential part of developing ICC. However, this process required a framework of
accepted classroom procedures that allow for discussion and expression of and
recognition of cultural difference. In class discussion activities, Byram et al. (2002)
proposed that learners should listen to each other and show respect when commenting
and describing people; learners need to avoid discriminatory discourse and expressions
and use a respectful tone. They should take opportunities for making personal
responses to images, stories, case studies and other materials. Teachers should avoid
sarcasm, irony and disparaging judgments, and tasks should be carefully planned and
promote the explorations of opinion and cultural information (Byram et al., 2002).
Teacher may assist students by providing scaffolding in the classroom (Byram et al.,
2002). Teachers monitored students’ responses and ensured students make personal
meaning of their learning experiences and develop cultural understanding. Teacher’s

scaffolding includes making comparisons with the language and culture, emphasizing
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cultural vocabulary, providing examples, highlighting patterns, using questions to
probe students’ conceptions and prompt for interpretations, and feedback for
improvement (Liddicoat, 2005).

The following sections enumerate some prominent and practical intercultural
instructional strategies adopted by numerous FL educators. Some of the strategies were
adopted and utilized for the instructional design of the CIMFL module in present study,
as these strategies were effective in enhancing students’ ICC in terms of knowledge,
skill, attitudes and critical cultural awareness (Byram, 1997).

Culture Assimilator. The culture assimilator (Chastain, 1988; Fiedler et al.,
1971; Henrichsen, 1998; Seelye, 1993) is a brief description of a critical incident of
cross-cultural interaction that may be misinterpreted by students. It consists of a short
description of an incident or situation where interaction takes place between at least
one person from the target culture and one person from another culture. The
description is followed by four possible choices about the meaning of the behavior,
action, or words of the participants in the interaction with emphasis on the behavior,
actions, or words of the target language individuals. Students read the description in
the assimilator and then choose one of the four options on correct interpretation. Once
all students have made their individual choices, students are given feedback and the
answer is justified within the cultural context.

Culture Capsule. Culture capsule is a brief description of some aspect of the
target language culture followed with contrasting information from the students' native
language culture. Students are encouraged to prepare a culture capsule at home and
present it during class time. The presentation is often combined with realia, and with

a set of questions to stimulate discussion. Students can compare the customs and
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traditions with their own culture and involve in the discussion and consider the
characteristics of their own culture (Chastain, 1988; Seelye, 1993).

Culture Cluster. The culture cluster is a combination of conceptually related
culture capsules (Chastain, 1988; Henrichsen 1998; Meade and Morain, 1973; Seelye,
1993, Stern, 1992). A culture cluster is a group of three or more culture capsules on
related themes about the target life. A cluster is concluded by activity, for example a
dramatization and a role-play. Parts of a culture cluster can be presented in the
following lessons. In the final lesson, an activity is carried out where the set of capsules
is integrated into a single sequence. The culture cluster is appropriate for behavioral
training (Stern, 1992).

Critical incidents/Problem-solving. Critical incidents or problem-solving
(Chastain, 1988; Henrichsen, 1998; Stern, 1992) are descriptions of incidents or
situations which require participants to make decisions. First, students read the
incident independently and make individual decisions on action taken. Then, students
are grouped into small groups to discuss their decisions and justification. Students are
given the opportunity to see how their decision and reasoning compare with the
decisions and justification of native members of the target culture. Teachers can find
critical incidents or problems from newspapers or magazines together with
information about what native speakers would do and why they do so.

Cultoons. The cultoon (Chastain, 1988; Henrichsen, 1998) is like a visual
culture assimilator. Cultoons generally promote understanding of cultural facts.
Students are given a cartoon strip, usually a series of four pictures, depicting possible
misunderstanding for the persons from the target culture (Henrichsen, 1998). The
situations are described verbally by the teacher or students. Students are asked to give

their opinion on the reactions of the characters in the cultoons.
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Audio-Motor Unit. The audio-motor unit (Chastain, 1988; Henrichsen, 1998;
Stern, 1992) was first developed to provide practical listening comprehension and to
stimulate the learning situation. The teacher gives students verbal instructions, or a set
of commands and students respond by carrying out appropriate physical actions. The
commands are arranged in an order; students learn a new cultural experience by
performing it. They can work for any cultural routine which requires physical actions.

Media/Visuals. Henrichsen (1998) suggests that a series of pictures, slide
presentations or videos for media presentations can be used to teach culture. By using
this method, teacher explains what is going on and what it means in terms of the target
culture. Media or visuals are good for providing information and understanding of
culture for the students.

Self-Awareness technique. The self-awareness technique aims to raise
students’ consciousness of belief that governs their values, attitudes and actions.
Teachers may adopt sensitivity exercises, self-assessment questionnaires, problem-
solving and checklists of value orientations in intercultural teaching (Chastain 1988).
Teachers are encouraged to explore the language and culture connections occur in
class.

Cultural Aside. The cultural aside refers to the cultural information offered by
the teacher when it arises in the text. It is often an unplanned, brief culture comment.
Cultural aside helps to create cultural elements in the language class and helps learners
to make mental associations similar to those that native speakers make (Chastain,
1988; Henrichsen, 1998; Stern, 1992).

Slice-of-Life technique. The slice-of-life technique (Chastain, 1988; Stern,
1992) is a technique where the teacher chooses a small aspect of life from the other

culture and presents to the learners at the beginning of the class. For example, a song
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related to the topic or a recording, short video of a news item of culture. This technique
catches learners’ attention and arouses their interest as it does not take much of the
class time (Chastain, 1988, p. 310).

Mini-drama/Mini-skit. ~ The  mini-drama/mini-skit (Chastain  1988;
Henrichsen, 1998; Seelye, 1993; Stern, 1992) consists of a series of scenes or episodes
of everyday life that illustrate culturally significant behavior. Scripts are given by the
teacher, and students assigned to act out the episodes. The scenes contain examples of
miscommunication. Each scenes is followed by an open-ended question discussion
lead by the teacher such as the meaning of actions and words of the characters in the
drama, and make judgments about the characters in the play. After all the scenes have
been portrayed, some "knowing" figure explains what is really happening and why the
target culture members was really not doing wrong (Henrichsen, 1998).

Student research. Student research (Seelye, 1993; Stern, 1992) can be adopted
for more advanced students. Learners are asked to search from the Internet or library
and find information on any aspect of the target culture that interests them. During the
class, learners explain to their group what they have found and answer the related
questions raised by other students. This activity can build a long-term interest in the
target-culture. Research techniques enable learners to find out cultural information for

themselves and “approach the new society with an open mind” (Stern 1992, p. 229).

Instructional principles and strategies of cultural integration in teaching
Mandarin as a Foreign Language. The cultural instructional in MFL have been
gaining numerous discussion and research among the scholars in China for past two
decades. The Hanyu (Mandarin) Standard and Grading Criterion and Grading Syllabus

(R GEK-FFRIEAFR A Z) introduced in 1988 stressed the combination of
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“Structure-Function-Culture” as the core instructional principles of MFL (Li, 2012).
According to Liu (2002), the “structure” refers to the language structure, namely
structure of grammar and meaning; learners need to master the language rules through
systematic learning of the language structure especially at the elementary-level to
acquire the communication skills. The “structure” needs to be integrated with language
“function”, which refers to the accomplishment of the communicative task in a context.
“Culture” refers to the cultural elements or cultural knowledge embedded in the
language which will affect the communication during the intercultural interaction due
to the cultural differences between the interlocutors, and it involved the cultures in
language structure, meaning and pragmatics. Learners should understand the deep
culture and meaning behind the language to acquire the ability to communicate with
the speakers of the target language (Liu, 2002). Liu (2002) concluded that the language
“structure” is the foundation of the language learning, “function” is the objective of
the language learning, and “culture” needs to serve the teaching of language. Hence,
the cultural aspect is the integral part of the instructional principle in MFL.

Zhao (1989, 1992, in L1, 2012) proposed the Principles of Cultural Integration
(X 1L -F A 7E) to integrate the cultural aspects in the teaching of MFL. It included the
principle of stage (/A 1£), appropriateness (<& /& ##), normativeness (# ;2 /4) and
scientific (#F52/4) for the teaching of culture in MFL. Zhao (1992, in Li, 2012) urged
that the language teaching should base on the stages of standard provision, step by step
from easier to the deeper knowledge of culture. The cultural content delivered should
be appropriate to the students’ level, emphasize the Communicative-Culture in
elementary-level, and introduce Knowledge-Culture in intermediate and higher level

adequately, as to avoid burden and stress to the students. The cultural content should

reflect the normativeness of the target culture and avoid specific regional culture, to
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prevent intercultural communication problems, and the scientific principle which
refers to the requirement of systematic, accuracy and pertinency of the cultural content.

Chen (1992) recommended cultural instructional methods of Direct
Interpretation Method (& # /& # %), Inter-Blend Method (#47 Z X 4 *), Real
Practical Method (5% /i 52 % /%) and Contrastive Method (# /] +£ # /%) for the cultural
instructional in MFL. These methods had been widely applied and discussed in the
field of teaching MFL in China.

Direct Interpretation Method (& # /# # /%) refers to the description,
explanation, and annotation of the cultural content, disclosure of the cultural meaning
and connotation, as well as the allusions of the culture (Jiang, 2011) to help the students
clearly understand the cultural content which is unfamiliar to them. For example, for
the topic of Chinese zodiac, the instructions involved the learning of noun of 12
animals of the zodiac, the story of the Chinese zodiac, the cultural meaning and
purpose of Chinese zodiac in Chinese culture. Teachers could employ the audio-visual
and multimedia methods such as PowerPoint, short videos, pictures, real objects, and
so forth, for the instruction (Zhou, 2013).

Inter-Blended Method (#7-Z X # %) involved the combination of instruction
on language and linguistic skills, as well as cultural knowledge (Jiang, 2011). For
example, the topic of Chinese New Year could cover the learning of vocabularies

related to Chinese New Year such as tianyudn fan 4] B 4K, bainidn £, baozii SR +1
, héngbao #r &, denglong AT %, chiinlian Z&J%, phrases of good wishes such as gongxi
facai K-EAX M, léng md jingshén £ 2 #57¥, bubu gdoshéng 7% # % 71, sentence
structures, grammar and the origins, customs and practices of the festival. This method

will enable students to a