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The Need for Intercultural
Competency
Development
in Classrooms

Knowing that students and society could ultimately benefit
from new approaches to cross-cultural learning, but failing to
take the necessary steps to intentionally create enabling condi
tions [in and] outside the classroom is downright irresponsible.
[Harper and Antonio, 2008, p. 12]
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ties for higher education today, and we are not doing an adequate job.

Current demographic, social, and economic contexts underscore the need for
colleges and universities to comprehensively utilize diversity in ways that fos
ter excellence and inclusion on behalf of students’ intellectual and social devel
opment. In light of the pressing need to effectively support educational
outcomes for an increasingly heterogeneous population, and to prepare grad
uates for the cognitive and intercultural complexity of the twenty-first cen
tury, higher education practitioners and scholars need a deeper understanding
of how to effectively engage diversity
The impetus for this monograph comes from our own experience, both in
the classroom and in our research. In the past ten years, we have observed our
institutions student population become increasingly diverse in terms of racial
and ethnic demographics. Historically, generalized categories of racial and eth
nic identity have become more diffuse and complex. We are also more mind
ful of the often less visible forms of difference that are present in any learning
environment, such as socioeconomic status, sexual orientation, religion, dis
ability, and many others. Among our students, there is a growing chasm when
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it comes to socioeconomic status, with an increase in representation of students
from both ends of the income spectrum and thus the likelihood of significant
disparity and diversity in both educational and lived experiences. For many stu
dents, whether they are from urban contexts or remote, rural areas, college is
the first time they experience daily and direct encounters with individuals they
define as “different.” This isn’t surprising given the segregation in U.S. neigh
borhoods and schools with regard to income, race, and culture (Saenz, 2010).
Our students bring multiple dimensions of human difference and diverse social
identities, and they also share some common aspirations: to graduate from col
lege; to have choices about their career; to cultivate what they need to succeed;
to provide for their parents and families; and to contribute positively to their
neighborhoods and world. Many of them also express a commitment to
addressing injustices and inequities in education and economic realities.
The students who attend our colleges and universities increasingly reflect the
broad array of national and global diversity. They come to campus with different
cultural backgrounds, languages, lived histories, geopolitical orientations, faiths,
and educational experiences. When the four of us imagine our students after col
lege, we know many of them will find themselves working together, living in
proximity, impacted by common issues in the community, and sharing public
spaces such as schools and parks. Yet when we look out at our classrooms, we
often notice that students tend to segregate themselves physically, interacting with
students who share visible identity characteristics. What students do not typically
bring with them to college is a level of intercultural competence required to effec
tively interact across difference. Intercultural competence is broadly defined as
the “ability to communicate effectively and appropriately in intercultural situa
tions, to shift frames of reference appropriately and adapt behavior to cultural
context” (Deardorff, 2006, p. 249). Considerable research has documented that
students enter college with a lack of cultural awareness and understanding of what
it takes to effectively engage diversity (Pascarella and Terenzini, 2005).

The Call for Intercultural Skills
In recent decades, intercultural competence has been increasingly recognized
as a priority in educational outcomes of higher education. A significant
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amount of evidence highlights the benefits of diversity to student learning and
development when that diversity is represented and actively valued and engaged.
Studies identified cognitive, affective, and social outcomes associated with
engaging diversity, in particular, increased cognitive sophistication and com
plexity (Antonio, 2004; Gurin, Dey, Hurtado, and Gurin 2002; Yershova,
Dejeaghere, and Mestenhauser, 2000), critical thinking skills (Hu and Kuh,
2003; Milem, 2003), academic skill development (Denson and Chang, 2009),
reducing prejudice, and increasing racial and cultural appreciation (Allport,
1954; Bowman, 2010b; Pettigrew andTropp, 2006) and the development of
leadership skills (Antonio, 2000). Repeated, deliberate engagement with diver
sity also contributes to the growth of higher-order cognitive skills, such as
cooperative intergroup behavior, and openness to considering alternative views
(Gottfredson and others, 2008; Hurtado, 2001; Saenz, Ngai, and Hurtado,
2007).
Policymakers and researchers have called for undergraduate education to
systematically support the development of these skills and knowledge in order
to enable graduates to successfully navigate a complex, diverse, and increasingly interconnected world (Association of American Colleges and Universi
ties [AAC&U], 2007; Arkoudis and others, 2010; Deardorff, 2009a). A report
published in 2007 by the AAC&U, “College Learning for a New Global Cen
tury,” identifies intercultural learning as “one of the new basics in a contem
porary liberal education,” one that is “essential for work, civil society, and
social life” (p. 15). Similarly, disciplinary associations across higher education
in fields as diverse as engineering, business, medicine, agriculture, and educa
tion have noted the increasing need for attention to supporting the develop
ment of interculturally competent graduates (Grandin and Hedderich, 2009;
Kumagai and Lypson, 2009; Moran, Youngdahl, and Moran, 2009; Sargent,
Sedlak, and Martsolf, 2005).
Many employers have also called for higher education to better support
graduates’ development of the capacities to work productively and positively
within professional environments of diverse cultures, views, and opinions
(AAC&U, 2002, 2010; Dey and others, 2010). An employer-based rationale
for diversity initiatives is important for faculty to note despite the frequent and
warranted critiques that it focuses on the needs of already privileged populations
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who “need” diversity skill credentials, and thus does not support equity-related
goals. It is important to question how various logics may produce program
ming that perpetuates differential benefits for student populations and ignore
existing cultural capital that some students have developed. Yet in order to
compel institutions to invest more resources and place strategic priority on the
capacity to engage diversity effectively, a range of calls for change is necessary.
This monograph proposes that a mindful approach is needed that foregrounds
the objective of serving and benefiting all students.
The diverse voices calling for intercultural skills contrast sharply with evi
dence suggesting that, to date, students are still not being adequately prepared
to participate and thrive in diverse workplaces and personal contexts. Find
ings of a recent national study based on the Personal and Social Responsibil
ity Inventory (PSRI) led the authors to conclude that “while higher education
places high value on engaging diverse perspectives, [institutions] need to do
much more to ensure that. . . students actually develop these capacities across
several years in college” (Dey and others, 2010, p. ix). Employers have like
wise found intercultural skills to be in short supply among college graduates,
highlighting their specific deficiencies in the areas of applying skills effectively
in new contexts and adaptability to different cultural perspectives (Milem,
2003). There is also evidence of uneven results that tend to fall along disci
plinary boundaries. Upon graduation, students majoring in business, science,
nursing, and engineering report the least growth in relation to cultural com
petence (Pascarella and Terenzini, 2005). While organizations continue to
look to higher education to provide individuals with the needed competence,
the perception among employers remains that higher education is not ade
quately responding (Smith, 2010).

Engaging Diversity for Intercultural Outcomes
From Allport’s (1954) classic contact theory to more recent studies on the rela
tionship between intergroup contact and diversity-related learning and devel
opment outcomes (Denson and Chang, 2009; Gurin, Dey, Hurtado, and
Gurin, 2002; Hu and Kuh, 2003), it is clear that both the frequency and qual
ity of interactions with diversity are significant factors in realizing the benefits
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of learning in a diverse environment. In a meta-analysis of research on diver
sity experiences and cognitive development, Bowman (2010a) found that a
diverse student body yielded educational benefits only to the extent that stu
dents had meaningful interactions with one another.
Across various fields of research, similar conclusions have emerged regard
ing the benefits associated with a diverse student population and multicultural
course content. These benefits do not accrue passively or automatically (Alger
and others, 2000; Denson and Chang, 2009; Gesche and Makeham, 2008;
Marin, 2000; Otten, 2003). Rather, diversity must be actively engaged
(Williams, Berger, and McClendon, 2005; Wong, 2006). These findings are
important in that they suggest the importance of intentionally designed and
actively facilitated intercultural interactions. Neither the institutional culture
nor its participants and representatives (faculty, staff, administrators, students)
are automatically willing or inherently competent to engage diversity effec
tively. It is also important to note that several studies have concluded that it
is important to provide sustained and coordinated efforts across and through
out the undergraduate experience in order to maximize the benefits of diver
sity on student development and learning (Gottfredson and others, 2008;
Gurin, Dey, Hurtado, and Gurin, 2002).
From engineers to educators, we all have an equal stake in and opportu
nity to support students’ preparation for positive and effective participation
in an increasingly interconnected, global society. WTfile there is research to
support the importance of the presence of structural diversity, it is inadequate
to assume that its presence alone will result in an institutional culture that sup
ports a robust exchange of ideas and perspectives (Alger and others, 2000).
Simply enclosing a diverse group of people within the same four walls for four
hours each week does not support students’ development of diversity-related
skills. It is not even sufficient to have diverse students discussing shared con
tent and working on collaborative projects. WTfile potentially valuable, these
strategies do not in and of themselves compel substantive intergroup interac
tion or deepen students’ competence and confidence in communicating in
diverse contexts. WTat is needed is a “comprehensive model of transformational
change that puts diversity at the center of the educational mission” (Krutky,
2008, p. 3)—a theoretically informed practice for designing and facilitating
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our classrooms in ways that engage diversity as an integral part of intellectual
rigor and academic and professional excellence.

Foundational Assumptions
In this monograph, we integrate multiple streams of literature that support
the claim that how diversity is engaged in classrooms has a profound impact
on the development of students’ intercultural competence. The concept of
engaging diversity arises out of the theoretical framework of inclusive excel
lence (AAC&U, 2005) and is grounded in contemporary research on diversity
and equity in higher education. The foundational premise of inclusive excel
lence is that educational quality and diversity need to be fundamentally and
systematically integrated in institutional structures, curricula, and policies.
This framework revises the traditional model wherein diversity is approached
as a target or an outcome—as a “thing” that can be definitively achieved or
counted, and that remains in the margins of institutional life. In an inclusive
excellence framework, diversity is understood to be a complex and essential
thread that must be intentionally woven into the fabric of the institution at
all levels: policy, leadership, institutional culture, student life, and last but not
least, the classroom (Clayton-Pedersen, O’Neill, and Musil, 2009; Milem,
Chang, and Antonio, 2005; Williams, Berger, and McClendon, 2005). The
fundamental structural revisioning described in this framework is demanding
because it challenges the often deeply embedded and unacknowledged domi
nant discourses and practices in each of the institutional levels.
Accordingly, engaging diversity in the classroom is defined in this mono
graph as the “active, intentional, and ongoing engagement with differences—in
people, in the curriculum, in the co-curriculum, and in communities in ways
that increase one’s awareness, content knowledge, cognitive sophistication, and
empathie understanding of the complex ways individuals interact within sys
tems and institutions” (Clayton-Pedersen, O’Neill, and Musil, 2009, p. 6).
Engaging diversity in the classroom refers, therefore, to intentional, compre
hensive efforts to develop and implement pedagogy that leverages the diversity
resources of a campus for the benefit of students’ learning and development.
There are two important components to note in our construction of the
concept of engaging diversity. We define diversity broadly so as to be inclusive
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of the visible and invisible forms of human difference that impact identity
development as well as interpersonal interactions (Harper and Quaye, 2009).
This definition therefore includes individual differences (for example, personal
history, life experience, educational background, learning style) as well as group
or social differences (for example, race, ethnicity, religion, language spoken,
socioeconomic class, sexual orientation, country of origin; Clayton-Pedersen,
O’Neill, and Musil, 2009). Assuming this definition, all students are under
stood to bring diversity resources to the institution. While we tend to focus on
the visible differences present in our classroom, there are always invisible dif
ferences that inform and can enrich or complicate the classroom experience for
students and faculty alike. Recognizing and engaging all forms of difference
may not be possible, but bringing multiple forms of difference into the center
of the classroom space may facilitate awareness of how certain aspects of iden
tity and lived experience are positioned by dominant discourses and their influ
ence on concepts and beliefs about what is “normal” whether in relation to
knowledge, communication, or interactions.
We are likewise mindful of the proliferation of uses of the term engage
ment and therefore of the importance of defining it within the scope of this
monograph. In the literature on student engagement, the term refers to
intent, capacity, and behaviors displayed by students, faculty, and other insti
tutional actors. In reference to student behaviors, engagement refers to the
amount and quality of time spent on educationally purposeful activities; in
referring to the institution, engagement describes the resources and structures
that facilitate students’ participation in activities that support the desired out
comes (Harper and Quaye, 2009; Kuh and others, 2007). In using the term
engagement in this monograph, we are signaling the importance of ensuring
that the presence of difference in student demographics or course content is
a starting point that subsequently facilitates the act and process of incorpo
rating those differences in an intentional, purposeful manner. In other words,
exposing students to diverse ideas, experiences, and perspectives is a neces
sary but not sufficient condition to foster the development of cognitive
and affective diversity outcomes (Gottfredson and others, 2008; Gurin, Dey,
Hurtado, and Gurin, 2002; Saenz, Ngai, and Hurtado, 2007; Umbach and
Wawrzyński, 2005).
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The Promise and Challenge of Diverse Classrooms
The classroom environment is an especially important space for
diversity to thrive, and can potentially affect all dimensions of cam
pus climate. Research has demonstrated the positive impact that a
classroom engaged with diversity has on student outcomes, partic
ularly when faculty, course content, and pedagogy are considered
in conjunction with the compositional diversity of the students
[Milem, Chang, and Antonio, 2005, p. 24].
Because students from varied backgrounds and social groups are drawn to
common courses, the classroom is a unique space where patterns of segrega
tion and poor communication found on the outside can be powerfully inter
rupted. Classrooms are natural environments where students gain knowledge
about diversity, but they are also arenas of practice where students can develop,
apply, reflect on, and refine the skills that are necessary for respectful and pur
poseful collaborations across difference. Classes in the early college years offer
a particularly significant opportunity for cognitive growth relevant to diver
sity (Bowman, 2010b). As students enter college with established habits of
mind and social interaction, experience with novel ideas, unfamiliar contexts,
and diverse social groups can prompt the discontinuity or cognitive disequi
librium seen as critical to supporting cognitive and affective development
(Hurtado, 2005; Milem, Chang, and Antonio, 2005). These are intercultural
skills and behaviors that can be supported and developed across the curricu
lum. As noted earlier, we present the need to fully embed and integrate diver
sity across the curriculum as a mandate that fulfills the institutional mission
to educate all students to its fullest capacity so as to prepare them to be effec
tive citizens, community members, and employees.
As previously noted, however, engaging diversity in the classroom is not a
natural or inevitable process, and does not result merely from the presence of
diverse social identity groups or course content. In the same way that we can
not assume that intercultural competency skills will naturally develop as the
result of a structurally diverse environment, it is problematic to assume that
faculty have the awareness, skills, or knowledge necessary to engage diversity in
their courses. In a multi-institutional survey conducted by Maruyama,

Mareno, Gudeman, and Marin (2000) of more than 500 faculty from
Carnegie Research-1 institutions,1 only one-third of faculty responded that
they had adjusted their pedagogy as a result of increased structural diversity
in their classrooms, for instance, by factoring diversity into the creation of stu
dent groups. Research and our own experience cause us to reject the notion
that the poor record at engaging diversity stems from a fundamental resistance
on the part of faculty to embed opportunities for intercultural interaction
within their courses. Instead, we imagine an audience of faculty who, as Khaja
and others (2011) suggest, are impeded by barriers of time, energy, and knowl
edge that translate into a lack of developed capacity for this work. In fact,
research in higher education indicates that faculty report a willingness and
openness to interculturalism and diversity in their courses, but also a struggle
or lack of understanding regarding how to incorporate this into their teaching (Johnson and Inoue, 2003; Mayhew and Grunwald, 2006; Pope and
Mueller, 2005; Rothwell, 2005; Schuerholz-Lehr, 2007).

Goals of the Monograph
The goal that guided the writing of this monograph was to apply existing
research on diversity and intercultural competence to the question of how we
as faculty can use the time we have in our classrooms and the resources our
students bring to help support their ability to engage in a diverse society. The
application of existing research leads us to contend that by intentionally engag
ing the diversity present in higher education classrooms, faculty across all dis
ciplines can help students develop the intercultural competences that our
students need to thrive as employees, citizens, and human beings in
our increasingly interconnected world.
We contend that each classroom has the potential to foster the skill of
problem solving in new contexts, the attitude of being open to multiple per
spectives, or the practice of trying multiple approaches to tackle a complex
question. This requires recognizing opportunities and creating an inclusive
classroom climate that enacts the belief that there is intellectual value in a range
of diverse perspectives and approaches to knowledge. Actively integrating
diversity in courses across the curriculum is likely to pose different challenges,
Engaging Diversity in Undergraduate Classrooms
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some of which will be specific to our field or disciplinary conventions regard
ing epistemology, pedagogy, and rigor. This may require instructors to unlearn
“mindless” pedagogy, where mindlessness refers to “heavy reliance on familiar
frames of reference, old routinized designs, or categories and customary ways
of doing things” (Ting-Toomey, 2005, p. 226). Rendón (2005) describes how
mindlessness—which she terms agreements and defines as assumptions and
beliefs that we absorb and adopt uncritically through assimilation into our dis
ciplines, fields, and academic contexts—can support the perpetuation of habits
of mind and of teaching practices that do not facilitate multiple points of view,
tolerance of ambiguity, or other cognitive and communication skills associ
ated with both intercultural competence and equity pedagogy theories.
We have found that, to date, comparatively little has been written about
the conditions that foster inclusive engagement of diversity in higher educa
tion classrooms, particularly in classrooms that do not explicitly serve a diver
sity requirement. Yet we believe that such a focus is important and necessary in
professional development of faculty if intercultural competence is to be sup
ported in our classrooms. This monograph attempts to bring insights of diverse
branches of educational theory to bear on the practical question of how fac
ulty can leverage the diversity students bring to class in ways that support their
intercultural learning outcomes. We aim to demonstrate the breadth of
research establishing a supportive relationship between the presence of diver
sity and various student development outcomes, and propose one way of
approaching intentional design for such outcomes to be achieved.
This monograph assists faculty in identifying the opportunities available
in our classrooms, reflecting on established norms that can inhibit or dimin
ish our capacity to effectively engage diversity, and designing an intentional
classroom environment that structures interactions between students in ways
that value the existing diversity and enhance the learning outcomes. Presum
ing that frequent and longitudinal opportunities to engage diversity will sup
port the development of the necessary levels of cognitive and affective
development, it is important to provide these opportunities across the cur
riculum and over the course of students’ undergraduate education. We con
tend that there is no classroom that cannot support the development of
intercultural competence, no classroom so encumbered with disciplinary
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knowledge or content requirements that there is no opportunity for this work,
no classroom whose educational goals will not be enhanced through deliberate,
thoughtful, and well-designed integration of diversity into its pedagogy

Lessons of the Past
John Dewey (1915) wrote that “there is all the difference in the world between
having to say something, and having something to say” (p. 35). In the history
of the treatment of diversity in U.S. higher education, many chapters have
been tinged with what “we had to do” and not necessarily with a collective
perception that we had something valuable to do.

Piecemeal Approach
Higher education institutions have long struggled with how to systemically
transform campus climates so as to engage with and integrate diversity and
develop intercultural competence (Harper and Hurtado, 2007; Kezar, Glenn,
Lester, and Nakamoto, 2008). There has been a tendency to produce “islands
of innovation” (AAC&U, 2005) where the cumulative effect is a piecemeal
approach that targets diversity but does not embed it in a foundational way
across institutional contexts (Danowitz andTuitt, 2011; Krutky, 2008).
One example of this approach is incorporating a “diversity requirement.”
Certainly, diversity courses have value; the expanding research on these courses
and our own experience teaching required diversity courses at three universi
ties point to the complex and substantive potential of these classrooms to
engage students in transformative intellectual work (Eisenchlas and Trevaskes,
2007; Hurtado, 2001; Mestenhauser, 1998). Nonetheless, the model of asso
ciating diversity-related goals or intercultural competency development with
singular or isolated courses whose intent is to supply what some students are
lacking or to provide a tangible affirmative space for students who have his
torically been underrepresented in institutional contexts suggests an early
response to diversity that was informed by the goal of coping with diversity
rather than embedding it in the fabric of the institution and at the heart of
student learning. As one scholar suggests, at present, “the question is not whether
or not we want diversity or whether we should accommodate diversity because
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diversity is clearly our present and our future . . . the real question is how do
we build diversity into the center of higher education where it can serve as a
powerful facilitator of institutional mission and societal purpose” (Smith,
2010, p. 3).

Need for Transformative, Integrated Approach
In spite of increasing conviction and evidence regarding the importance of
developing intercultural competence, its “manifestations ... in the higher edu
cation community, while sincerely conceived, are often unclearly rationalized”
(Olson, Evans, and Shoenberg, 2007, p. vii) because it is not comprehensive
or embedded across the curriculum. Past experience has shown that it is not
adequate to assume that diversity-related learning and intercultural develop
ment outcomes will be “covered” in a required diversity course, an intercul
tural training, or workshops offered by multicultural affairs offices. As Chang,
Chang, and Ledesma (2005) have argued, the benefits of diversity do not
accrue by magic, and magical thinking “provides no guidance for campuses in
assembling appropriate means to create environments conducive to the real
ization of the benefits of diversity or on employing methods necessary to facil
itate the educational processes to achieve those benefits” (pp. 10—11).
Smith (2010) provides a useful comparison between higher education’s
ability to develop the institutional capacity to prioritize, embed, and interact
with technology and its apparent inability to do the same in relation to diver
sity. It is commonplace that institutions have transformed practice, policy, and
infrastructure in order to integrate technology. Once campuses identified technology as a strategic opportunity and a powerful resource to improve educa
tional

and

institutional

outcomes,

they

moved

to

create

the

needed

infrastructure, capacity, and systems to engage and embed technology at every
level of institutional life. Yet, as far as integrating diversity, Smith and others
point out that institutions tend to opt for a “retrofit” approach. When insti
tutions invest in the necessary infrastructure, including professional develop
ment, and comprehensive integration, the diffuse and positive impacts are
quick to follow.
There is increasing evidence that institutions cannot continue to function well
without integrating diversity through systemic transformation. The necessity to
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engage diversity is made paramount by projected demographics for college-age
populations in the context of historical failure of primarily white institutions to
effectively support diverse student populations; increasing research suggests that
active learning and inclusive environments promote achievement for particular
student populations. It is difficult to ignore the evidence that diversity is a strate
gic opportunity, a powerful resource, and a critical imperative for higher educa
tion and that it is necessary to transform how we conceptualize, value, and enact
diversity

Achieving an Integrated Approach: Writing Across
the Curriculum as a Model
An example of a successful effort to overcome a piecemeal approach to the
development of specific competencies in higher education comes from
the field of composition studies. Much like intercultural competence develop
ment, composition scholars and practitioners faced increasing evidence that a
single term of focused instruction was inadequate to produce desired writing
competencies. It became clear that students were traversing a wide range of
rhetorical contexts even at a single institution; what constituted effective
research writing in a chemistry course did not hold true in a philosophy
course. Definitions and associations even with the seemingly simple concept
of “academic writing” vary widely across disciplines and even from instructor
to instructor (Herrington and Curtis, 2000). There was an increasing under
standing that context mattered, so rather than focus on assuming or teaching
a universal set of norms or conventions for effective writing, teachers needed
to support students’ capacity to tune into the specific rhetorical context at play.
In short, it became evident that no single course could teach students “good”
writing. What emerged as a result were “Writing Across the Curriculum” mod
els that sought to support students’ writing development and competency
through implementing longitudinal, integrated opportunities across the under
graduate experience and the adoption of writing-intensive curricula.
Developing intercultural competency, similar to developing competency
in written communication, rests on knowledge acquisition in conjunction with
building the capacity to implement that knowledge across diverse contexts;
both of these competencies require knowing about and knowing how to do. Like
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good writing, intercultural competence cannot be transmitted through expo
sure in the form of content, lectures, or a single class (Mayhew and DeLuca
Fernández, 2007). Developing students’ intercultural competence requires a
process approach wherein students are provided with regular opportunities
across the curriculum to engage in intercultural interactions that are intellec
tually relevant to the course and purposeful to students’ future capacity to live
and work in diverse settings. Effective communication and collaboration across
perspectives, life experiences, and identity also requires the ability to recognize
and manage the anxiety and uncertainty that typically accompany communi
cation or collaboration in new or unfamiliar contexts and with others whom
we perceive as “different” (Gudykunst, 2005). These arguments speak in favor
of incorporating intercultural development in higher education in a similar
way as writing development—across the curriculum and across all disciplines.

Lessons on Faculty Development
One particularly significant feature of the Writing Across the Curriculum
precedent is that its first principle stated that faculty needed training in order
to build the capacity to teach and not only to evaluate writing if students were
going to develop. This principle is transferrable to this monograph: it is essen
tial to build faculty capacity to design and facilitate pedagogies that support
of students’ development of intercultural competence. Smith (2010) suggests
that a lack of faculty capacity to support effective diversity interactions (our
review of research suggests there is also a failure to recognize these opportu
nities) leads to unrealized potential for supporting diversity outcomes in our
classrooms. Therefore, we define capacity as developing the resources and
expertise, but also the recognition of the need and value to enact this through
pedagogical practices.
Just as research indicates that intercultural competency skills do not “nat
urally” develop as the result of structurally diverse environment, faculty do not
“naturally” develop the awareness, skills, or knowledge to effectively support
students’ capacity to engage diversity. This would exemplify the “magical think
ing” rationale by Chang, Chang, and Ledesma (2005) referred to earlier. Instead,
faculty need occasions of “cognitive disequilibrium” that facilitate developing
awareness and skill to support diversity and diversity-related consciousness in
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their classrooms. This requires adopting a reflective and critical stance on
entrenched concepts, such as what constitutes intellectual rigor, and practices,
such as the privileging of “rationale” and objective knowing over situated and
positional knowing. The following chapters of this monograph focus on build
ing faculty capacity to engage diversity in the classroom by developing knowl
edge about the process of intercultural competence development, establishing
a framework for pedagogy that engages diversity, and reflecting on practices
of design and facilitation that provide an effective environment for engaging
diversity.

Tensions and Misconceptions
Before moving forward, it must be noted that several tensions inhibit our
capacity to effectively support intercultural competence in our classrooms.
For instance, faculty often identify a tension between adequately covering core
content and the pressure to incorporate new skills and outcomes into a course.
Scholars have also noted the historical tendency to deposit so-called skills
courses in the general education curriculum. This has the effect of preventing
depth as students are not provided with a coherent or longitudinal opportu
nity to cultivate, refine, and apply the skills.
We discussed earlier the tendency for diversity-related initiatives on cam
pus to be piecemeal or “add-ons” rather than structurally and comprehensively
embedded in institutional mission, curriculum and pedagogy, and policies
(Green and Shoenberg, 2006; Mestenhauser, 1998; Milem, Chang, and Antonio,
2005; Otten, 2003; Smith, 2010). This lack of a transformative approach can
result in conflicts and tensions between identifying what is core or funda
mental and what is supplemental or additional to course content and out
comes. Without a shift in how we perceive the core objectives of teaching and
learning at the university level, we will continue to produce an either-or com
petition mind-set. This shift would be based on research that concludes that
learning does not happen from mere contact but requires guided, purposeful
opportunities for intercultural interaction, reflection, and refinement (Banks
and McGee, 1995; Kumagai and Lypson, 2009; Ladson-Billings, 1995a;
Olson, Evans, and Shoenberg, 2007). Faculty, students, and employers can
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encounter mixed messaging within institutional curricula when important
skill-based intercultural development is emphasized or explicitly valued in
some places within an institution and not in others.
There is extensive research on the conditions that support a culture of
diversity in institutions and the role of institutional leadership providing the
infrastructure to engage diversity as a resource. However, there is not a lot of
clarity or guidance for faculty regarding how they can develop confidence and
skills to structure their courses so as to intentionally engage diversity (Dey
and others, 2010; Eisenchlas and Trevaskes, 2007; Gurin and Nagda, 2006).
Most college environment studies focus on overall institutional environment
or campus climate, not college classroom environment. Furthermore, the qual
itative elements of interaction are less understood and represented in the
research

given a historical emphasis on employing

quantitative-oriented

research on diversity (Marin, 2000). In our extensive research for this mono
graph, we found it challenging to locate scholarship that focused on diversity
or intercultural competence within the context of higher education classrooms
and with the aim of directly supporting practice or teaching.
Some multicultural education scholars argue that there is not only a lack
of available research, but also misinformation about existing scholarship, which
may influence faculty perceptions about engaging diversity and developing
intercultural skills. Geneva Gay (2002) observed that, while strong opinions
about the importance or value of such education are held, “Many teachers are
hard-pressed to have an informed conversation about leading multicultural
education scholars and their major premises, principles, and proposals. What
they think they know about the field is often based on superficial or distorted
information” (Gay, 2002, p. 107).
Meanwhile, engaging diversity in college courses requires thinking care
fully and mindfully about pedagogical approaches and resources that are cul
turally inclusive and view students as assets with valuable and diverse strengths
and experiences (Ladson-Billings, 1995b; Rendón, 1994). It helps to create
places of belonging where dialogue about human difference and diversity can
occur (Williams, Berger, and McClendon, 2005). Pedagogical resources that
engage diversity enable students to be empowered academically and faculty to
be the facilitators of student intellectual and social development (Antonio,
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2004; Marin, 2000; Smith, 2010). The specific instructional priorities we will
develop in the latter half of this monograph focus on the intersections between
inclusive excellence and intercultural competence.

The Challenge of and Need for Integration
Throughout this monograph, we have intentionally sought to draw from a
diverse range of existing scholarship related to intercultural competence devel
opment, multicultural education, learning psychology, and culturally relevant
pedagogy. Synthesizing core concepts and practices from such a range of theo
retical frameworks is an inevitably risky endeavor. The effort to put them into
dialogue so as to develop an integrative framework risks simplifying them and
necessitates omitting substantive dimensions of each tradition. We recognize
and caution the reader that each body of scholarship included in this mono
graph defines its central purpose in a different way, and each has historically
valued particular methodologies and epistemologies over others. For instance,
intercultural competence theory has focused on understanding and support
ing the processes by which individuals develop capacity to effectively com
municate across cultures, while multicultural education aims to support equity
of access and attainment in educational systems by explicitly exposing and
challenging racism and other forms of discrimination. Critical pedagogies pro
vide powerful tools for deepening our understanding of traditional models of
teaching and learning, problematizing the assumption that pedagogy or teach
ing can be neutral, and probing the ideologies and discourses that are embed
ded within and perpetuated by them.
Each tradition we draw on also poses significant critiques of the others.
Critical race theory and critical pedagogy have critiqued multicultural educa
tion for being liberal rather than liberatory. Intercultural competence theory,
however, has been critiqued by multicultural education scholars for not attend
ing to the dynamics of power, oppression, and privilege that structure rela
tions across cultural identity groups in and out of the classroom. Critical
pedagogy is often critiqued for not being responsive to implementation at the
level of individual or local sites of practice. In spite of the inevitable limita
tions and tensions inherent in integrating these diverse bodies of scholarship,

Engaging Diversity in Undergraduate Classrooms

17

we believe they provide complementary insight into the kinds of principles
and classroom practices that can help us lead our students toward an enhanced
ability to communicate and work with others who are not like them.
There is great potential in encouraging interplay across traditions of research
that have concerned themselves with investigating diversity in educational set
tings from a range of focal points. This potential is evident in the recent increase
in arguments for intentional synthesis from the increase in arguments for syn
thesis (Equality Challenge Unit, 2010, 2011; Hoffman, 2004; Krutky, 2008;
Olson, Evans, and Shoenberg, 2007; Otten, 2003; Wong, 2006). In some ways,
the theoretical dimension of our endeavor in the pages of this monograph
resembles the hard but rewarding engagement with difference that we call for
in college classrooms. Like the cultures represented by our students, the bodies
of literature we draw on sometimes clash with each other in jarring and affec
tive ways. Yet the occasional tension or disjuncture they produce is fully worth
the richness of the pedagogical framework that is born out of the conversation.
The inclusion of different research traditions enables a breadth of focus that
spans both individual and social dynamics, both the visible and the unseen.
To extend the analogy further, just as the process of intercultural develop
ment begins with an increased awareness of one’s own culture, we also find it
essential to inform the reader of the disciplinary culture from which we depart.
The cornerstone of this monograph rests squarely on the foundation of inter
cultural competence theory, which serves as the main framework for under
standing the developmental process of the individual. Multicultural and critical
voices enter the conversation to bring into focus the structural and systemic
factors that condition interactions and shape classroom contexts, and to illu
minate what classroom practices can support student competence at engaging
with difference. As we will argue in the following chapters, pedagogy is a
dynamic art that requires multiple concepts and theories as its inspiration.

Student Voices: Reflections on Engaging Diversity
in Different Disciplines
Throughout much of this monograph, we present postsecondary students’
voices on the experience of engaging diversity in the classroom. We do so in
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order to honor the belief, central to many of the theories included in this book,
that in order to understand what is happening or can happen in the classroom,
it is essential to listen and attend to multiple participants’ perspectives. Stu
dents’ reflections are invaluable tools for teachers who seek to engage diversity
in the classroom and regular use of such formative feedback can help us attune
more carefully to the complex dynamics of learning in our courses.
We do not offer student excerpts as “evidence” per se. Rather, our purpose
is to include student voices and to illustrate a range of perspectives regarding
the components of the learning environment that facilitated their ability to
engage diversity on behalf of their learning, development, and communica
tions. There is little qualitative documentation of college students’ perspec
tives regarding the experience of engaging diversity in courses, particularly
courses that are not explicitly about diversity or fulfilling a diversity require
ment. We provide these excerpts to augment the extensive quantitative research
documenting the impact of interactions in fostering intercultural awareness,
knowledge, and behavioral competencies (Bowman, 2010a; Denson, 2009;
Milem, 2003).
The student reflections used in later chapters were collected in first-year
courses across a range of disciplines, as well as interdisciplinary courses. Lowerdivision college students have been described as a particularly important target
population for engaging diversity because, while entering students come to col
lege with established habits of mind and social interaction, providing them with
direct experience with novel ideas, unfamiliar contexts, and diverse social groups
can prompt the cognitive disequilibrium critical to supporting cognitive and affec
tive development (Hurtado, 2001; Milem, Chang, and Antonio, 2005; Pettigrew,
2008). A majority of the courses in which the reflective learning journals were
collected do not meet an institutional diversity requirement, and the faculty mem
bers who teach the courses represent a range of disciplinary affiliations range from
biology to psychology to humanities, history, and mathematics education.

Next Steps
Although noble aspirations and expectations surround notions of diversity within
higher education, it is not clear from much of the existing literature as to how
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faculty within the classroom can intentionally engage diversity to create excel
lence through inclusive student interactions and use of instructional resources
(Dey and others, 2010; Gurin and Nagda, 2006). In this introductory chapter,
we argued that engaging diversity for intercultural competence development is
one promising theoretical model that conceptualizes diversity as a complex and
essential thread that must be intentionally woven into the fabric of the institution
at all levels. The remainder of the monograph expands on the foundational con
cept of “engaging diversity” by operationalizing it in the context of classroom—
a critical site for implementing diversity-related goals.
The next chapter provides an overview on key theories of intercultural
competence development for faculty who seek to design and implement classes
that support both discipline-based and intercultural learning outcomes. Prepar
ing graduates for the cognitive and intercultural complexity of the twenty-first
century requires higher education practitioners to have an understanding of
both process, or what facilitates students’ intercultural learning and develop
ment, and the outcomes of intercultural learning. Without this knowledge, we
cannot work mindfully across our instructional sites to support students’ devel
opment over time. This chapter presents research regarding the core skills, atti
tudes, and behaviors that are identified as requisite to effective and ethical
intercultural interactions and communications. It concludes with a focused
discussion of the management of anxiety and its impact on supporting or pre
cluding effective intercultural communication.
The third chapter develops a pedagogical framework for faculty who seek
to maximize the potential for a course to support students’ development of
the capacity to effectively engage diversity. Before one can implement specific
instructional practices that support intercultural communication, one needs
a pedagogical framework that reflects what is known on the nature of learn
ing, particularly in regard to diversity. Many graduate students and faculty do
not receive extensive pedagogical training, and while many opt to attend teach
ing workshops, those do not always have the time to provide a depth of focus
on the theoretical concepts rather than on the “best practices” or “innova
tions.” The third chapter draws from pedagogical models that support inter
cultural and diversity-related learning to provide a synthesis of key attributes
of a pedagogy that supports intercultural communication and collaboration.
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The fourth and fifth chapters draw on the pedagogical framework devel
oped in the third chapter, and move into classroom practice. They imagine
the reality of a faculty member entering a classroom at the beginning of a
semester and meeting a highly diverse group of students with vastly different
life experiences, places of origin, primary languages, belief systems, economic
backgrounds, and cultural identities. The fourth chapter focuses on the stage
of course design and preparation, and the fifth chapter shifts to the stage of
facilitation and implementation with students. Throughout these chapters on
pedagogy practice that supports engaging diversity, we emphasize the impor
tance of alignment between pedagogy components as well as of reflective prac
tice. In the fourth and fifth chapters, we offer practical examples of classroom
practice to demonstrate that development of intercultural competence can
occur in any classroom when faculty are knowledgeable about and commit
ted to intercultural outcomes. However, we acknowledge that it is easier to
imagine and describe how to connect development of intercultural compe
tence with disciplinary content when using examples from the humanities and
social sciences as compared to physical sciences and engineering. As our own
graduate training took place within the humanities and social sciences, we
used those frames in developing many of the examples that follow in later
chapters.
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Understanding Intercultural
Competence and Its Development

N THE PREVIOUS CHAPTER, WE ESTABLISHED the critical need

I

for college students in the twenty-first century to develop intercultural com

petence. We now turn our focus to what the literature says about intercultural
competence and students. To be effective in guiding our students in their inter
cultural development, we must be mindful of what constitutes the building
blocks of such competence and what is known about the process through
which persons develop it. We have selected intercultural development theory
as the foundation of our discussion in hopes that its broad appeal is consid
ered relevant across disciplinary and ideological divides. Being able to com
municate effectively across difference is as valuable for future engineers and
doctors as for social scientists, and is considered a valuable skill by both con
servatives and liberals, both those who are religious and those who are not, liv
ing both in the United States and abroad. The choice of intercultural
competence theory as our main framework reflects a desire to practice what
we preach and communicate effectively across the differences inevitably
brought to this text by our readers.

Importance of Foundational Knowledge
King and Howard-Hamilton (2003) noticed that “achieving diversity goals is
complicated by a lack of discussion regarding what attributes (knowledge,
skills, attitudes) constitute cultural competency and little research on how
competency develops” (p. 120). The analogy of writing across the curriculum
used in the previous chapter illustrates the need for foundational knowledge
Engaging Diversity in Undergraduate Classrooms
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in developing skills across the curriculum: in order for faculty across the dis
ciplines to effectively support students’ writing development, they need at least
a basic familiarity with research on how writers develop and what components
may facilitate or impede development. Without such basic familiarity, fac
ulty may require and evaluate more writing, but it is not automatic that they
will be supporting students’ growth and development as writers. In the same
way, this chapter aims to provide a basic level of familiarity with existing
research on intercultural competence, particularly the process by which indi
viduals develop it, and the key components and attributes associated with such
development. Knowledge of foundational principles of intercultural develop
ment will enable faculty to make good use of the time and capacity of our
classrooms, regardless of the discipline being taught.
It is with the classroom in mind that we seek to define intercultural com
petence, identify its key components, and describe how these components are
developed. We also explore the barriers to developing intercultural compe
tence that can emerge in the context of the classroom, and how such barriers
can be reduced. The purpose of the chapter is to provide the knowledge to
guide faculty’s capacity to facilitate intercultural interactions in ways that max
imize the potential for generating skillful communication with difference. Ulti
mately, this knowledge, when integrated with ideological awareness and
attention to socially constructed norms that privilege some forms of human
difference and subordinate or marginalize others, can facilitate instructors’ and
students’ capacity to effectively and ethically engage diversity. Attention to this
is infused throughout the discussion of intercultural competence, and is more
fully explored in subsequent chapters. Our primary focus in this chapter is to
review key research on intercultural competence in service of promoting ped
agogical practices that can be used by all instructors across all disciplines to
help shape a more peaceful and thriving society.

Core Premises of Intercultural Competence
Identifying and understanding the specific capacities required for effective and
appropriate intercultural communication and the process by which individu
als develop them has been the source of much creative research and vivid
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debate. Increased interest in the internationalization of higher education has
influenced researchers to think more uniformly about the qualities of an interculturally competent individual. While theoretical frameworks and models
differ in their purposes, scholars do achieve some useful commonality within
their ideas of what it means to be interculturally competent.
First of all, scholars agree that an interculturally competent individual is
aware that his or her interpretation of a situation is one of many, and is open
to new information or alternative perspectives (Ting-Toomey, 2005). There
is also broad consensus that intercultural competence is demonstrated through
effective interaction with people of different backgrounds. Spitzberg and
Changnon (2009) describe it as “the appropriate and effective management
of interaction between people who, to some degree or another, represent dif
ferent or divergent affective, cognitive, and behavioral orientations to the
world” (p. 9). In essence, a competent intercultural communicator is one
whose interactions with others are appropriate in light of the expectations of
the other person’s culture, and effective in arriving at shared meanings and
desired outcomes (Cupach and Imahori, 1993; Spitzberg, 2003).
Interacting with others who think, feel, and behave differently from us
requires a certain way of thinking, feeling, and behaving that is not necessar
ily automatic or natural, but rather it occurs as part of a developmental process
(Deardorff and Hunter, 2006; Gudykunst, 1998, 2005; Pettigrew, 2008).
Across the literature areas, scholars conclude that this process requires time
and opportunities for refinement as they do not develop overnight or in a
vacuum. In his seminal piece on cross-cultural learning, Adler (1972) asserts
that it takes “a set of intensive and evocative situations in which the individ
ual experiences himself and other people in a new way distinct from previous
situations” for an individual to develop “new levels of consciousness and
understanding” (p. 7). Consequently, current research in the fields of inter
cultural competence and intergroup dialogue emphasizes the need for a holis
tic approach that attends not only to the cognitive domain, but to the affective
and behavioral domains as well (Batson, Lishner, Cook, and Sawyer, 2005;
Bennett, 1993; Byram, 1997; Deardorff, 2006; Kegan, 1994; King and Baxter
Magolda, 2005; Okayama, Furuto, and Edmondson, 2001; Pettigrew, 2008;
Yershova, Dejeaghere, and Mestenhauser, 2000).
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In the classroom context, while each instructor may target an area of
knowledge, all of us play significant roles in developing the affective and
behavioral development of our students through the way we structure
and facilitate classroom interactions. While only select classes will teach knowl
edge about effective communication across difference, all classes where dif
ference is present are sites, for better or worse, where students’ attitudes and
behaviors toward difference get shaped and solidified. A holistic understand
ing of intercultural competence as knowledge, attitude, skills, and behaviors
that enable effective communication across difference elevates the significance
of each classroom as a site of intercultural learning (Bennett, 1993; Kegan,
1994; King and Baxter Magolda, 2005).
There is also a degree of commonality among researchers that intercultural
competence is not a static state that one can acquire or master, but rather a set
of skills developed and displayed in the course of interaction and communi
cation with diverse others. This view of intercultural competence emphasizes
the importance of context, and the reality that contexts are fluid and shifting.
Incorporating a critical theoretical lens, it is also important to acknowledge
and attune to power differentials that are commonly associated with cultural
differences and historical, lived experience. An individual does not learn to
mindfully manage their anxiety, apply their understanding of privilege or
attune their communication through course content alone; he or she gains
these skills by having continuous and wide-ranging opportunities to practice
and reflect. Because classrooms offer multiple opportunities to engage and
practice communication skills in a facilitated environment, they are feasible
sites for the shaping of intercultural communication competence.

Building Blocks of Intercultural Competence
The basic definition of intercultural competence is a good beginning point,
but it provides little insight into its core components. Scholars in the field con
sistently identify three primary building blocks as part of intercultural com
petence (Gudykunst, 1993; Kim, 2005, 2009; Rathje, 2007; Pope and
Reynolds, 1997; Spitzberg and Changnon, 2009; Spitzberg and Cupach,
1989). Spitzberg and Changnon (2009) observe that from the 1950s forward,
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the core components of“. . . motivation (affective, emotion), knowledge (cog
nitive), and skills (behavioral, actionable)” rose to such a prominent place in
the scholarship that “to a large extent, all theories and models of intercultural
competence rely extensively on these basic conceptual metaphors to guide their
explorations. . . .” (p. 9).
For the sake of clarity and consistency, we have chosen to follow the ter
minology used by Deardorff, whose model of intercultural competence devel
opment we draw on extensively in this monograph. The component terms of
her process-oriented model have the advantage of having been agreed on by
20 experts in the field, whom she asked to identify the knowledge and skills
they felt were necessary for individuals to develop intercultural competence
(Deardorff, 2004, 2006; Pusch, 2009). Deardorff’s distillation of these expertidentified components within her model of intercultural competence devel
opment is broadly utilized within the literature (Pusch, 2009).

The Process of Intercultural Development
Deardorff’s model of intercultural development suggests that an individual’s
attitudes lay the foundation for the attainment of knowledge, and ultimately
the development of a set of intercultural skills (Figure 1).
In the developmental model, intercultural attitudes, knowledge, and skills
pave the way for an individual to progress toward effective and appropriate
behavior in intercultural situations. Intercultural development begins with the
foundational attitudes of respect, openness, and curiosity. An intercultural
mind-set is then developed through increasing awareness, knowledge of one’s
own culture, and the ability to tolerate ambiguity and create new categories
(Bennett and Bennett, 2004; Deardorff, 2004; Langer, 1989). The strength of
one’s affective, cognitive, and skill development shapes the effectiveness of com
munication with others, thus impacting the behavioral domain (Deardorff,
2006; Pusch, 2009). Lasting changes in behavior toward others often result
from a shift in the internal frame of reference toward a more relative view of
the self. While not always essential for effective communication, such a shift
“enhances the external (observable) outcome of intercultural competence”
(Deardorff, 2006, p. 225).
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FIGURE 1
The Process Model of Intercultural Development

MowidtaD
Attitudes:
Respect (valuing other
cultures);
Openness (withholding
judgment);
Curiosity & discovery
(tolerating ambiguity)

Knowledge &
Comprehension:
Cultural self-awareness,
deep cultural knowledge,
sociolinguistic awareness
Skills: To listen,
observe & evaluate; To
analyze, interpret & relate

Desired External
Outcome:

Desired Internal
Outcome:

Effective and
appropriate
communication &
behavior in an
intercultural situation

Informed frame of
reference shift
(adaptability, flexibility,
ethnorelative view,
empathy)

Z1

----------------------

Source: Used with permission of Sage Publications, Inc., from Deardorff, D. K. (Ed.). (2009). The
Sage Handbook of Intercultural Competence (p. 33). Thousand Oaks, Calif.: Sage; permission con
veyed through Copyright Clearance Center, Inc.

Deardorff’s model of intercultural competence demonstrates the cyclical,
longitudinal nature of intercultural development. What is not quite clear from
the

diagram,

but

frequently

emerges

in

the

research

literature

is

the reality of a dynamic interaction between the affective, cognitive and behav
ioral components (Deardorff and Hunter, 2006; Gesche and Makeham, 2008;
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Otten, 2003; Pope and Reynolds, 1997). For example, affective qualities such
as respect for other cultures and curiosity toward difference can motivate the
acquisition of knowledge about other cultures, which can also assist in devel
oping skills such as willingness to listen and relate to cultural positions that are
different from our own. Interactions with other persons may spark a curiosity
to seek out new knowledge about a particular event or group of people. How
ever, focusing on the cognitive, knowledge domain of a student’s development
alone will do little to further his or her overall intercultural competence.
Component-based models such as this one are sometimes criticized for not
clearly describing differences and relationships between components and stages
of development (Spitzberg and Changnon, 2009; Van de Vijver and Leung,
2009). As Spitzberg and Changnon (2009) noted, these models have some the
oretical weaknesses in that they have not sufficiently defined competence in
relationship to “precise criteria” (p. 15); they also tend to attend to the indi
vidual more than the broader social context with its established patterns of
power and privilege. Yet we would propose that the developmental model is
particularly useful for educators in suggesting sequential areas of effort and
action. Therefore, the components are worth examining briefly as they help to
identify places where faculty can mindfully create opportunities for student
development of intercultural competence while also exploring disciplinary con
tent. The model holds the potential to inform what course design and content
may prove useful in mindfully progressing among the respective components.

Domain: Attitudes
• Respect (valuing other cultures and individuals).
• Openness (withholding judgment).
• Curiosity and discovery (tolerating ambiguity).
Interaction with different ways of being and thinking about the world
invariably elicits strong emotions. When we come into contact with differ
ence, a natural response may be to flee from it or to resist it. Our attitudes
about difference can either shut off possibilities for interaction or convert ini
tially negative perception into useful questions about why we are reacting in
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particular ways, and what cultural meanings we may have missed (Bennett
and Salonen, 2007).
Intercultural development literature leaves no doubt that attitude is a fun
damental starting point for developing intercultural competence (Byram,
1997)- Three elements in particular are viewed as “motivational,” in that they
cause persons to engage in a process that leads to further knowledge acquisi
tion and skill development (Pusch, 2009). Scholars largely agree that three
essential prerequisites to developing intercultural competence are the attitudes
of respect for others and their cultures, openness to intercultural learning, and
curiosity

toward

difference

(Deardorff,

2004,

2006;

Okayama,

Furuto,

and Edmondson, 2001). In order to support and identify them in the class
room, we look in more detail at how these attitudes are displayed, and what
challenges we may face as instructors in attempting to foster them in the con
text of the classroom.
Respect. Respect for others and valuing other cultures rest on a belief in their
value and dignity. In intercultural relationships, respect is a deliberate incli
nation to recognize diverse others as social equals, manifested in a polite and
empathetic use of language, including body language. Research using seman
tic analysis with participants from multiple cultures found that respect is
broadly associated with polite communication, saving the face of another, and
culturally appropriate eye contact (Arasaratnam and Doerfel, 2005). Lack of
respect, however, is connected to behavioral symptoms of rude speech, not lis
tening, and indifferent body language (Arasaratnam and Doerfel, 2005).
Although respect is a fundamental value in most cultures and educational
contexts, college is often the first place when a generally respectful disposition
becomes tested through close interaction with people with an entirely differ
ent frame of reference. It is frequently the case that diverse individuals present
in the classroom differ in how they demonstrate respect. For many of our stu
dents, respect for others deepened in the course of hearing others’ experiences
and learning to recognize each other as equals. For some, such recognition
necessitated embracing and owning their own voice. For others, it meant
restraining their voice so that the voices of others were able to emerge and be
heard. We share an example of an outspoken student who learned that respect
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for others is sometimes most appropriately expressed through silence. In her
own words,
My class experience has also taught me that sometimes it’s better to
keep quiet when everyone else is. I can be intimidating so when I
constantly am voicing my opinion, not only does it get repetitive,
but also I might be scaring someone else from voicing an opinion.
The small groups have really helped me to work to do better with
this. Rather than just voice whatever I’m thinking I try to reflect
more deeply.
Respect figures prominently in institutional codes of ethics and student
conduct policies, yet recent studies have shown that behaviors manifesting
respect have been on the decline among college students in the United States.
Longitudinal research has shown consistent and significant increases in
narcissistic attitudes among college students (Twenge and others, 2008).
Respect and valuing others are not attitudes that can be taken for granted on
a twenty-first-century campus, yet they are essential for the roles that many
students hope to assume in their society. Of course, respect is not something
that can be mandated. One cannot stand in front of a classroom and demand
that students respect diverse perspectives. As we will demonstrate in the fourth
chapter, however, it is possible to design an environment that supports and
models respect. An instructor may foster respect toward diverse others by pro
viding time for students to interact with different perspectives and the con
texts that influence those perspectives. One of our students reflected on the
process of developing the capacity to respect diverse perspectives:
I am a very opinionated person and when I feel like I’m right I
don’t like to be challenged. This class has shown me that it’s not
about being right or wrong, but it’s understanding that everybody
looks through a different lens. My interpretation and my classmate’s
interpretation may not be the same but that doesn’t mean that one
of us is wrong; it just means that due to different backgrounds and
situations we may not look at the problem the same way. We . . .
can describe this as our schemata. I’ve also realized that’s a good
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thing. If everyone were to think alike, we wouldn’t be able to
develop new ideas from the old ones. I’ve learned not to take dis
agreement personally rather than a learning experience.
Openness. Openness to intercultural learning and to people from other cul
tures presumes the acceptance of multiple ways of interpreting the world, and
withholding

premature

judgment

toward

other

worldviews,

perspectives,

and behaviors (Deardorff, 2006). In an academic environment, where critical
engagement with ideas is valued and even required, it is essential to distinguish
critical engagement from premature judgment. Openness is made manifest
through behaviors such as active listening, attempting to see the world from
the perspective of another, and clarifying assumptions and interpretations. It
can be illustrated by the following reflection by a student on how small-group
discussions and peer editing of student writing supported her development of
openness, respect, and empathy for her peers:
The more [small-group editing and discussions] we do, the more com
fortable we get with each other. One particular essay stands out to me
because this individual revealed that they were gay. . . . Growing up
in a strong Christian family, things like that are not really talked about
unless it is concerning what the Bible says and what we know as sin.
However, that was not my reaction to this hardly shocking news. I was
happy that my classmate felt comfortable with sharing that news with
me and the story that came along with it.. .. Now, going into a class
where I am the only Christian or African American is not so much
intimidating as empowering. I realize that I may be their only source
of that particular group. This also gave me the opportunity to inter
act with other cultures or groups of people that I may have not com
municated with, without this class. Ifeel more equipped to confront
the other challenges that will be presented here at the university.
This student reflection demonstrates that openness to others does not
entail the loss of one’s own identity or an embrace of unqualified relativism.
Instead, intercultural competence involves a greater awareness of the factors
that shaped one’s own identity and a willingness to see the identities of others
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in their proper context (Ting-Toomey, 2005). Educational psychologists have
found that many college students do experience a stage of increased relativism
when a former expectation of right and wrong answers is replaced by a belief that
all choices and perspectives are equally valid (Kegan, 1994; King and Baxter
Magolda, 2005; Perry, 1999). The student above displays a more mature posi
tion of owning her beliefs while remaining open and empathetic toward the
positions and perspectives of others.
Like respect, openness and empathy are critical attitudes that cannot be
taken for granted on a college campus. Longitudinal research conducted by
scientists at the University of Michigan demonstrated that college students’
disposition to empathy has been declining since the 1980s, with an especially
steep plunge in the past ten years. Since 2000, there has been a particularly
troubling decline in the dispositions to consider the perspectives of others and
to express empathie concern (Konrath, O’Brien, and Hsing, 2011).
Openness cannot be mandated, but can be fostered through an environ
ment that supports and values the practice of openness to intercultural learn
ing, which we discuss in more detail in the fourth chapter. A faculty member
may support openness to intercultural learning by posing questions to stu
dents that elicit culturally or experientially informed responses to course con
cepts or readings, and by providing the time to engage the responses.
A classroom that promotes openness to intercultural learning would, there
fore, incorporate time for students to interact substantively with multiple per
spectives within the course’s content.
Curiosity and Discovery. Curiosity and discovery are attitudes that presume a
tolerance for ambiguity and uncertainty (Deardorff, 2006; Pusch, 2009;
Spitzberg and Changnon, 2009). Other cultures can be fascinating, but also
scary in their unfamiliarity. To maintain a curious attitude toward other cultures
and perspectives, one needs the ability to manage one’s own anxiety in the face
of that which cannot be predicted or explained (Gudykunst, 1998, 2005).
Ambiguity and uncertainty can be uncomfortable for students and faculty
alike. In the context of the classroom, it can be difficult to promote tolerance of
ambiguity due to the frequently unstated presumption that learning is a lin
ear process in which knowledge is accumulated progressively and, in turn,
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diminishes existing uncertainty or ambiguity. Dominant cultural images of
the professor in the United States tend to equate this role with certainty,
absolute knowing, and mastery of knowledge. It is important for the faculty
member to model curiosity and discovery if the goal is to support this attitude
in students. For example, one might narrate his or her own learning history,
perhaps including attention to deeply held beliefs or knowledge that came
under question and were ultimately refined or cast away in light of interac
tions with new perspectives or knowledge. If listening is a key indication of
openness, posing questions and pursuing the extension of new perspectives is
a key indication of curiosity and discovery. Langer (1997) reminds us that this
is part of the power of “conditional language”—language that does not com
municate absolute answers but, rather, invites exploration and expression of
alternative possibilities and perspectives.
Acknowledging ambiguity where it exists is also an important means of
expressing this attitude. It might come in the form of making explicit that
there are multiple legitimate ways to approach a problem, to approach a
research project, or to interpret a historical document. A course that does not
foster or model curiosity and discovery is likely to be one that emphasizes mas
tery of content, rather than application of relevant actions that can be taken
by an expert in the field.

Knowledge, Comprehension, and Intercultural Skills
• Knowledge and Comprehension: Cultural self-awareness, deep cultural
knowledge, sociolinguistic awareness.
• Intercultural Skills: To listen, observe and evaluate; to analyze, interpret and
relate.
Research literature implies a close relationship between requisite attitudes
and developing knowledge (Deardorff and Hunter, 2006). In Deardorff’s
intercultural competence model, the cognitive domain includes three essen
tial components.
Cultural Knowledge and Self-Awareness. Cultural knowledge and selfawareness require the ability to explore one’s own identity (ethnicity, language,
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race, religion, values, class, sexual orientation, and so on) in relation to the
identities of others.
Cultural awareness is a central piece of the intercultural competence puz
zle. In order to communicate well with diverse others, one needs a basis of
knowledge about their cultures to put their words and behaviors in the appro
priate context. For instance, in order to show and receive respect appropri
ately, one needs a base of knowledge about the culture of the person one
interacts with. In the American context, it is perceived as disrespectful not to
look someone in the eye. To come up with an accurate interpretation of the
behavior of a Chinese student who does not look them in the eye, an American
classmate or faculty member needs to be attuned to the different culture of
the student. At the same time, they also need to be aware of their own culture
and the associated hard-wiring of their instinctive reactions. It is only if they
are aware of their own culture that they will be able to check the instant affec
tive messages that are not always in keeping with cognitive awareness of a cul
tural difference—in this case, the affective message that the person who is not
looking me in the eye does not respect me or has something to hide.
It is well documented in the research literature that interacting with cultural
difference leads to greater awareness of one’s own identity. By seeing who and
what they are not, students discover who they are in ways they had never known
of before. Knowledge of other cultures is essential for students to notice that
they also represent a culture with an inherent set of values and assumptions.
In the context of a classroom, cultural awareness would be demonstrated
through a student’s ability to analyze and reflect upon their own lens and posi
tion in relation to peers’ perspectives and the course subject matter. An indi
vidual who has a deep understanding of other cultures will also seek out
multiple perspectives and opportunities to engage with difference in an effort
to enhance his or her ability to critically think and solve complex problems.
An example of what demonstrating this competence may look like comes from
a recent reflection of a first-year student, who articulates how course content pro
vided the impetus for her and her classmates to explore their identities in new ways:
Then we talked about our cultures related to how we identified our
selves looking at what we are talking about in John’s class. We
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talked about our family history and where we were born and how
it affects us. Like Gloria talked about how she was bom in Mexico,
that geography had to do a lot with her identity of the people who
lived in that area. For Najma, she mainly associated with her reli
gion more than where she was from. She associates with Islam and
it’s part of her culture. For me, I identified with race not as much as
place than either of them. It was interesting to hear about their dif
ferent cultures. It was a very deep discussion of our identities that
were outside of class.
By having students reflect on their own culture and participate in inter
cultural interactions, an instructor can foster a deeper understanding of cul
tural differences that leads to greater self-awareness. Without such intentional
interactions, students will not automatically develop the ability to listen to
their peers’ experiences, reflect on their own identity, and directly connect the
things they may be reading about to the people sitting next to them.
Sociolinguistic Awareness. Sociolinguistic awareness takes cultural knowledge
into the realm of language. Like any behavior, language also reflects culture—
even when it is a non-native language spoken in a foreign context. When
Marta Shaw, one of the authors of this monograph, moved to the United
States, her American accent led her professors to assume she was at home in
U.S. American culture. Subsequently, when she responded to one professor’s
habitual greeting of “How are you” with truthful and lengthy answers, he
found her off-putting and overbearing, while she perceived him as fake and
unconcerned. If both sides had more sociolinguistic awareness, she would not
have assumed that the question asked by the professor was anything more than
a greeting, and the professor would have understood that in her cultural frame
of reference, a question of this kind was not typically asked unless the speaker
actually wanted to hear the answer.
In the research literature, sociolinguistic awareness (sometimes referred to
as sociolinguistic competence) has been defined as the ability to give language
“the meanings which are taken for granted by the interlocutor or which are
negotiated and made explicit with the interlocutor” (Byram, 1997, p. 48).
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The need for such ability will be readily recognized by any instructor who has
ever taught a student from another country who always says “no” when asked
if he or she understands, or never says “please,” or always agrees with the
instructor in class. Sociolinguistic awareness is what allows students and fac
ulty to better interpret the verbal behaviors of others by recognizing how their
language choices are determined by the context, the relationship between those
communicating, and the cultures they represent (Arasaratnam and Doerfel,
2005; Van Ek, 1986). Effective communication across difference requires that
we “try to understand strangers’ meanings and try to make sure that they
understand our meanings” (Gudykunst, 2005, p. 290). Interpreting others’
language choices requires a knowledge of their cultures that is beyond the
scope of any single college course. What each class can model and develop,
however, are the habits of actively listening and suspending judgment, assum
ing that the other person acted rationally in choosing particular words or
actions, and attempting to see what their reasons might be.
Further, all instructors can and should guide their students into the social
and linguistic norms of their disciplines. Since graduates of colleges and uni
versities are increasingly required to cross disciplinary boundaries in their pro
fessional work, they need the knowledge and skills that will enable them to
communicate effectively with members of not just other cultures but also other
disciplines. Academic and professional fields often form cultures of their own,
many of them far from obvious to students. For example, discipline-based tra
ditions of discourse are manifest in expectations related to writing in all fields,
although these sociolinguistic norms are not always acknowledged by the instruc
tor. Gallagher and Lee (2008) offer an example of the challenges faced by a cer
tain student who graduated from STEM-focused preparatory high school
(science, technology, engineering, math) and then took a college-level literature
course. He was confounded by the writing assignments, including not only styl
istic norms of voice and style, but also norms related to evidence and substan
tiating findings. While the elements of evidence, analysis, and findings are
common to scientific and literary analysis, the norms that govern writing in these
two disciplines are distinct. His writing reflected a particular training in the
STEM disciplines: short paragraphs; statements of perceived results and find
ings rather than of interpretation; emphasis on reporting fact; and a detached
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authorial stance. It was necessary for this student to bring his existing skills to
bear on a new form and product of inquiry. The development of disciplinary
awareness fosters skills similar to those required for intercultural competence.
In each discipline, we learn a new kind of language and interactive norms, and
as we move across disciplinary boundaries, we grow in our capacity to adapt to
differing intellectual forms. Traversing disciplinary discourse norms parallels in
some ways the development of skills to interact effectively within multiple kinds
of human difference.
Intercultural Skills. Intercultural skills are not simply learned from a text
book or from exposure to the right content; they are also not just a matter of
positive attitudes toward diversity (Deardorff, 2004; Pope and Reynolds, 1997;
Trimble, Pedersen, and Rodela, 2009). As research in multicultural education
has long acknowledged, knowledge about diverse cultures and a favorable dis
position toward them are not the same as the ability to respectfully and reci
procally engage difference, or to effectively interact and communicate within
diverse settings (Bennett and Salonen, 2007; Krutky, 2008; Paige, 1993).
Interaction between persons—not content or teaching materials alone—must
occur for students to practice and develop intercultural skills.
The emphasis within the intercultural skills component is on behavioral abil
ity to engage in intercultural interactions in ways that are informed, interpretive,
and capable of producing positive relational results. In developing skills, time and
space are needed to try and practice something that is not completely familiar or
utilized regularly. This applies to what on the surface may seem very familiar, such
as listening, observing and evaluating (Deardorff, 2004). These acts occur daily,
but perhaps are not practiced or used in ways that facilitate effective intercultural
communication. For example, students in classrooms routinely listen to content,
observe instructors and peers, and evaluate new ideas; they may also prove able
to recount what the topic of the day was and main points made. Yet, without
deliberate guidance, they often form immediate and fixed opinions, and are chal
lenged in considering alternative possibilities. Ting-Toomey and Kurogi (1998)
describe the skills required for intercultural communication as “mindful listen
ing,” “mindful observation,” and “collaborative dialogue.” A person who is com
petent in these intercultural skills would be capable of recognizing that there can
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be value in actively listening to an alternative perspective and being accountable
to represent it accurately without first interjecting a dissonant point of view.
Regardless of the discipline they teach, college instructors play a crucial
role in teaching and modeling how to analyze, interpret, and relate to others
before forming judgments. For example, inviting students to explore diverse
disciplinary or experiential lenses pertaining to a common concept can sup
port this process by providing an opportunity to explore multiple frames of
reference and come to their own interpretation related to both their own expe
riences and ones presented in class.
A specific example of this comes from a social science class session in
which the term American was a core concept of study. American is a complex
term, subject to interpretation and informed by experience and vantage point,
but it is frequently assumed to have a literal referential meaning. In the class
session, students discussed course readings that presented multiple discipli
nary and cultural lenses on this concept. The discussion invited them to con
tribute analysis that connected their lived experience to the readings. This
activity invited students to analyze various perspectives, including those of
their peers, and to consider the interplay among them, making explicit how
a particular concept, “Americanness,” is highly contested and necessarily sub
ject to interpretation. In creating a classroom environment where different
interpretations of the term American were invited, presented, and discussed,
the instructor enabled students to experience the value of suspending—or even
confronting—judgments about word meanings until peer interpretations and
referential meanings were heard. In the process, some interpretations of the
term shifted and the value of listening and communicating across difference
advanced.

Outcomes of Intercultural Competence
Development
According to Deardorff (2004) and others, developing the attitudes, knowl
edge, and skills described in previous sections builds desirable internal and
external learning outcomes. First, intercultural development often leads to a
shift in the internal frame of reference, or “relativizing one’s self” (Byram,
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1997, p. 34). Such a shift in the frame of reference is not always essential for
effective intercultural communication, but it is a stage of development that
transcends the ethnocentric and narcissistic positions that have been spread
ing on college campuses in recent years (Konrath, O’Brien, and Hsing, 2011).
Second, intercultural development along the lines described earlier pro
duces an increased competence at effective and appropriate communication
across difference. The remainder of this chapter integrates Deardorff’s model
with other strands of intercultural competence research to address what such
competence looks like in practice in order to set the stage for what this research
implies for a well-informed design of college classrooms. What, then, does
effective intercultural communication look like in the classroom?

Creating New Categories
The first significant characteristic of effective intercultural communicators is
that they create new categories for diverse strangers instead of relying on old
paradigms and cultural stereotypes (Gudykunst, 1998, 2005; Langer, 1997;
Stephan and Stephan, 1985). When an individual is mindfully open to new
information, he or she is less likely to mindlessly rely on “familiar frames of
reference, old routinized designs, or categories and customary ways of doing
things” (Ting-Toomey, 2005, p. 226). On the foundations of openness, cul
tural knowledge, and intercultural skills, individuals can develop the mental
habit of contextualizing information and adjusting their ways of thinking to
progressively emerging knowledge. The ability to create new categories is all
the more valuable because it is essential for intellectual and social development
in general (Langer, 1997). Since both require openness to new intellectual and
social possibilities, engaging students in important disciplinary content can
go hand in hand with develop and deepen their intercultural competence, as
both require openness to new intellectual and social possibilities and com
munication.

Managing Anxiety and Uncertainty
Because intercultural interaction is always accompanied by some level of uncer
tainty, its effectiveness depends on the degree to which individuals can manage
their own anxiety in relating to the intercultural other (Gudykunst, 1993,
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1998, 2005)- Stephan and Stephan (1985) explain that anxiety has to do with
the fear of negative consequences for the self and negative evaluation by members
of other groups. Anxiety is what prevents students from interacting on their
own volition with others they perceive as belonging to a different group.
Managing anxiety and uncertainty has been studied in greatest detail by
Gudykunst (1993, 1998, 2005), who reaches some surprising conclusions
about the role of these abilities in intercultural communication. He concludes
in his research that effective intercultural communication requires very similar
knowledge and skills as communication between strangers from similar groups.
Therefore, each individual has some cognitive and behavioral resources to
communicate across diversity. The difference, according to Gudykunst (2005),
lies in the levels of uncertainty and anxiety brought to the interaction. There
fore, even though we have much of the knowledge and skills required to com
municate across difference, our own anxiety gets in the way when the
uncertainty exceeds the level of our comfort.
Gudykunst (2005) notes that “what constitutes uncertainty depends on
what we want to be able to predict, what we can predict, and what we might
be able to do about it” (p. 16). Our classrooms at the beginning of each semes
ter are a site of much uncertainty, as the majority of our students are strangers
to one another. When they initiate interactions, they usually begin with some
one they perceive as belonging to their “ingroup”—someone about whom they
believe they can predict enough information to feel safe. Yet no one person
shares all group memberships with another, so “everyone we meet is a poten
tial stranger” (Gudykunst, 2005, p. 285). The difference between students inter
acting with students from their perceived “ingroup” and “outgroup” is not
necessarily the skills that they bring to the communication but the ability of
individuals to make predictions and manage their anxiety about that which
cannot be predicted. While life is by nature unpredictable, interacting within
one’s group gives one a sense of security. “Uncertainty is a cognitive phenom
enon; it affects the way we think about strangers” (p. 286). When individuals
can see that there is a potential reward for them, or that they will meet the
stranger again, they are more likely to try to manage their uncertainty. If we
feel that interacting with strangers is not commensurable with the potential
rewards, we are much less likely to make an effort to manage our uncertainty.
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It is evident in the research literature that effective intercultural commu
nicators are those who have developed strategies to manage their emotions and
instinctive reactions toward those who are different from them. This is in con
trast to the frequent assumption that effective intercultural communicators
are those who do not “notice” or “mind” difference and who are likely to deny
or suppress the presence of anxiety or uncertainty in intercultural interactions.
Gudykunst’s research does not suggest that the goal is to eliminate uncertainty,
but rather to recognize and manage it in interactions.

Other Pieces of the Intercultural Puzzle
Intercultural competence theory offers foundational explanations of how and
why individuals develop the capacity to relate across difference. As such, it
provides an important part of the puzzle for those who seek to facilitate this
capacity in students. What it does not account for, however, is the broader
social context of intercultural communication, in which participants hold dif
ferent amounts of power and play different social roles. Given the historical
and socioeconomic differentials between our students, we must also recognize
the fundamentally political nature of interactions that involve taken-forgranted norms and relations between different groups of people.
The components of the process model reviewed in this chapter beg many of
the questions explored in scholarship on critical pedagogy. For example, the affec
tive commitment to respect, openness, and curiosity found in intercultural com
petence development scholarship often demands that we consider ideas and
perspectives that differ ideologically from those that we developed through previ
ous experience or education. Capacities to value other cultures, withhold judg
ment, and develop cultural self-awareness are helpful in developing the kind of
ideological awareness advocated by critical pedagogy. As we develop them, we begin
to critically examine norms of thinking dominant in our culture or social class that
we may have previously accepted without conscious thought. While explicit con
nections between intercultural competence theory and critical pedagogy are
addressed later in the book, it is worth noting here that these domains of scholar
ship complement one another in a shared commitment to interrupt cultural and
personal patterns that inhibit respectful interaction with alternative views. Devel
oping intercultural competence increases awareness of one’s own culture and the
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value of alternative perspectives (Bennett and Bennett, 2004; Deardorff, 2004;
Langer, 1989). A possible result is a foundational shift in our internal frames of
reference that create greater openness to intellectual and social possibilities that dif
fer from the historically dominant positions of our particular culture.

Conclusion
In its simplest expression, intercultural competence development is about the
capacity of individuals to respectfully engage and communicate with another
so that they have benefit of another person’s cultural perspectives. Such capac
ity results in the ability to communicate and form relationships more effec
tively with persons who are different from us, and to see, interpret, understand,
appreciate, and utilize what we have learned in new ways. The development
and the demonstration of intercultural competence come in the diverse and
authentic sites of practice. Effective behavioral change requires rigorous cog
nitive development in addition to opportunities to apply and refine theory in
integration with practice (Mayhew and DeLuca Fernández, 2007). Therefore,
faculty can support the holistic process of intercultural competence develop
ment through well-informed pedagogy, including design and practice.
As Deardorff (2009b) notes, “in the end, intercultural competence is about
our relationships with each other and, ultimately, our very survival as the
human race, as we work together to address the global challenges that con
front us” (p. 269). The weight of intercultural communication for the future
of our societies demands that our classrooms provide the space and opportu
nity for students to engage each other, even when it is difficult and anxiety
producing to do so. In the next chapter, we propose a framework for peda
gogy to inform how faculty may structure and facilitate opportunities to
engage diversity in the classroom in ways that acknowledge and work to sup
port benefits for students of all backgrounds and cultures.
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Developing a Pedagogy That
Supports Intercultural Competence

Education in the twenty-first century must prepare students for
a world that is increasingly interconnected, interdependent, and
diverse. It is often difficult in such a world to communicate
effectively, to form and maintain relationships and work coop
eratively with people of different backgrounds. The need for
these enhanced interpersonal skills across cultures is also evident
domestically as U.S. society becomes more diverse.
[Krutky, 2008, p. 3]
S WE ESTABLISHED IN THE PREVIOUS CHAPTER, intercultural
competence development “is not a static requirement to be checked off a
list but. . . the continuous critical refinement and fostering of a type of thinking
and knowing” (Kumagai and Lypson, 2009, p. 783). It is clear that no single
course or experience can fully “teach” students how to effectively communicate,
relate, and work cooperatively with people of different backgrounds. To gain the
necessary intercultural skills, students need ongoing practice and multiple oppor
tunities to grow, staged over time and in new and changing contexts.
In the remaining chapters, we review research on pedagogy and recom
mend a pedagogical approach that supports the longitudinal process of inter
cultural

development

by

engaging

diversity

across

the

curriculum.

Incorporating key concepts developed in prior chapters, we shift the focus to
the classroom in order to identify pedagogical components that foster engage
ment with diversity and intercultural competence development. The purpose
of this chapter is to provide a synthesis of theory from current research on
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learning, multicultural education, and intercultural competence theory in
order to articulate core principles that can guide effective intercultural pedagogy. To place those in the appropriate context, we also explore systemic fac
tors that affect what instructors can realistically set out to accomplish when
faced by the competing pressures inherent in todays academic workplace. The
fourth and fifth chapters focus on two specific dimensions of intercultural pedagogy, designing and facilitating classroom environments, and elaborate on
practices that facilitate effectively engage diversity
Intercultural competence and the pedagogical capacity to support it are sim
ilar in that both are processes that develop in the course of time, practice, and
reflection. The capacity for faculty to engage diversity in the classroom relies on
a nexus of factors including intention, awareness, knowledge, and skills devel
oped over time. Therefore, we concur with Krutkys (2008) assertion that, “Edu
cation in the twenty-first century must prepare students for a world that is
increasingly interconnected, interdependent, and diverse” (p. 3). However, we
would further assert that it is critical to teach teachers how to support these out
comes through substantiated learning about pedagogy and instructional design.

Institutional Context
The presumed reality is that most of us encounter heterogeneous groups of
students who bring with them diverse of ways of being, knowing, and com
municating. As established in the first two chapters, the mere presence of such
diversity in the classroom does not ensure that students will automatically learn
to communicate across difference. Even on campuses that explicitly promote
diversity or internationalization initiatives, social environments and academic
assignments tend to remain “monocultural, monolingual, and monodisciplinary” (Otten, 2003, p. 14). Many researchers have concluded that the impact
of interactions may be as significant as the formal curriculum for longitudi
nal learning outcomes; enhanced intercultural learning and development
depend in large part on how the interactions between diverse students are
structured both inside and outside the classroom. Engaging diversity in the
classroom begins with an honest examination of what instructors face when
they attempt to support intercultural learning outcomes.
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As we noted earlier, studies indicate that faculty are willing and open to
teaching in ways that support intercultural competence, but a lack of knowl
edge about how to do it, combined with a lack of time to learn, leads to a dis
connect between intention and outcome (Johnson and Inoue, 2003; Otten,
2003)- In some settings, student resistance is also a significant factor—for
instance, a study of faculty multicultural attitudes and challenges at one Mid
western university found student resistance to multicultural teaching to be the
top concern of faculty (Khaja and others, 2011). In the past, multicultural
teaching focused on diversity courses and co-curricular activities to increase
students’ sensitivity (Chávez, 2011), an approach that played an important
role but also generated a good deal of resistance by enabling an “us’ versus ‘them’
mentality” (Khaja and others, 2011, p. 22). In light of these concerns cited by
faculty, as well as the realities of inadequate resources, time constraints, and a
lack of knowledge about multicultural pedagogy (Khaja and others, 2011), we
accept that resistance to past methods of engaging diversity must be consid
ered a part of the educational landscape that we occupy as college instructors.
Given that the perception of such resistance tends to deter intercultural learn
ing, we postulate the need to shift from a content-focused pedagogical para
digm to a way of learning that utilizes diverse viewpoints in productive and
rewarding ways across the curriculum.

Beyond Content and Content-Based Pedagogy
Historically, there has been a predominant approach to engaging diversity
through content, and as an “add-on” to existing pedagogy and curriculum
(McGee Banks, and Banks, 1995; Dobbert, 1998; Green and Shoenberg,
2006; Mestenhauser, 1998; Smith, 2010). While this has yielded a general
increase in the inclusion of diverse content and perspectives across a range of
courses, it has also left unchallenged the assumption that the “real” or funda
mental core of a given course is disconnected from the process through which
it is acquired (Green and Schoenberg, 2006; Smith, 2010). The focus on con
tent also perpetuates the misconception that some disciplines, such as the
humanities and arts, are readily multicultural, while others, like the physical
and biological sciences, are not (Banks, 1993; Mestenhauser, 1998).

Engaging Diversity in Undergraduate Classrooms

47

Multicultural education theory has identified and focused on five essential
dimensions: content integration, pedagogy, environmental or institutional cul
ture, prejudice reduction, and knowledge construction. While Banks (1993)
acknowledges that some dimensions will be more readily accessible or selfevident to faculty in particular disciplines, he also emphasizes the importance of
an integrated approach that activates multiple dimensions. Scholarship on inter
nationalization of the curriculum has grown in the recognition that interna
tional content additions to courses have done nothing to shift the dominant
knowledge-driven paradigm for teaching and learning (Van Gyn, SchuerholzLehr, Caws, and Preece, 2009). There is also increasing visibility of efforts to
construct a multifaceted and inclusive model of intercultural competence devel
opment that looks at the intersections with critical and transformational learn
ing pedagogies (Eisenchlas and Trevaskes, 2007; Hanson, 2010; Van Gyn,
Schuerholz-Lehr, Caws, and Preece, 2009). Across these strands of relevant
research, one can find either an emerging or a sustained recognition that it is
impossible to support intercultural communication and collaboration without
acknowledging the reality that social and cultural identities have not held equal
status or coexisted in an easy pluralism, in classrooms or elsewhere. Power,
“voice” (as defined by both feminist and critical race theory), and privilege have
been demonstrated to self-perpetuate in relation to social identities.
Critical pedagogy, multicultural, and intercultural education scholars also
agree that the entrenched persistence of the content-focused model of peda
gogy in higher education is problematic. Effectively supporting intercultural
competence across the undergraduate experience requires challenging the tra
ditional model that prioritizes knowledge acquisition as the critical founda
tion of undergraduate learning (Bennett and Salonen, 2007; Krutky, 2008).
Rigor in academic contexts across a majority of traditional disciplines has been
associated primarily with the cognitive domain, which has in turn perpetu
ated an expert-centered pedagogy that emphasizes traditional approaches
(Mayhew and DeLuca Fernández, 2007). According to Langer (1997), the
belief in the primacy of an uncritical absorption of disciplinary knowledge
actually

supports

outcomes

contradictory

to

its

intention.

Langer

and

Moldoveanu (2000) explained that “when we learn the basics mindlessly so
that we no longer have to think about them, we are not in the position to
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vary them readily as we get more information about the task” (p. 3). In other
words, the content model does not directly cultivate the capacity to adapt
information to changing contexts, to problem solve, or to apply knowledge
in diverse situations.
Content-focused pedagogy may have the advantage of allowing for more
material to be conveyed, but this approach leaves little time for faculty to facili
tate interaction with the material or its mindful application. In a content-focused
classroom, students may become more aware of multiple perspectives, discipli
nary lenses, or cultural discourses; but they are not likely to develop the skills and
understanding necessary to actually apply this awareness in specific contexts.
There is, an increasing amount of evidence and a growing recognition that inter
active learning environments are actually more rigorous, since “traditional didac
tic classrooms (lecture, presentation, research projects) are effective for transfer of
knowledge but not development of affective and behavior goals such as reflective
application of new knowledge” (Mayhew and DeLuca Fernández, 2007, p. 57).
Engaging diversity effectively requires a focus on how and not only what
we teach (Danowitz and Tuitt, 2011). This requires a basic but fundamental
shift in how we conceptualize instruction so that it is designed and imple
mented based on a recognition that the acts of knowing and communicating
are as dynamic and complex as we increasingly understand the world to be.
Therefore, engaging diversity necessitates asking and acting upon different
kinds of questions about our teaching so that our pedagogies are led not only
by our content knowledge as accumulated through intensive disciplinary train
ing and practice but also by intensive consideration on how to generate inclu
sive classroom conversation around ideas and concepts that are authentically
open to individual and group interpretations and additions. It is an ongoing
process — it involves acts of forming and re-forming classroom interactions
that deliberately bring students into substantive and highly interactive con
versation between themselves and our subjects.

The Challenge of Intercultural Pedagogy
“Pedagogy” is a more complex and extensive term than “teaching ” refer
ring to the integration in practice of particular curriculum content and
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design, classroom strategies and techniques, a time and space for the
practice of those strategies and techniques, and evaluation of purposes
and methods [Simon, 1988, p. 371]■
Pedagogy identifies the connections between the who, the what, and the
how of teaching and learning. If we do not acquire the concepts or practices
at some level of formal training related to pedagogy (whether by studying
research on learning, or through reflective practice on our teaching or student
experience), we are less capable of making intentional, informed decisions
about how we organize, design, and implement our courses in particular ways.
We are also less capable of recognizing and responding to whether and for
whom the way we are teaching is indeed achieving our intended outcomes.
Derek Bok (2006) has rightly lamented a general “neglect of pedagogy” at all
levels of higher education. He suggests that it may result in part from the fact
that pedagogy refers by its definition to both the art and the science of teach
ing. Despite an increasing amount of research about learning and student out
comes in postsecondary education, there is a tendency to think that teaching
is intuitive and cannot be taught. Those whose graduate degrees are in disci
plines that are centrally occupied with investigating learning (composition
studies, curriculum and instruction, and so on) are likely to see more coher
ence and potential for integration between interculturally effective teaching
and their area of expertise. For others, however, there may not be an integra
tive element or alignment between disciplinary expertise and intentional pedagogy. Even in research on education, pedagogy is often an elusive element,
so that “within journals focused on college teaching, little research or theory
focuses on pedagogy or learning environment factors effective across cultural
identities and norms” (Chávez, 2011, p. 54).
The task of developing effective intercultural pedagogy in relation to edu
cational research can seem unmanageable in the midst of an already full plate.
Amy Lee has seen this reality firsthand over the past decade as she mentored
early career faculty at two large universities in programs designed to develop their
teaching effectiveness in diverse contexts. The programs involved workshops on
evidence-based instruction and learning research, monthly small team sessions, vis
its to other instructors’ courses, and formal reflection on participants’ beliefs about
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teaching and learning, influences that shaped their pedagogical theory and prac
tice, and their lived experience as teachers. The two common themes that con
sistently emerged among participants in both undergraduate and graduate
programs are also reflected in scholarship on teaching and learning as highly rel
evant to faculty interested in supporting intercultural competence.
First, a depth of expertise in disciplinary knowledge does not necessarily
translate into effective teaching, regardless of whether the classroom consists
of freshmen or doctoral students. As many of Amy’s program participants have
come to recognize, it is indispensable to learn how to teach. Yet many faculty
members can reflect on their doctoral or early career experience and realize that
they were provided minimal formal knowledge about learning or teaching, and
did not receive substantial induction or training. This reflects Ladson-Billings’s
(1999) finding that “There is little to no systematic attention in doctoral pro
grams to teaching preparation, to professionalizing education, and not subject
matter.” Many participants in Amy’s programs followed a typical route by
moving directly into teaching from the role of graduate research assistants to
faculty members, and had no direct teaching experience when they walked
into their first classroom. Others had been teaching assistants, responsible for
grading records, labs, or discussion sections, but had not been responsible
for developing syllabi, selecting content, designing activities and assignments,
or planning regular course sessions.
A second theme emerged in the course of this experience when early career
faculty repeatedly noted that the multiple obligations and competing pressures
of their jobs made it difficult to commit time to acquiring knowledge and
developing skills related to teaching. Even when participants had strong pos
itive reactions to a particular instructional practice featured in one of our for
mal workshops, they often lacked awareness or understanding of how to adapt
the practice to the specific context of their course. While institutional mission
statements placed increasing emphasis on the importance of both effective
teaching and diversity, the institutions did not invest the resources necessary
to provide adequate time or training for faculty to fully develop a sense of
expertise in relation to teachers. Yet over time, individual faculty can and do
work effectively within that reality to seek out knowledge and professional
development opportunities, form communities of practice, and engage in an
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ongoing process of exploration, experimentation, and reflection. Deliberate
reflection and attention to pedagogy are core components of developing the
capacity to engage diversity effectively As shown earlier, the continued per
sistence of the mistaken assumption that learning happens from mere contact
is in and of itself suggestive of a need to elaborate on the how element of fos
tering intercultural interactions in our classrooms (Kumagai and Lypson, 2009;
Ladson-Billings, 1995a; Olson, Evans, and Shoenberg, 2007).
Faculty who want to engage diversity effectively must attend to the how of
their classrooms. Particularly for those rooted in disciplinary traditions where
a “sink or swim” approach to teaching is common, developing a more mind
ful pedagogy requires recognizing that there is mutual responsibility shared by
instructor and students for students’ learning. In other words, it requires not
ing, investigating, and responding to patterns that emerge in who sinks and
who swims (such as attention in recent decade to disproportionate underrep
resentation of females advancing in STEM [science, technology, engineering,
math] fields and majors). A traditional, content-based pedagogy works well
for some students whose learning styles are suited to the model of absorbing
knowledge. It does not, however, work for all students, nor does it allow
for or facilitate experiences key to intercultural competence development—
opportunities to interact, practice, communicate, and reflect.
Developing intercultural pedagogy requires taking a mindful or critical
stance so as to acknowledge the effects of our instruction and not only our
intentions. In addition to a mindful or reflective stance, the creation of space
for voices of students who can provide direct information regarding the qual
ity and impact of their classroom experience is essential to informing subse
quent refinements of our teaching (Day and others, 2004; Harper and Quaye,
2009). Langer (1997) argues that mindfulness is necessary in order to coun
teract learned “mindlessness” which is characterized by “. . . entrapment in old
categories; by automatic behavior that precludes attending to new signals. . . .
Being mindless, colloquially speaking, is like being on automatic pilot” (p. 4).
Effective intercultural pedagogy requires that we reflect not only on how we
present knowledge but also on how our assignments, course plans, lectures,
and materials engage and support diverse learners.
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An Integrated Framework for Intercultural
Learning
Shifting from a content-based pedagogy to one that more deeply supports both
disciplinary and intercultural learning requires a well-grounded model of how
learning occurs. One such model that many intercultural scholars have found
helpful is Kolb’s (1984) classic learning cycle. Kolb (1984) argued that the
learning process consists of four stages:
1. Concrete experience, usually in the form a direct encounter with a new per
son, perspective, or idea.
2. Reflective observation on the experience.
3. Abstract conceptualization, or the formulation and application of rules or
theories to describe it.
4. Active experimentation—testing ways to modify the experience in the future.
The process described by Kolb is holistic and nonlinear, implying that one
can enter at any one of the four steps. Individuals and groups have different
preferences toward the elements of the learning cycle, and it is essential for
instructors to incorporate experiences that fit the styles of all learners. In order
to facilitate intercultural learning in an inclusive manner, we need to make
sure that our classrooms include concrete experiences that challenge students
to encounter diverse ideas, issues and people, reflective observation on their
own intercultural learning in both formal and informal settings, abstract con
ceptualization to provide the information base for dealing with new diverse expe
riences, and multiple opportunities for active experimentation with diverse
people and ideas (Lee, Williams, and Kilaberia, 2011).
As we showed earlier in the chapter, the landscape of college teaching in
the United States is dominated by a heavy reliance on cognitive content or, to
use Kolb’s term, abstract conceptualization. Yet research on teaching and learn
ing paints a clear picture of meaningful learning as a pendulum oscillating
between experiencing and reflecting, acting and thinking, theorizing and exper
imenting. Immediate experience and active experimentation are central ele
ments of the learning process. Collaborative learning techniques, for example,
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can introduce those elements into the classroom, providing both an impetus
for learning and a site of creative practice.
The research literature abounds in evidence for the multiple benefits of
active and reflective learning. In their study on pedagogy and social justice
learning, Mayhew and DeLuca Fernández (2007) found that students learned
more when they were exposed to classroom practices that encouraged reflec
tion, peer interactions, and discussion about diversity. In their study, “Stu
dents who reflected on material, examined the material from different
perspectives, and applied this knowledge to analyzing societal problems con
sistently gained a better understanding of themselves and issues related to
diversity, regardless of course content” (p. 75). Kuszewski’s (n.d.) review of
several recent studies on learning in higher education, as well as her reflection
on her own experience with formal schooling, led her to contend that teach
ing methods that focus on conveyance of content and memorization have a
lasting effect on students’ thinking and behavior, “making them more inclined
towards linear thinking, and less prone to original, creative thinking” (p. 1).
She argues that when pedagogy places students in a passive role, they are less
motivated to engage in active thinking. She found that “once students have
the answer, they aren’t motivated to look for alternate solutions; errors are not
rewarded when resulting from a potentially beneficial risk” (p. 2). In contrast,
“Just by moving the students from passive observer to active participant, you
are lighting a fire in the brain—making more connections across association
areas, increasing plasticity, and enhancing learning” (p. 2).
Research findings increasingly correlate student outcomes to how faculty
implement activities, content, and assignments, and not only to what activi
ties, content, or assignments we use. Effective practices include purposefully
embedding activities within the course context, connecting them to core learn
ing outcomes, and signaling their value by assigning appropriate weight in the
course grade. There is an overarching goal to promote cognitive complexity,
enrich capacity to communicate effectively, and to value and utilize perspec
tives that differ from one’s own (Gudykunst, 2005; Langer, 1989, 1997).
In the next section, we integrate Kolb’s notion of learning as a pendulum
of action and reflection with intercultural research presented in earlier chap
ters into concrete principles for an intercultural pedagogy.
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Intercultural Pedagogical Principles
Faculty cannot mandate or manufacture intercultural competence for students
(Wong, 2006). It is possible, however, to intentionally provide tools and class
room conditions that support students in their development. We turn now to
outline core principles to inform the how of intercultural pedagogy. These have
been developed through a synthesis of multiple areas of scholarship in an effort
to provide a common framework for effective intercultural teaching. We have
intentionally used the word principle to denote a conscious, explicit assump
tion that can inform course planning and design as well as classroom practice.
In this section, we articulate and develop the principles; in the next two chap
ters, we implement and illustrate them within classroom contexts.

Principle 1: Intercultural Pedagogy Maximizes and Facilitates
Purposeful Interactions
Interactions involve and impact the multiple domains of intercultural com
munication outlined in the preceding chapter. Most developmental theories
suggest that social interaction is necessary to draw out the kind of cognitive
disequilibrium that spurs growth (Hurtado, 2005). Interactions are not iso
lated activities that operate apart from cognitive stages of intercultural com
petence development. In fact, researchers have concluded that the frequency
and quality of interactions with diverse perspectives and identities correlates
to the development of general student learning and development outcomes,
not just those associated with intercultural competence (Bowman, 2010b;
Bruffee, 1999; Deardorff, 2009b; Denson and Chang, 2009; Hurtado, 2001).
In one study, students attributed more impact on their growth in critical
thinking and problem solving to interaction with diverse peers than to expo
sure to a diverse curriculum (Hurtado, 2001). Nelson (1994) stated that “for
many students, the acquisition of critical thinking skills may actually require
collaborative learning” (p. 46). Each student brings a wealth of explicit and tacit
models of how they believe information fits together, which are based on past
experiences. Trying to make sense of new information, ideas, and perspectives,
students try to fit these new experiences into their existent models or schemata
(Nelson, 1994; Piaget, 1967). Working in diverse groups is one way students
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can interact with other mental models, which can lead to the disruption of stu
dents’ current ways of thinking and the creation of discourse communities
where different perspectives are valued and heard. Engaging diverse points of
view facilitates not only critical thinking but also intercultural attitudes and
skills, such as valuing diverse perspectives and managing one’s own anxiety
As students engage with one another and encounter differences in their
fellow students’ perspectives and epistemologies, it can at first be challenging
for them to generate active dialogue or to reach productive consensus. Facili
tated, purposeful opportunities to interact provide students with experience
communicating, listening, and negotiating across complex cultural, experien
tial, and epistemological perspectives.

Principle 2: Intercultural Pedagogy Values the Assets Students
Bring to the Classroom
When courses are intentionally structured to facilitate purposeful interaction
related to course goals, it is possible to leverage the intellectual strengths and
diversity of students and faculty rather than faculty alone. This requires “pay
ing attention to the cultural differences diverse learners bring to the educa
tional experience and how those cultural differences enhance the teaching and
learning environment” (Danowitz and Tuitt, 2011, p. 43). Faculty who oper
ate from this principle assume that there is value in students’ insights and per
spectives, and that soliciting students’ insights and perspectives can contribute
to deeper understanding and improve practice for reflective faculty (Langer,
1997; Quaye and Harper, 2009).
Given that individuals develop ways of knowing and communicating from
multiple contexts such as family, home, and community, students will bring
with them a range of assumptions and insights on course concepts and mate
rials. To stimulate openness and critical thinking, it is important to support
the capacity to make assumptions visible in order to critically engage them.
Valuing students’ lived experience and situated perspectives on course content
gives their embodied knowledge the power to enrich or contest academic
knowledge. For that reason, it is not a matter of passively enabling conversation
and participation. As Goodman (1995) notes, bringing student perspectives
into the classroom is a more complicated endeavor than telling stories for their
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own sake. In any given course, depending on the topic and other contextual
factors, there will be different opportunities for facilitating dialogic, critical
engagement of multiple participants’ perspectives.
When asked why they don’t incorporate intercultural views and perspec
tives into their courses, many instructors explain that they do not feel that
they have the intercultural knowledge, resources, or time to adequately become
proficient in what is perceived to be a separate discipline. This principle makes
explicit that the instructor is not tasked with the impossible role of “intercul
tural knower” or source of intercultural knowledge. Rather, the instructor is
responsible for facilitating the engagement of multiple perspectives in order
to challenge students to wrestle with seemingly opposing ideas or to shift their
frames of reference so as to consider alternative stances.
Moreover, courses that employ an active pedagogy provide designed space
wherein students can express and develop the kind of cognitive complexity
and communication skills that, if well-designed and facilitated, lead to the
development of student intercultural competence. There is ample evidence
that inviting experiential knowledge and insights, particularly in the form of
narrative, can support empathie connection between students from diverse
identity groups. Kumagai and Lypson (2009), among others, urge faculty to
fully engage and maximize the potential of students’ experience-based insights,
not just inviting stories simply for “stories’ sake.” Rather, they argue that
instructors can scaffold narrative-based contributions and experiential per
spectives in relation to course goals and material in order to stimulate “criti
cal reflection on one’s own biases, privileges, and assumptions as well as
acknowledgement of personal responsibility” (Boler, 1999, cited in Kumagai
and Lypson, 2009, p. 785). The challenge for faculty is to implement “effec
tive instructional use of personal and cultural knowledge while helping stu
dents reach beyond their cultural boundaries” (Banks, 1993, p. 8), a topic we
will explore in more practical detail in the following two chapters.

Principle 3: Intercultural Pedagogy Balances Support
and Dissonance
Facilitating student intercultural competence development requires affective,
cognitive, and behavioral unsettling. Evidence from developmental psychology
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suggests that significant learning and personal growth can occur when one is
exposed to unfamiliar experiences or ideas (Hurtado, 2001; Kumagai and
Lypson, 2009; Piaget, 1985). The resulting individual learning may take the
form of a self-reflective awareness as well as an ability to recognize and ques
tion the societal status quo (Kumagai and Lypson, 2009). It has been found
that assuming different ways of viewing something enhances our interest, focus,
learning, and communication (Langer, 1997). For that reason, discomfort and
conflict play a significant role in “deepening the dialogic relating, expanding
students’ understanding of the issues that influence conflicts, and building stu
dents’ capacity to work through disagreements and conflicts in productive ways”
(Nagda and Gurin, 2007, p. 40).
Development cannot occur when persons stay in the same place, with the
same interactive or intellectual patterns and behaviors. To support develop
ment beyond comfortable or familiar ways of perceiving or interacting, we
must include acts of disruption within our planned learning environments.
Such acts are intentionally designed to bring students into intercultural
encounters that productively challenge—and possibly break—existing ways
of thinking and behaving. When conflicts surface, it is important to learn how
to interpret and respond in ways that position conflicts not “as a sign of failed
dialogue; rather, they are opportunities for deeper learning. Similarly, work
ing through conflicts is not automatically assumed to lead to a breach in the
relationship; in fact, it is exactly because of working through conflicts that a
deeper sense of community is developed” (Nagda and Gurin, 2007, p. 40).
At the same time, it is essential for instructors to balance challenge with
support in a carefully designed learning environment. Encounters with disso
nance around ideas or problems can work to break apart old notions and invite
openness, but they also provoke an unavoidable increase in anxiety that can
ultimately cause one to strengthen one’s defenses and become entrenched in
prejudice. The ability to manage anxiety is a crucial component of intercul
tural competence (Gudykunst, 1998, 2002), yet one that few students possess
when they arrive at college. It is the responsibility of the instructor to mind
fully control the level of anxiety in the classroom, and to model to students
how anxiety can be managed on a personal level. It has been demonstrated
that reducing anxiety about interactions with others has powerful effects on
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the tone and outcomes of interaction; it is also known as the most effective
mediator for decreasing prejudice in relating to others, much more powerful,
in fact, than increasing knowledge about them (Pettigrew and Tropp, 2008).
It is not possible to predict what will propel support or dissonance for indi
vidual students, and so it is necessary to consider diversity in the design of an
environment. For example, in describing a curriculum for cultural competency
development among law students, Hartley and Petrucci (2004) observed that
for some students, a safe environment is one where people are calm and do
not raise their voices. For others, a safe environment is one where anger and
conflict can surface freely. Recognition of these differences is a critical part of
intercultural competence development because dissonance can be experienced
and expressed in different ways, as the law students in Hartley and Petrucci’s
research demonstrated. When engaged effectively and mindfully, dissonance
and responses to it can be powerful tools in further exploring and supporting
seemingly conflicting ideas and the methods of communicating about them.

Developing Intercultural Pedagogy—A
Continuous Process That Happens Over Time
As noted earlier in this chapter, it is helpful in thinking about pedagogy in
general and intercultural pedagogy in particular to remember that its devel
opment follows a similar course as the development of intercultural compe
tence itself. Learning to teach effectively and learning to teach in ways that
support intercultural competence development are processes that rely on
acquiring knowledge, experiencing interactions in a “live” and dynamic con
text, and engaging in reflective practice that facilitates the ability to adapt to
shifting and particular conditions and factors of any given course—such as
the number of students, student demographics, level of course, and physical
classroom space. The goal is to have a flexible set of tools and concepts that
instructors can adopt and adapt across diverse contexts, as well as the ability
to assess the effectiveness of the instruction in relation to the outcomes.
The continuous nature of pedagogical development encourages us to aban
don the idea that professors are supposed to have already mastered teaching,
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and realize instead that, in the words of Ladson-Billings (1999), teaching is
an “unfinished” profession (p. 238). Effective practitioners are constantly learn
ing, testing, and refining approaches and practice. Most faculty members are
regularly adjusting and responding to changes that impact their teaching and
are outside of their control. Fundamental conditions of our teaching are
inevitably in flux, both from one term to another and over the course of our
careers. Student populations change; new content and skills are emphasized
as academic majors and requirements shuffle; new technologies are available
or even imposed; course sizes change; and institutions develop new learning out
comes and educational goals. Most models of faculty development—especially
those whose roots are in critical pedagogy, feminist pedagogy, and equity
pedagogy—emphasize the importance of an intentional reflective process that
cycles between action, critique, assessment, and adaptation.
Ideally, instructors have access to institutional or discipline-based profes
sional development opportunities, such as workshops or programs offered by
centers for teaching, or local conferences on teaching and learning. Even with
out institutional resources, instructors can convene with colleagues to provide
deeper support for implementing effective pedagogy. Regular informal dis
cussions about teaching, for instance, among a community of practitioners
would serve to develop a network of support and shared expertise. Peer course
visits that are used as occasions for dialogue, rather than for evaluation or
assessment purposes, can also be fruitful. When colleagues visit one another’s
courses and discuss insights, questions, and challenges, they have the oppor
tunity to develop formal knowledge together that bridges authentic sites of
practice and practitioner knowledge (Gallagher and Lee, 2008; Stenberg and
Lee, 2002).

Classrooms as Privileged Spaces
Developing an effective intercultural pedagogy necessitates acknowledging that
whether or not one intends or is aware of it, “our values get embedded into
our courses through how we structure curriculum, class time” (Gair and
Mullins, 2001, p. 26). Harper and Quaye (2009), citing Gurin, Dey, Hurtado,
and Gurin (2002) and Light (2001), noted that despite evidence that
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meaningful intercultural interaction enhances learning and development, we
continue to teach in what is believed to be culturally neutral ways, and we thus
we fail to maximize the opportunities available in our classes. Any pedagogy
that seeks to sponsor intercultural interaction needs to take a deliberate, reflec
tive stance that resists the assumption that teachers and students enter an
equally “safe” space inside of our classes, a space where our deeply held beliefs
are held in abeyance. The issue isn’t whether we choose to bring ideology into
the classroom because it is already there (Ellsworth, 1989; Gore, 1993; Lee,
2001). All pedagogies are informed by sociopolitical contexts and in turn enact
understandings about how knowledge is constructed, what counts as valid
knowledge, and who can create or contribute to knowledge. As Clifford (1991)
concluded in his discussion of debates about the politicization of writing
instruction, any teachers “who ask students to rehearse particular . . . rituals
in the classroom impose an ideological agenda, admitted or n o t . . . of course,
since ideology thrives on anonymity, we think of our appointed tasks as commonsensical, not ideological” (pp. 45^6). Whether we subscribe to a human
ist, feminist, or sage on the stage pedagogy, we must recognize and be
accountable for the impact of our pedagogy for diverse learners.
Composition and English studies scholars sometimes refer to the classroom
or teaching as a “text” (Christensen, 1989; Lee, 2001; Stenberg and Lee, 2002;
VanDeWeghe and Reid, 2000). The concept of the classroom as a “text” draws
attention to the fact that a classroom (like a poem or policy document) is not
a static or universal entity but rather a negotiation between multiple partici
pants who bring distinct lenses to the text, and who will emerge with distinct
and possibly multiple competing interpretations and impressions. In a class
room, the instructor and the students are active negotiators in the outcomes
of a course (Ellsworth, 1989; Gore, 1993; Stewart, 2008). The course cur
riculum and content, like the poem, do not exist in a vacuum and cannot be
encountered as a “free” or blank space that eliminates biography, historical
context, existing knowledge, or training. Wildman (1995) cautioned against
assuming that a classroom can simply be suspended space, uninfluenced by
broader contexts and lived experience. Whether in regards to a poem, a for
mula, or a classroom, our experience and interpretation of the “text” is
inevitably influenced by the context we bring to it, by our past experiences,
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existing knowledge, assumptions, and values. Faculty and students, of course,
also enter a course with particular expectations, educational histories, and
expectations. This requires instructors to be mindful of the multiple, fluid
identities and preconceptions of others that impact collaboration and inter
action. An instructor who is seeking to effectively engage diversity will
acknowledge this reality rather than ignore or minimize it.
We must not believe that in the absence of obvious or visible unfair treat
ment, all individuals are similarly situated in the classrooms or institution.
Tatum (1992) argues that, in fact, we should assume that prejudice exists in
any given class as a result of the cultural stereotypes we are all exposed to sys
tematically. The realization that prejudice is unavoidably present in classrooms
is particularly relevant with reference to race and racial identity. According to
Wildman (1995), “if we say race plays no part, then the invisible system of
white privilege will inevitably continue” (p. 91). Social constructions of identity
enter learning environments and impact the relations and dynamics within
them in a variety of ways, one of which is the phenomenon of stereotype threat.
Stereotype threat enters the picture when “societal stereotypes about groups
can influence the intellectual functioning and identity development of indi
vidual group members” (Steele, 1997, p. 613). Negative stereotypes, even
when not actively or visible validated or perpetuated in a particular social
space, are deeply internalized and accumulative for individual group mem
bers, and threat of stereotypes can act as an “achievement barrier.” In partic
ular, the threat of negative perceptions of academic ability based on social
group status leads to increased stressors and decreased academic performance
(Rypisi, Malcom, and Kim, 2009). Even positive associations with a social
group (such as female students being strong collaborators) have negative con
sequences because they deny the individuality and complexity of a person
(Tatum, 1992). Various perceptions and assumptions about group identity,
whether positive or negative, obviously saturate and impact intergroup inter
actions in the classroom.
Even if a given instructor is not actively reinforcing normative stereotypes
regarding the aptitude of particular students based on membership in a group,
the internalization of those stereotypes by students can influence their per
formance and self-efficacy in class. In other words, to not perpetuate or act on
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stereotypes in one’s class is not the same as actively disrupting them so as to
engineer a supportive, inclusive space. The next two chapters elaborate on par
ticular practices and considerations that can support the design and imple
mentation

of

classroom

practice

that

mindfully

supports

intercultural

interaction.

Conclusion
Every course provides opportunities for students to engage in interactions that
elicit the cognitive and relational work that is fundamental to intercultural
competence. Successfully harnessing these opportunities cannot happen with
out a commitment on the part of the instructor to ongoing development and
to the three principles outlined in this chapter.
While classrooms provide authentic contexts for engaging diversity, instruc
tors must decide how best to leverage this potential as there is no “one size fits
all” model for this work. The final two chapters focus on implementing edu
cational practices that value and invite communication across difference and
facilitate opportunities for intercultural communication and collaboration so
as to maximize the classroom as a site of engaging diversity.
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Engaging Diversity Through
Course Design and Preparation

E HAVE ARGUED THAT A CLASSROOM designed to foster inter

W

cultural competence is characterized less by its content and more by the

ways in which it is taught and how it engages students in the learning process.
It requires a pedagogy that incorporates available resources (such as the cur
riculum, instructional practices, and the knowledge students bring to class) to
support students’ development of a toolkit of behaviors, knowledge, and aware
ness that enable their intercultural competence. In these final chapters, we focus
on pedagogical actions that are informed by intercultural pedagogy. We use the
term action in reference to Kumagai and Lypson’s (2009) concept of educa
tional praxis, which is defined as action informed by an overarching theoreti
cal framework. The concept of educational praxis signals the importance of a
dialectic relationship between theory and practice, and reflection and action.
It highlights the continuous and interactive nature of intercultural pedagogy
and the reality that practitioners develop it over time, through processes of
mindful adaption and adjustment in response to specific learning contexts.
The theoretical framework for engaging diversity through intercultural
pedagogy was established in the first three chapters. We intentionally defined
diversity to include not only race and ethnicity but the range of visible and
invisible factors that interact to form individual and social constructions of
identity. Intercultural pedagogy intentionally targets cognitive, affective, and
behavioral growth processes that contribute to developing the capacity to “con
sciously value complex and integrated differences” in ourselves and others
(Chávez, Guido-DiBrito, and Mallory, 2003, p. 453). We articulated three
foundational principles for intercultural pedagogy based on synthesis of
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research that focuses on diversity and cultural competency. These principles
reflect the core premise of engaging diversity: students bring relevant knowl
edge and experiences to the classroom, and diverse perspectives enhance stu
dent development (Arkoudis and others, 2010; Danowitz and Tuitt, 2011;
Deardorff, 2009b; Sheets, 2009; Smith, 2010). The principles should be
embedded in the approach to teaching and manifest in the structure of the
classroom, selection and design of course components, and interactions with
students.
These last two chapters elaborate on the actions that emerge from this the
oretical framework, focusing on the “how” of the three intercultural pedagogy
principles. We have organized these chapters according to two common stages
faculty undergo in relation to teaching: course preparation and classroom man
agement. While these stages do not always occur sequentially or separately,
looking at them as component parts will help to generate a reflective stance
on whether they are operating in a mutually supportive continuum. This chap
ter focuses on incorporating the intercultural pedagogical principles during the
stage of course design and preparation. Mindful and thorough preparation
enhances the experience and learning outcomes of both students and instruc
tors, but even the most careful course design is only the prologue to actual
classroom reality. Therefore, the final chapter turns to the second stage of
implementation and management, and proposes strategies to draw on when
implementing intercultural pedagogy in real time with real students present.

Incorporating Intercultural Pedagogical
Principles into Course Design
All faculty are tasked with some degree of course design, which refers to the
elements of the class that one can plan and prepare for before students come
into the classroom. Each course requires a measure of preparation and pro
duction of key components, including a schedule, assigned readings and mate
rials, a syllabus, and learning activities. These components convey the priorities
and goals of the course as well as instructor expectations for students’ partici
pation and effort.
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Intercultural pedagogy should inform the approach to core content, learn
ing activities, and the design of the classroom environment. In other words,
it is important for multiple dimensions of a course to be in alignment in
reflecting the importance of engaging diversity (Arkoudis and others, 2010;
Danowitz and Tuitt, 2011; Marin, 2000). It is not sufficient to merely adopt
an instructional method without attention to the broader context and in which
it used (McGee Banks and Banks, 1995; Sheets, 2005). To achieve intended
outcomes, instructors must reflect on the extent to which course components
work in sync with one another. Without such reflection, we run the risk of
communicating confusing and mixed messages to our students. For instance,
we may signal value for active learning in the syllabus by heavily weighing col
laborative work in the course grade, but fail to provide structures that facili
tate interaction, or to leave adequate time for its implementation in class. In
a similar scenario, crowded class schedules may results in a focus on convey
ing or “covering” key content in spite of a stated emphasis on supporting stu
dents’ opportunities to apply and integrate the content.
Mayhew and DeLuca Fernández (2007) point to findings in the literature
that identify three pedagogical practices as effective in contributing to social
justice-oriented learning outcomes, which we postulate as helpful for faculty
who aim to support intercultural competence development:
1. Provide opportunities for perspective-taking and reflection.
2. Structure opportunities for collaboration and interaction with diverse
peers.
3. Provide opportunity for application of knowledge.
Based on an extensive review of contemporary literature, we also suggest
the following two practices as essential in the context of college classrooms:
1. Explicitly identify relevant intercultural skills, behaviors, and attitudes.
2. Establish an environment that supports engaging diversity.
In the next section, we develop these practices in relation to the stage of
course design, and provide examples of course components that are in alignment
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with the three principles of intercultural pedagogy. Given that many courses have
existing requirements attached to them by programs or institutional mandates,
it is understood that instructors will need to reflect on how they might adapt the
elements of intercultural pedagogy to the particular context of their course.

Provide Opportunities for Reflection and Perspective Taking
Whether or not the institutional context enables an instructor to choose the
textbook or readings, one can consider how to approach the required materi
als from multiple perspectives, how to frame students’ lived experiences as rel
evant to course content, and design opportunities to challenge students to
think critically about their own and others’ perspectives (Anderson, 2008;
Nelson Laird and Engberg, 2009). One way to signal the importance of students’
active engagement is by incorporating conditional language into the syllabus,
reading selections, and one’s own communication with students. Conditional
language, such as could be, observes, or possibilities include, signals that there is
intellectual room for students to interact with content and discuss concepts
and ideas. It also communicates that disciplinary knowledge is enriched by
active participation in interpretations or experimentation (Langer,

1997;

Richards, 2003).
An example of the use of conditional language is found in Understanding
the American Promise, a textbook designed for U.S. history survey courses
(Roark and others, 2011). In this text, conditional language is used to foster
students’ longitudinal skill development while communicating core discipli
nary content. Although the text focuses on skills that are relevant to histori
ography, many of those are transferable to intercultural competence, for
example, observation, interpretation, perspective taking, and the influence of
sociocultural context on historical interpretation. For instance, when the
authors pose the question, “Is it fair to describe the American people as ‘iso
lationist’ prior to America’s entry into World War I? Why or why not?” (Roark
and others, 2011, p. 625), they do not frame it as either absolute or rhetori
cal. Rather, the question invites students to use skills of analysis and observa
tion in the process of producing complex historical interpretations supported
by evidence. Because the question invites multiple interpretations, it provides
a subsequent opportunity for critical engagement with different perspectives
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through a facilitated dialogue among students and the instructor and a space
that is inclusive of different forms of evidence or experience.
Faculty can also invite and model cognitive complexity by choosing to pro
vide a frame of reference or explicit context for assigned reading. Rather than
simply presenting a listing of books and other instructional resources to stu
dents without contextual commentary, instructors could instead foreground
the rationale for the selection of particular texts. The instructor can explain
that she or he intentionally chose to introduce students to dissonant views on
a given topic, divergent approaches to inquiry and interpretation, and multi
ple constructions of knowledge among scholars in the discipline.
For example, an instructor might provide students with an initial intro
ductory bibliography of texts that are considered core, canonical works in the
discipline. However, the bibliography could be framed by an introductory
statement, included with the initial bibliography, that explicitly references that
and why students will encounter disagreement and even conflicting interpre
tations of events, persons, and evidence. This serves to make explicit the rich
complexity of disciplinary discourse and to make visible that multiple
approaches are part of intellectual inquiry and that reconciliation is a process
and not an assumption. Students can then be invited to actively extend the
bibliography by locating, examining, and annotating relevant texts they could
submit for review by the instructor and peers for potential inclusion and sub
sequent discussion in class. Inviting students to contribute to the ongoing
establishment of a “canon” encourages critical thinking and encourages an
inquisitive approach to disciplinary content.
As discussed in the preceding chapter, Kolb’s (1984) model of learning sug
gests that active encounters with new ideas must be combined with frequent
opportunities to reflect on the concepts themselves as well as one’s own way
of relating to them. Meaningful intercultural learning requires a pendulum of
external engagement and internal reflection. One way to facilitate reflection
is through writing assignments about students’ experience with difference
in the classroom. Such assignments provide instructors with key information
about students’ levels of anxiety and help structure future assignments in a way
that prevents an individual from passing the dangerous threshold where learn
ing is blocked (Gudykunst, 2005). Student writing also provides feedback on
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what the course is accomplishing as far as developing intercultural competence
and guiding how intercultural competence relates to the course of study.

Structure Opportunities for Collaboration and Interaction
with Diverse Peers
Design Purposeful Activities and Assignments That Engage Diversity. As
established by research reviewed in previous chapters, interactions that “bring
diverse students together in meaningful, civil discourse to learn from each
other” (Gurin, Nagda, and Lopez, 2004, p. 32) are a critical component of
classrooms that engage diversity Interactions necessitate communication and
cooperative skills that are foundational to intercultural competence develop
ment. It is important to signal in the syllabus that interactions are a sub
stantive and important component of the course by providing a structure that
prompts students to go beyond superficial discussion. Furthering intercul
tural outcomes also requires that instructors not only provide frequent oppor
tunity for interaction, but that these are well designed and purposeful. Research
suggests that people tend to experience their interactions with others as more
positive when cooperation is positively valued and seen as necessary for the
achievement of mutual goals (Allport, 1954). Purposeful interactions that
engage diversity can be facilitated through incorporating collaborative learning
techniques, such as goal-oriented small-group work with diverse participation.
Without such purposeful design, we may provide space for intercultural
“encounters,” but those may in fact facilitate effects that are directly opposed
to the intended or desired outcomes (Hurtado, 2001; Otten, 2003). Instead of
fostering a greater understanding, in fact, “they can even reinforce stereotypes
and prejudices” (Hurtado, 2001, p. 15). A rich array of literature provides guid
ance for instructors related to cooperative and collaborative learning and their
use in culturally diverse settings. Such literature includes evidence-based mod
els and sources that contain relevant nuances of implementation. We do not
have the space to adequately review or present the richness of this literature,
but we provide a few references for those seeking a more in-depth understand
ing and guidance (Bruffee, 1999; King, 2002; Sampson and Cohen, 2001;
Wenger and Snyder, 2000).
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Collaborative learning activities are uniquely suited for the goal of foster
ing intercultural competence by supporting students’ interaction with class
mates and content. Structured opportunities to engage with diverse peers in
working toward a common purpose can help counteract the tendency to
“retreat into homogeneous space of comfort” (Arkoudis and others, 2010;
Milem, Chang, and Antonio, 2005). Research demonstrates that students
engaged in diverse cooperative learning groups improve their interaction skills
with students from different backgrounds, and they are much more likely to
report cross-racial friendships outside these groups (Hurtado, 2001).
Collaborative learning can occur in informal groups that work on a prob
lem together for the duration of one class period, or formal term projects that
span the entire semester. Examples of specific types of group work include col
laborative project work, peer review of student writing, or consensual response
to lectures (Bruffee, 1999). Informal collaborative activities are usually short
in duration and used to ensure active learning. They might be used, for exam
ple, to break up a lecture with peer exchanges that require students to orga
nize, explain, and otherwise cognitively process their learning (Johnson,
Johnson, and Smith, 1998).
Research on collaborative learning dispels the illusion that collaborative
activities are simply a matter of having students work in groups with little sup
port from the instructor. Studies have found that “it is rare for collaborating
learners to engage spontaneously in effective interaction or match their type
of interaction to the task at hand without some form of explicit prompting or
other guidance by their teachers” (King, 2008, p. 75). In fact, research has
shown that, even when given instructions to work collaboratively on a task,
learners generally tend to interact with each other at a concrete level in a spe
cific step-by-step manner rather than at an abstract and mindful level unless
the teacher intercedes with explicit guidance in how to interact (Bruffee, 1999;
King, 2008; Webb, Ender, and Lewis, 1986). One student’s description of a
collaborative activity early in the term illustrates the typical awkwardness that
characterizes initial group work and that can remain if instructors do not inten
tionally facilitate and structure collaboration. The student wrote that as stu
dents moved their seats together, they were aware of being “strangers to each
other,” with different cultural backgrounds and a “different way of thinking.”
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He found that first discussion to be “really tough and uncomfortable, people
kind of felt constrained to speak up. I saw some of us looking at the ground
and being shy, some of us were staring at others and [one student] looked like
he has some expectation to hear from others and one person seemed already
decide to do the job on his own.”
Observing students interact in small groups in the first week can help
instructors tailor subsequent activities to support communication and collab
oration. Informal observations will provide information about interpersonal
dynamics: Who feels entitled to speak? Who assumes authority? Who strug
gles to be heard? For example, in the initial few class meetings during smallgroup work, an instructor may note that students in several groups are having
difficulty listening to other group members. They may be interrupting or
doing something other than listening. Instructors’ observations can be aug
mented by inviting students to practice reflective assessment on the group
dynamics and roles: What factors contributed to or inhibited students’ com
munication and learning? What might the student do differently? What do
they wish group members might do differently? How can the instructor sup
port future group communications and collaboration? Making reflection a vis
ible part of collaboration is important given that learning to work and
communicate cooperatively is a process that develops over time and practice.
The more transparency provided, through actively discussing and reflecting
on collaborative experiences, the more readily students can learn to prepare
for and contribute to their groups.
Allocate Time So as to Signal the Value of Interactions. Allocating adequate
time for purposeful interactions and structuring them into the class schedule
may require modest or significant shifts in the way that faculty utilize classroom
time. Time allocation is a critical component in courses that are designed to sup
port students’ intercultural competence development. The capacity to create new
categories, develop openness to new information, and analyze and interpret more
than one perspective, for example, requires time to practice and reflect
(Gudykunst, 2005; Langer, 1989, 1997). If there is rhetorical attention to the
value of collaborative learning in a syllabus, but class sessions are not organized
so as to facilitate time and class structure for this to occur substantively, there
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is little chance that students will have the opportunity to develop their
competency.
As one of our students said, “mixing it up” in class by changing normal
patterns of classroom structure can not only signal and elicit openness to mul
tiple ways of knowing but reinforce the message that students are understood
to be capable of contributing to the knowledge-building enterprise of the class.
Rather than beginning each class with a lecture format, an instructor can vary
the pattern by opening with small-group discussions framed by a question that
is posed or by presenting a video or music clip or an image that will provoke
interpretations and discussion related to the material being discussed in that
class session. While this may seem simple, it is another opportunity to rein
force alignment between the stated goals and the design of the course.
An example from a class taught by Robert Poch, one of the authors of this
monograph, offers another illustration of how time can be purposefully allo
cated to balance the presentation of content, opportunity for students to
engage with complex core concepts, and the practice of intercultural skills and
behaviors. First, students viewed the short film Underground (Dehert and
Lagos, 2003). Because the film is intentionally provocative in its depiction of
race, gender, and class, students often form immediate and fixed opinions
about what is happening in the film and find it challenging to consider alter
native interpretations. Second, students were asked to take brief reflective
notes to document their perceptions of what was happening in the film. Third,
students were asked to pair off with a student that they do not know and to
participate in several exercises. They began by taking turns listening to their
partner’s interpretation of the film without interrupting except to ask clarify
ing questions. Then, the students who listened repeated to their partner what
they heard their partner say, checking if their interpretation of that person’s
comments and observations was accurate without expressing evaluative judg
ments about the partner’s views.
The goal of the course session was to grapple with the concept and influ
ence of social construction of identity as central to social events as well as to
the nature of constructing historical accounts. Rather than show the film and
lecture about its relevance to the course or follow up with a Socratic methodoriented activity, the instructor sought to involve students in practicing skills
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and behaviors relevant to the academic content and intercultural competence.
The activity as designed and facilitated provided a space for skill development
related to actively listening, participating in dialogue, and the ability to accu
rately represent other perspectives without first interjecting or disagreeing. The
exercise and the film were debriefed in the large group, with the instructor
continuing to model and support active listening, observing, and interpret
ing. Students often commented that they became aware of aspects of the film
that they had not observed on their own, and that their interpretations were
modified, informed, or enhanced by listening to the observations and inter
pretations of their partner and by the responsibility to accurately record their
partner’s perspective before interjecting, disagreeing, or augmenting it.
From this activity, students were led through the difficult process of truly
listening to another individual—a vital skill to understanding and relating to
diverse others. To be able to truly listen to another individual involves several
subskills, such as suspending judgment and listening without interrupting.
The activity broke down the process into several manageable and explicit steps:
(1) listen without speaking; (2) respond without inserting one’s opinion, just
what they heard; (3) offer one’s own thoughts and perspectives; and (4) reflect
upon the process and how it added to one’s own interpretation and perspec
tives on the topic. The last guided step, reflection upon the skill being devel
oped in relation to the topic, is critical to a student’s cognitive development
(that is, complexity of thought or critical thinking).

Incorporate Purposefiil Opportunities to Apply Experiential
Knowledge
Instructors can engage diversity by giving students opportunities to connect
their affective experiences and cognitive frames, using their experiential knowl
edge as an instrument of critical inquiry that can be applied to course content.
As suggested in the intercultural pedagogical principle of valuing the assets
students bring to the classroom, it is important to provide space to assert and
author their own identity.
One of the ways to incorporate experience-based knowledge in the class
room is integrating narrative into the classroom. Narrative inquiry can engage
students’ affective as well as cognitive domains, foster perspective taking, and
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enhance empathie connections with others (Hoskins, 1998; King, 2002;
Turniansky and others, 2009). Inclusion of opportunities to engage experiential
knowledge as a site for critical inquiry lays bare the “necessary contextual con
tours to the seeming objectivity’ of positivist perspectives” (Ladson-Billings,
1999, p. 213)- Stories are a powerful way of showing how the reality we per
ceive is shaped by our backgrounds and experiences, and subsequent dialogue
“allows the participants to actually live the experience of being part of a diverse
learning community” (Turniansky and others, 2009, p. 42).
One example of this is an assignment frequently used at the beginning of
a course that involves the sharing of “cultural artifacts.” Versions of this assign
ment (biographical object; learning narrative) may be familiar to instructors,
as it has been featured in journals on pedagogy as an effective assignment for
fostering interpersonal knowledge and setting the stage for interactions in a
course (Lee, Williams, and Kilaberia, 2011). Students are asked to select an
object from their lives that reflects an aspect of their cultural identity. The
assignment requires them to write about the object (for example, describe it
in detail; explicate its meaning; account for why they selected it and how
it was associated with meaning in relation to some aspect of their cultural iden
tity). Students then present their cultural artifacts to one another (this can
occur in small or whole-class groups).
This assignment can be varied easily to adapt to a particular class and works
well early in the term because it enables students to proactively establish a sense
of their identity for one another and support the development of rapport and
builds a basis for future group cooperative learning. In Robert Poch’s imple
mentation of this assignment, he required students to write summaries of what
they heard from at least three other students. Their summaries were collected
by Poch so as to validate their importance as meaningful, legitimate work, and
students were asked to respond to the questions: What have you learned about
the student and his/her culture through the story that he/she shared? What
was the most important piece of information that the student shared with you
today? This created both accountability and a record of three other students
that they could then use as reference points for future interactions.
Students demonstrate respect for their peers by listening intently to each story
as it is told. This is confirmed by the inclusion of the summary component and
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its review by the instructor. Overall, the activity helps to establish and enact trust,
building relationships that prove useful in subsequent classroom exchanges of cul
tural information and communication. Instructors who adapt similar assignments
often observe that students refer later in the course to this assignment, reporting
that it enabled them to affirmatively present some aspect of their identity or expe
rience, and that it supported future points of connection between students and
to content. As one student described:
I do wish that at times all my classes created somewhat of a unit
like this one because it helps build a bit of a relationship with every
one in the class, and the story behind the object gives a lot of infor
mation about one person, which I think that this helpįed] everyone
to create a trust between one another.
This assignment could be tailored to a variety of contexts simply by chang
ing the subject. For example, a colleague who teaches a course on ethnogra
phy shifts the assignment to serve as an early induction into the method of
participant observation research, though it also facilitates interpersonal knowl
edge among students premised on each student having space to determine how
they want to present an aspect of their experience and identity. In a course on
gender and popular culture, Amy Lee had students bring a token, object, or
image that reflected their earliest direct memory of “gendering.” The assign
ment was structured in ways similar to what is described above, leaving room
for students to determine what they wanted to disclose, and serving to facili
tate connections between theoretical and empirical research being studied in
the course and students lived experiences in family and cultural contexts.
Given the highly visible ways gender norms operate in a group setting as well
as the likelihood that there will be deeply held beliefs about gender and both
inclinations toward and resistance to contesting those, the assignment helps
students enter the course work from where they are while pushing them to
begin critically unpacking some core concepts. Students evoked this early
assignment frequently throughout the semester in ways that indicated how it
formed a basis for interpersonal knowledge among peers, as well as serving to
mark the progression of their understandings about the intersections of pop
ular culture, gender, and identity through the course.
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There are many opportunities to incorporate biographical information into
a particular class. It may happen periodically, and formally or informally, in a
learning journal and regular reflective paper, or in small-group guided activi
ties that invite students to connect experience-based knowledge to course con
cepts and texts. In any way it is done, making space for critical engagement
with experiential knowledge, not just stories for stories’ sake, is important to
connect affective experiences and cognitive frames in a way that propels inter
cultural competence.
The outcome of applying experiential knowledge is illustrated in a reflec
tion by a student who found that the lived experiences of her classmates and
roommate prompted her to reflect on her attitude toward a social group she
had not previously validated. Her reflection is also illustrative of the strong
interdependence of the affective and cognitive domains of learning:
While I have always been taught to appreciate and respect peo
ple who are different, I have never really learned to accept
people who are considered to be “normal, ” or similar to the typ
ical person living in the United States. When I have talked
about diversity in school or with my family and friends in the
past, little or no validation has been given to the culture of a
white, American Christian. In .. . class, I was surprised by the
number ofpeople who discussed the importance of Christianity
in their lives. My roommate, who is also a close friend of mine,
is a white, Christian American, and she’s my first close friend
who fits that description. Recently, we were talking about reli
gion and politics, and I came to realize that I had never really
learned to consider the most common opinions or practices that
are found in this country. Because I have so much respect and
friendship with my roommate already, her opinions were really
important to me and for the first time I really heard out some
one coming from her perspective. I think that this had a lot to
do with the course, where I have learned that diversity applies
to everybody, not just the people who are considered to be “dif
ferent” from the norm.

Engaging Diversity in Undergraduate Classrooms

77

Another student describes the process by which exposure to the experien
tial knowledge of classmates increased his sensitivity toward others in his life
who face similar challenges:
Afier watching the presentation from Maria and Mateo, I thought
a lot about how people stereotype people. One thing that happened
to my friend about a month ago is a great example. ... I was hang
ing out with a bunch of my college friends and they are all white
except for one girl, Sophie, who is Chinese. I made some comment
similar to, “It’s OK, we are all white here. ” Sophie spoke up and
said, “I’m not” and laughed. I apologized and she said it happened
all of the time. I talked to her later in private andfound out that it
really does bother her because she is proud of being Chinese but since
she has a lot of white friends, she is just thought of as one of them.
If I hadn’t been in this class, I don’t think I would have thought
about this incident as deeply as I did.
Of course, the mere act of creating space for experiential knowledge or nar
ratives about lived experience is not enough to foster identification or further
development of one’s intercultural competence. It is important to reflect on
how these contributions are incorporated into and made relevant in relation
to the course goals (Kumagai and Lypson, 2009) so as to not only stimulate
empathie connection, but also critical reflection on one’s own frame of refer
ence, including biases, privileges, and assumptions (Boler, 1999, cited in
Kumagai and Lypson, 2009). The challenge for teachers is to make “effective
instructional use of personal and cultural knowledge while helping students
reach beyond their cultural boundaries” (Banks, 1993, p. 12).

Explicitly Identify Relevant Intercultural Skills, Behaviors,
and Attitudes
In the process of integrating intercultural pedagogy into a course, it is impor
tant to reflect on whether core components are designed so as to consistently
and explicitly represent how and why intercultural competence skills and inter
actions are substantive features of the course. For example, a syllabus provides
students with an introduction to course goals, key concepts to be investigated,
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and priorities for learning and assessment. The syllabus also communicates to
students, whether implicitly or explicitly, what they can expect of the course
environment and the relationships that will be established between students
and instructors, students and their peers, and students with the content of the
course.
Learning goals related to intercultural competence can be reinforced in
many different parts of the syllabus, including the course description, course
objectives, assignments, and assessments. The way the syllabus is structured
can make definitive statements about the goals and assignments that support
engaging diversity. It can emphasize the importance of reflection and per
spective taking, the application of knowledge, multiple perspectives, or the
value and means by which students’ experiential knowledge will interact with
course content (Anderson, 2008; Nelson Laird and Engberg, 2009). It is also
helpful to include an explicit statement about the course environment and the
qualities of participation that are considered integral to the learning process.
For instance, behaviors and attitudes such as respect, active listening, toler
ance for ambiguity, or patience with dissonance can be identified as intentional
and expected components of students’ participation and learning.
For example, a lower-division biology course syllabus would likely include
information about the assigned readings, describe the form and weight of
exams, identify key concepts and knowledge or learning outcomes, and
describe how the lab component will work. This basic information may remain
in a revised syllabus that integrates intercultural principles in the course design.
The revised syllabus would explicitly mention intercultural skills and behav
iors that are relevant to this particular course, such as openness to new infor
mation, or observing and analyzing before interpreting and evaluating. It
would provide a description of how those skills and behaviors would be
demonstrated, valued, and assessed in course learning activities. A section on
the lab component might include an explanation on the value of collabora
tion in the process of scientific investigation and interpretation, which would
be further reflected in the design of assignments or assessments that support
purposeful collaboration.
In some contexts, particular courses are obligated to feature course con
tent and possibly assignments that are determined programmatically rather
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than by the individual instructors. There is still opportunity to incorporate
intercultural pedagogy into the syllabus by using language that establishes how
the course will invite students to play an active role in the conversation and
learning process, as opposed to signaling that communication will primarily
be one-way, from instructor to students. For example, if a syllabus states the
importance of cooperative learning, but then goes on to include a class sched
ule that features only the content to be covered, it will signal that content cov
erage is the focal point and other aspects of the course design are merely an
afterthought.

Establish an Environment That Supports Engaging Diversity
How students view peers in class and the ease they feel in contributing, cri
tiquing, and considering ideas with each other have direct implications for
their level of engagement with diversity and their development of both cog
nitive

and

affective

diversity

competencies.

According

to

Gurin,

Dey,

Hurtado, and Gurin (2002), it is essential to accommodate different perspec
tives yet challenge students to move beyond the comfort of membership in a
homogeneous group in order to create productive learning. Instructors know
that each semester the manner in which students initially interact is unpre
dictable and highly varied. Building a respectful classroom environment begins
with modeling the skills we also ask of our students and laying down the
ground rules of classroom interaction. Instructors may choose in the first class
session to invite students into a discussion of the qualities and behaviors that
help build a learning environment that they will find safe and engaging.
Actively establishing a respectful classroom environment is essential to sup
porting purposeful and substantive interactions among students.
Allport (1954) noted that when people from different social groups inter
act and work together, the outcomes are more likely to be positive if all par
ticipants have equal status. This conclusion resonates with Gudykunst’s
(2005) finding that people are less likely to experience anxiety in interactions
with others if they feel that they have some power in their relationships with
strangers. Students bring different levels of perceived status and empower
ment to the classroom, depending on the language they speak at home, the
color of their skin, the culture and religion they identify with, and many
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other factors. Many pedagogical theories, including culturally relevant pedagogy, equity pedagogy, and critical pedagogy, establish the inadequacy of
assuming that good intentions on the part of an instructor will yield equal
status or opportunity for students (Brown-Jeffy and Cooper, 2011; Ellsworth,
1989; Ladson-Billings, 1995a). We must repeatedly ask ourselves who is
invited to talk and whose talk is valued. It is essential that instructors actively
support the implementation of an inclusive environment beyond including
ground rules or a values statement in a syllabus. While a useful starting point,
instructors must be proactive in helping students put into practice the con
ditions that facilitate a learning environment that supports students’ ability
to contribute and participate, and that accommodates diverse communica
tion styles.
For example, early in a course, instructors can ask students to generate col
lective agreements about the behaviors and values that would constitute a pos
itive and effective learning environment. Depending on the size of the class, this
could happen in small groups or large, and students can be given prompts that
sponsor discussion about the factors that stimulate, support, or inhibit their par
ticipation and engagement in the classroom. In one course class, a student
referred back to this activity at the end of term in a learning journal, pointing
to its significance in setting a stage for the semester:
We were and still are able to show our abilities to do those things
that we spoke about on that first day. We . . . respect each other’s
opinions and don’t hold different opinions against each other and
work as a team when we are put together, whether we know one
another or not. . . . We really delight in talking about it and hav
ing all of the discussions we do in class. This is part of the respect
that we all have for each other and our opinions. We are all cour
teous towards each other during discussion and can speak freely.
Another option is to have students do a short reflective writing on forma
tive experiences, positive or negative, in educational settings, followed by ask
ing them to reflect on behaviors and qualities that impacted their involvement
and the quality of their learning. This can be debriefed in the large group and
facilitated toward consensus building about guidelines for classroom practices
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that support students’ engagement. Overall, this is an intentional and active
means of demonstrating that learning is going to be a collective endeavor and
thus the quality and form of participation demonstrated by all is important
to the outcomes for all. To be effective, instructors should post the resulting
agreements to the course Web site, for instance, and also refer to them
throughout the term, such as noting when they are demonstrated or, perhaps,
contradicted or ignored.

Conclusion
Students are not likely to gain intercultural competent [e] by osmo
sis alone; they must be exposed in practices and understandings of
the “other” and actively involved in an intercultural experience.
That can be achieved through purposeful tasks through which they
can develop the capacity to observe, to explore, to listen and to ask
questions [Gesche and Makeham, 2008, p. 247].
Engaging diversity in the classroom requires that instructors design rele
vant, substantive opportunities for students to explore multiple points of view
and practice and refine communication skills in diverse contexts. This chap
ter has provided a foundation for and illustrations of how the principles of
intercultural pedagogy may be implemented during the design phase. The next
chapter turns to a discussion of the stage of implementation and facilitation.
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Practicing a Pedagogy That Engages
Diversity

NY COURSE CAN ENGAGE STUDENTS IN INTERACTIONS
that stimulate the cognitive and relational work that is fundamental to
the development of intercultural competences. However, as any experienced
instructor will observe, even the most careful course design is only the pro
logue to a messy classroom reality.
For example, you enter the classroom well prepared. As soon as you invite
students into the discussion, a few of the regulars speak up, students who are
confident expressing their opinions, comfortable extroverts who have educa
tional histories of being affirmed for ready participation and rich contribu
tions. A few others join in with slightly different perspectives. Then, a student
who only occasionally speaks during discussion and who is visibly hesitant and
anxious provides a radically different analysis of the reading. As this student
is talking, you can see and feel the anxiety of some other students. As soon as
the student is finished, other students immediately launch into what may be
perceived as harsh dismissals or rebuttals to what was just articulated. Taken
aback, you respond in ways that are perhaps more passive, hesitant, or silenc
ing than you intend. You find yourself puzzling over how to better facilitate
or structure dialogue toward your purposes the next time and wondering how
to support students’ ability to engage cognitive dissonance and multiple
perspectives.
This scenario is not just reserved for novice instructors or disciplines that
address overtly contentious topics. Every classroom has complex opportuni
ties, acknowledged or not, to promote or thwart the contributions of students.
Any course can engage students in interactions that stimulate the cognitive
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and relational work that is fundamental to the development of intercultural
competence. Yet as we have argued throughout the monograph, the failure to
utilize the opportunities present in our classrooms is detrimental to the goal
of deepening our own and our students’ capacity to listen and contribute in
conversations that feature diverse ideas or communication styles. However, it
is one thing to design a course based on the theory of intercultural develop
ment; it is another thing to be able to facilitate purposeful, substantive inter
actions in the midst of complex, unpredictable, and fluid dynamics in the
classroom. Yet as Hurtado (2001) concluded from her research on climate and
diversity, it is critical to consider how and whether our pedagogical practice
promotes “the type of interaction necessary to create equal status conditions
and, thus, learning in diverse environments” (p. 189). Therefore, this chapter
shifts out of the course design stage to focus on a discussion of facilitative prac
tices that support the development of intercultural skills in “real-time” learn
ing environments with students present.

Applying Intercultural Pedagogical Principles
to Classroom Facilitation
Drawing on the intercultural theory presented in earlier chapters, the follow
ing sections highlight specific pedagogical practices that are constructive for the
development of intercultural learning outcomes. The selection of the practices
that follow was guided by their solid grounding in both intercultural princi
ples and research on teaching and learning. We illustrate each practice with
excerpts from student learning reflections to emphasize how learning-centered
perspectives can inform reflection and refinement of pedagogical practice. In
order to model the balance between reflection and practical tools for teaching
and learning, we also embed each suggested practice within a broader context
that shapes the possibilities and constraints present in todays college classrooms.

Acknowledge Anxiety and Offer Support
Any classroom setting, but especially a diverse one, involves group interactions
that are inherently anxiety producing (Gudykunst and Shapiro, 1996; Ickes,
1984). Despite the discomfort it provokes, disequilibrium is known to inspire
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significant learning (Weinstein and Obear, 1992). A well-facilitated classroom
can also offer students a safe context in which to develop productive ways of man
aging their anxiety by actively experimenting with new ways to deal with the unfa
miliar. As we established in the third chapter, the goal is not to eliminate anxiety
or discomfort, but to support students’ capacity to manage them, as the ability
to manage uncertainty or anxiety is crucial to intercultural learning.
Be Mindful of Different Thresholds of Anxiety. Gudykunst (2005) claimed
that each person has a maximum and minimum threshold for uncertainty and
anxiety. The maximum is defined as “the highest amount of uncertainty [one]
can have and think [one] can predict strangers’ behavior sufficiently to feel
comfortable interacting with them” (Gudykunst, 2005, p. 286). That class
events will sometimes elicit anxiety from both students and instructors is a
given, and there are many occasions when our discomfort is warranted. When
the anxiety passes a certain threshold, however, it begins to interfere with the
learning process.
For example, this student identifies a language barrier as a significant source
of anxiety in cooperative learning:
One moment when Ifelt really frustrated in class was within a
group with two other girls. We were talking about a question
[related to] the reading. I was trying to get across how I thought
this question was logically answered in the text. They could not
grasp my thoughts. Although there was a bit of a language barrier
between us, it was as if they just dismissed my thought completely
and moved on to their own beliefs. I felt misunderstood and unim
portant to my other two group members.
This student notes that the other two group members were multilingual
and she spoke only English. She subsequently shuts down and does not make
further attempts to be heard by or listen to her group.
Given the inevitability of such tension or anxiety in interactions across
diversity, our job as instructors is to provide mechanisms to normalize the anx
ious response, but also to challenge and support students’ ability to move
beyond it or through it. In the preceding example, the instructor might
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respond by acknowledging the tension, reiterating that the voices of all group
members are important, and gently encouraging the more outspoken students
to make sure others feel heard before inserting their own opinions into the
conversation.
Excessive anxiety can be activated in a variety of ways, but one of its most
profound triggers concerns individual and group identity Whether or not
identity is the explicit focus of a discussion or activity, anxiety can be triggered
by perceptions students bring into the classroom about their own and others’
group membership. Anxiety can be especially at issue for students who do not
represent the majority group in a classroom. They are more likely to fear neg
ative consequences of classroom interactions, such as being discriminated
against or negatively evaluated by members of other groups and those from
their own group. All these fears are directly related to identity, and research
literature highlights them as significant anxiety risks (Stephan and Stephan,
1985). When students perceive themselves to be in the “outgroup,” they may
often feel stereotyped or judged, regardless of whether they are part of a minor
ity or majority group (Gonzales and others, 1983; Gudykunst, 2002; TingToomey, 2005). When that occurs, anxiety becomes a significant barrier to
learning.
Affirms Students’ Self-Identity. Research suggests that an individual’s anxi
ety can be decreased by the affirmation of their self-esteem and increased
empathy that comes when they learn to introduce more nuance into their cat
egorization of strangers (Gudykunst, 2005, p. 300). When students experi
ence anxiety in the learning process, it is important for instructors to validate
their identities as expressed in the classroom and to invite them to look deeper
into the identities of others. Deardorff (2009b) argues that “the degree to
which an individual feels secure in his or her identity” (p. 266) is a critical part
of effectively engaging diverse perspectives and communicating effectively.
Our role as instructors is to mediate the “tug of war” between comfort and
frustration (Goodman, 2008).
An example of a classroom space that decreased anxiety by providing an
opportunity for students to proactively assert their identities comes from a learn
ing journal written by a student who noted that her family had immigrated to
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the United States and that she was the first in her family to go to college. She
described herself as being shy, tending to prefer to listen to others, and often being
the last to speak up in class. She experienced something of a turning point when
required to present to the class on a biographical object and its significance:
We had to write about a biographical object and to talk about it.
During this time, not knowing everyone, I was really shy. . . . Many
classes that I had before did not give us the chance to know one
another. I think when students are able to interact and know more
about one another, I believe it creates a better learning atmosphere.
No one wouldfeel lefi out. I was able to get to know my classmates
better and they were able to get to know be better. Another reason
why I chose this event was because I got to tell the class who I was.
Many times people can judge me wrongly, and so by telling the class
who I was really eliminates the stereotyping towards me. It showed
them who I really was.
Activities such as this one help instructors to understand and affirm stu
dents’ unique backgrounds, gain a sense of their possible anxiety thresholds,
and scaffold activities that engage the range of identities within the classroom.
Model Tolerance for Ambiguity. If students are to learn how to tolerate ambi
guity and manage their anxiety with the unfamiliar, they need the instructor to
act as a constructive role model. Research by Weinstein and Obear (1992)
shows that fear of experiencing intense emotions and losing control in the
classroom is one of the top barriers faced by faculty in successfully engaging
diversity in classrooms. Yet the level of anxiety in the classroom will increase
exponentially if the instructor himself or herself appears uncomfortable with
the content or student responses, and students will usually notice our anxiety
even if not expressed.
Contrary to popular assumption, managing our own anxiety does not
require that we always hide it behind a calm veneer. Experienced faculty know
when their own or a students emotional response begins to get in the way of the
course. When that happens, it is helpful to pause the activity and notice the anx
iety out loud. Weinstein and Obear (1992) point out that sometimes voicing
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our own ambivalence about stirring up feelings can be a good preventative
practice in the classroom. Addressing anxiety directly in a way that commu
nicates respect frees students to put a name to their own feelings, and removes
the affective barrier that prevents genuine learning and engagement.
For example, racial identity, race relations, and racism are often an anxietyproducing topic in formal curricula across a broad range of humanities and
social science courses. As discussed in the third chapter, racial tensions are also
present in our classrooms due to the vastly different lived experiences of our
students. Discussing the historic privileging of some populations and their dif
ferential access to systems of power can stir feelings of anxiety, uncertainty,
and other emotional responses. In such cases, what often emerges in class
rooms is a challenging and disorienting mix of emotions about race, ranging
from guilt or depression to anger that the faculty member is pushing the class
into material that is too difficult to deal with. Instructors may be inclined to
try and avoid discussion and focus on presentation of the formal content in
order to avoid conflict or unpredictability. Students may frustrate each other by
debating differences between prejudice and racism and confusing their mean
ings as defined by scholars. At such times, the classroom can move rapidly
from being placid to loud with competing emotions or, conversely, to silence
as students and faculty retreat to safer and neater emotional places. These can
be effective opportunities for faculty to share that they, too, wrestle with the
anxiety, and to acknowledge that given the history of the United States, it is
natural for persons to have vastly different experiences and interpretations.
Conversations that name the anxiety present in the room, when authentic and
given adequate time and space, can open expressions of trust and confidence
that students can handle the dissonance productively. They also communicate
to students that it is natural to feel discomfort when presented with material
that challenges prior experiences, orientations, or social beliefs. For example, an
instructor might say: “Let’s take a time-out for a second: I’m not sure if you
feel this as well, but discussing this topic is making me uncomfortable. Is any
body else feeling this as well? Why do you think we get uncomfortable when
this topic comes up?” What can follow is a frank discussion in which the class
is allowed to unpack the present anxiety and remove the affective barriers to
learning by directly naming them.
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Acknowledging the affective domain in the classroom counteracts the
harmful perception that learning is exclusively an affair of the mind and
engages powerful sources of student motivation. Students will stay up late in
the night exploring issues that they feel strongly about, and they often decide
to pursue career paths paved by affective motivations. A classroom climate
where dissonance is expected, ambiguity is tolerated, and anxiety is respect
fully acknowledged enables students to maintain a healthy curiosity in the
course content as well as the diverse identities and perspectives of their class
mates. How students view peers in class and the ease they feel in contribut
ing, critiquing, and considering ideas with each other have direct implications
for their level of engagement with diversity and their development of both
cognitive and affective diversity competencies.

Disrupt Social Relations in the Classroom
As noted in earlier chapters, the mere presence of diversity in the classroom
does not guarantee constructive interaction or skill development—without
proper conditions it can, in fact, lead to the perpetuation of inequality and
stereotype (Hurtado, 2001; Pettigrew and Tropp, 2006; Saenz, 2010). As
Deardorff and Hunter (2006) observe, “too often, students remain segregated
by their cultural backgrounds and institutions miss amazing opportunities to
make the most of these resources in developing students’ intercultural and
global competencies” (p. 81). While this kind of segregation may occur
broadly on college and university campuses, each classroom offers opportuni
ties to productively and ethically interrupt segregation within classrooms so as
to support students’ substantive interactions with others (Arkoudis and others,
2010; Goodman, 2008; Hanson, 2010; Van Gyn, Schuerholz-Lehr, Caws, and
Preece, 2009).
Respond to Triggers and Biased Comments. One specific question often
asked by faculty with regard to promoting positive peer communication and
relations in the classroom has to do with responding to biased comments made
by students. In a paper devoted to such triggers in the classroom, Weinstein
and Obear (1992) note that biased comments that touch on the identity of
others, such as “I don’t see race as an issue,” “homosexuals are abnormal,” or
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“Jews aren’t the only ones that suffered” (p. 45), often generate defensiveness
on the part of the person or group being referenced, and they end in frustra
tion or unproductive debates. If the instructor does not respond to these com
ments, targeted students feel threatened and unsupported. Simply remaining
silent sends a message to those students who feel objectified or reduced by the
comment. However, Weinstein and Obear (1992) point out that addressing
them immediately in the moment can generate aggression or shut down dis
cussion. Therefore, Weinstein and Obear (1992) advise a multipronged
approach for dealing with such triggers. First, set a context and prepare by
talking about them early on in the class; this should include establishing a way
of handling them when they do arise. They suggest that instructors elicit exam
ples of triggers from students at the outset of the class so that the concept is
clear. Subsequently, when a trigger occurs, the student writes the phrase or
comment and pastes it on the board or to the course Web site, so it can be
analyzed and addressed. Weinstein and Obear suggest that suspending the dis
cussion of the trigger enables some reflective distance to develop “between the
person who gave the trigger and analysis of the trigger itself. The focus can
then be on understanding the concept rather than dealing with the defenses
of individuals” (p. 46).
Challenge Self-Grouping Habits. We were recently reminded of the impor
tance of paying attention to obvious cues, such as who sits where, and whom
they sit next to. For instance, at a recent college event related to our Common
Read for first-year students, the guest lecturer noted to the 450 students present:
It is interesting that you are asking me how to make a difference for
refugee students in my community, thousands of miles away, and
yet when I look around this auditorium, I cant help noticing where
you all chose to sit. Look around. Who are you sitting next to? Who
are you not sitting next to? There is a lot of diversity in this room.
We are here to talk about working together across differences to sup
port one another. But for the most part, all of you are sitting with
people who look like you. How do you expect to do anything if you
don’t even get to know one another?
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One of the essential principles for teaching and learning in multicultural
contexts is the necessity to actively disrupt the status quo by creating salient
groups in which members have an incentive and structure to work coopera
tively toward a tangible common goal (Banks and others, 2001). Hurtado
(2001) noted that, . . without attention to the structure of peer groups in
diverse classrooms and to learning activities that promote interaction on an
equal status basis, peer status can actually reproduce inequality and undermine
the potential learning that can occur among diverse peers” (p. 190). When
forming groups for collaborative learning activities, many instructors seek to
support

intercultural

development

outcomes

by

intentionally

assembling

groups in ways that will disrupt students’ habits of self-grouping. Instructors
should also be mindful of research that indicates students may feel more secure
and comfortable if the group they are assigned to includes at least one other
person whom they perceive as belonging to the same social group (Gudykunst,
2005). That said, it is important to keep in mind that not all forms of cultural
and experiential diversity are visible, nor are they made public by students.
Attention to both visible and invisible forms of diversity will enhance the
design of purposeful collaborative activities and mechanisms for facilitating
the development of effective group dynamics.
Facilitate Purposeful Small Groups. Ultimately, instructors are well served
by investing time and attention in the design and implementation of group
activities, and particularly in ensuring the intended learning and development
outcomes are being achieved. One student’s learning reflection on the first four
weeks of class illustrates the gap that may emerge between thoughtful design
and implementation. She was frustrated by the instructor’s decision to form
different groups in each class in order to promote more interactions across the
large number of students. To facilitate that process, groups engaged in ice
breaker activities. For this student, the rationale was both unclear and
unachieved: “Forcing people to socialize just makes it more awkward and the
students feel they are being forced. Real connections can’t be made if we are con
stantly forced to change our seating.” From this student’s perspective, there was
an absence of meaningful, relevant opportunities to interact and potentially
form “real connections”; whereas, from the instructors’ standpoint, it is likely
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the shifting of groups and icebreakers were intended to support interaction
and connection. This example reinforces the importance of both structuring
opportunities for frequent interaction and repeatedly assessing how groups are
functioning.
Many instructors have found it helpful to assign students to the same peer
group for the initial few weeks of the semester so that students can begin to
feel confident among their peers, and mixing up the opportunities for broader
interaction once the level of anxiety is somewhat decreased. Assessing the func
tioning of small groups is another crucial aspect of successful classroom man
agement across time. When students are working in small groups during class,
it is not sufficient for the instructor to assign the task and stay in the front of
the room—checking in on students as they work in small groups allows the
instructor to monitor what is happening and interrupt the activity when it is
not functioning as intended. Many instructors have also found it useful to
gather periodic written feedback from students on how the small-group work
is helping or not helping their learning.
A particularly successful example of a staggered small-group experience
comes from a recent public speaking and communications class. At the begin
ning of the semester, students were placed into groups of three. In these
groups, they worked on small-group communication exercises that incorpo
rated topics that were being discussed in their course. At one point, as they
were discussing how different cultural groups form associations with certain
behaviors as normal or abnormal and react accordingly, the groups were asked
to come up with a norm-breaking activity. As a small group, they had to go to
a public space and together break a social norm. Each member of the small group
then had to reflect upon the experience. Together, the course content,
group nature of activity, and subsequent required reflection enabled a deeper
exploration of course concepts, while also providing a common experience
that lowered their social inhibitions and helped them get to know one another.
Assign Collaborative Tasks. Research also suggests that relations between dif
ferent groups of students in our classrooms will be more equal and positive if
there is an explicitly collaborative dimension to learning activities or assignments
(Hurtado, 2001 ; Wong, 2006). The positive interaction inherent in collaboration
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stems from shared goals and a visible alignment of interests: when one mem
ber of the group gains, so do the other members. It is important to make the
benefits and outcomes of collaborative learning tangible and visible and to
reinforce them in practice. During the initial phases of interaction in the class
room, collaboration may lead to considerable anxiety due to the close contact
and

coordination

required.

Overall,

however,

collaborative

learning

has

demonstrated value in enhancing the academic achievement of students across
racial and ethnic groups and in reducing prejudice. Social relations in the class
room can be restructured in positive ways as students practice and improve
their interaction skills with students from different backgrounds (Hurtado,
2001; Slavin, 1995). Crossing of racial and cultural boundaries occurs more
easily in “a supportive environment with structures that encourage investiga
tion and reflection in conjunction with opportunities for meaningful, sus
tained, face-to-face interaction among people who are different from one
another” (Wong, 2006, p. 1).
One example of how an instructor incorporated collaborative projects into
the course comes from a civil engineering course for upper-level engineering
students. The main focus of the course was transportation planning (that is,
traffic flow principles, geometric and pavement design). The professor had
recently worked on a project with several colleagues in India, and she devel
oped several problem-based scenarios based on her own experiences working
on this international collaborative project. She selected groups for the project
based on previous knowledge of students’ experiences (both with the course
information and international context) and gave each group the same goal of
developing an innovative solution to a specific planning problem. She asked
each group to begin by discussing the strengths each member of the group
brings in relation to the given scenario. Next, students were asked to consider
additional information they may need to gather to more fully understand the
transportation problem, such as technical data and local context, and to think
about the most effective way to present the solution to coworkers in India. In
this example, students all had a core base of knowledge from the course and
previous coursework in the major. But they were given the task of working
collaboratively on applying this knowledge in a unique context in a foreign
country. Some groups sought information from friends who had grown up in
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India; some even connected with students studying engineering at a local uni
versity in the area whose transportation issue they were trying to solve. At the
end of the project, the instructor asked each member of the group to reflect
upon what they learned about their group members, about the process of
applying their knowledge in a unique context, and about themselves. Although
this assignment involved higher stakes than other collaborative exercises
described in this book, it allowed the instructor to incorporate students’ diverse
knowledge into the application of course content while at the same time facil
itating productive understanding among diverse peers.

Model the Balance Between Suspending Judgment
and Constructive Critique
In the second and third chapters, we argued that the ability to suspend judg
ment is a critical skill in relating to people of other cultures and backgrounds.
Research suggests that it is not uncommon for students to enter college with
a sincere but shallow conviction that everyone has the right to their own cul
ture and opinion, underscored by an untested or passive-aggressive tolerance
that does not amount to a mature suspension of judgment. While in college,
many students pass through a stage described in the research literature as mul
tiplicity (Perry, 1999), when they assume all cultures and perspectives to be
equal

without

fully

owning

their

own commitments or acknowledging

the hard work involved in communicating or accomplishing goals in the pres
ence of difference. We hear many of our students expressing a narrative com
mon in our society that we term happy diversity, where everyone gets along and
difference brings richness, not conflict or competing interests. For instance, in
a learning reflection, one of our student shifts within the space of a few sen
tences from describing being “dismissed” and “misunderstood” by peers who
were from a different cultural identity group than she to describing the class as
“a community full of different ethnicities, backgrounds and beliefs ... a large
social group whose diversities can be incorporated into one big family.”
The “performance” of a positive attitude toward diversity is well rehearsed
and reiterated in schools and culture at large. This is one of the reasons why
it takes time and multiple opportunities for individuals to reach a more mature
stage in their development, where they can embrace their commitments and
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values, practice critical responses to their own and others’ perspectives, and
remain open to new information (King and Baxter Magolda, 2005).
In the past, some instructors may have considered suspending judgment
as a major barrier in making room for intercultural competence in their class
rooms. It is a common misconception that recognizing and inviting multiple
perspectives precludes constructive critique, and that such an approach will
make our courses less rigorous (Yershova, Dejeaghere, and Mestenhauser,
2000). Yet suspending judgment is in fact a prerequisite for critical thinking,
since effective critique depends on a comprehensive understanding of a prob
lem or issue within a context. Suggestive evidence that this is true comes up
in case studies of student assessments of various types of classroom interaction
(Lee, Williams, and Kilaberia, 2011). For instance, one student described how
cooperative learning activities developed both her openness to diverse per
spectives and her sense that she became more adept at engaging complex ideas
in her writing:
. . . getting the opportunity to work with people I usually would
not work with . . . throughout the time in this class has opened my
eyes to all different perspectives. ... I have had to learn to be more
open to other opinions, and more willing to express my thoughts.
... I think having more than one opinion on something helps tons
more when writing or explaining something later on. .. . Being
able to write our thoughts about a specific subject, and have some
one else break it down and revise it, helps me to write better. . . .
I feel like three people’s ideas are better than one person because we
all see the issues differently.
Since many different courses assign peer review of assignments or papers,
we will use it as an example to elaborate on how to incorporate constructive
critique into intercultural classrooms. Peer review can be implemented in a
traditional way that positions it as a one-way transaction: the reader performs
peer review for the writer, who is the beneficiary if the review is helpful, or the
victim in the case it is shallow. In situations where student writers have dif
ferent writing styles or levels of awareness of the discourse conventions, peer
review can reinforce discomfort between reviewers. In the absence of clear
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guidance and induction into peer review skills and outcomes by the instruc
tor, it is not unusual for students to focus on mechanical elements of gram
mar, for instance, and to elide altogether issues of substance, perspective, or
interpretation because they do not want to “criticize.”
There are multiple levels of potential benefits, however, when peer review is
structured and implemented as a mutually beneficial and cooperative interac
tion. Instructors can make clear to all students the value of critically engaging a
piece of in-process writing through the act of close reading, paying attention to
how it is composed, noticing and articulating which elements are effective and
where attention is needed. We can do that by communicating to students that
completing a peer review is not only for the writer of the text reviewed but for
the peer reviewer, who can incorporate the fruits of this reflection on someone
elses text-in-process when they return to their own. Modeling for students how
to probe a piece of writing is beneficial to many of the outcomes related to inter
cultural competence if students can see firsthand how to pose questions about
the logic, interpretations, or substantiation of claims in a piece of writing in ways
that do not target the writing but critically engage it.
Additionally, many students are uncomfortable providing peer review
because they do not perceive that they are “experts” in the subject matter or
in writing generally. Guiding students in how to provide effective review, as
well as in what is to be gained from it by all participants, can help to build
confidence in their ability to participate effectively by taking the spotlight
off of their “performance” as a reviewer and creating an understanding that
peer review is truly a cooperative endeavor that, when done well, will facil
itate positive outcomes for all participants. This excerpt provides an illus
tration of how effectively facilitated peer review can support both writing
skills and outcomes related to intercultural competence. The student cited
above notes his initial interpretation of encountering difference, which he
identifies simultaneously in cultural background and writing style: “work
ing with a classmate . . . from a very different cultural background than me
was a definite learning experience. The biggest struggle I had was when it came
to language because she had a very different writing style than I was used to
so it took me some time to be able to grasp what it was that she was trying
to say.”
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His reflection illustrates an ability to suspend judgment of his awareness
of the difference and to remain open to the potential benefits of interaction.
He concludes with the observation that, ultimately, “working and getting to
know people who have very different cultural backgrounds . . . really helped
me develop as a writer.”
We can also model the balance of developing critical thinking skills and
suspending judgment by seeking to evaluate the claims or perspectives heard in
class only when they have been thoroughly observed and understood. For
instance, before providing critique, an instructor might say, “Let me see if
I understood you correctly. So you’re saying that. . .” Sometimes, hearing their
own statement repeated back in different words will prompt the student to
clarify a potential misunderstanding or recognize why it might raise objec
tions. In any case, verifying comprehension before providing a critique will
model a mature suspension of judgment to the class.
The final point on the place of critique in classrooms that aim to develop
intercultural outcomes is the recognition that critique must not elicit shame.
Shame has devastating effects on motivation and academic learning (Turner
and Schallert, 2001). When students are shamed, they come up against affec
tive barriers to learning even more disruptive than those built up by anxiety.
Educational psychologists claim that shame is a “master emotion” (Goldberg,
1991) in that “no other emotion plays such a central role in affective, cogni
tive, motivational, and behavioral experiences” (Turner and Schallert, 2001,
p. 320). Lewis (1992) claimed that shame acts as an authoritative “interrupt
signal” that lets the individual know that their actions have failed, and shuts
down or disrupts engagement in these actions. When students experience
shame while participating in positive activities such as collaborative work or
dialogue across diversity, they internalize the message that these actions have
failed, and they are less likely to attempt them again. Instructors can avoid
shaming by making a point to distinguish between a behavior or belief and
the person (Goodman, 1995), and validating identity while evaluating state
ments or behaviors. When providing such validating critique, an instructor
might say, “I see what you mean, and many very intelligent people reach a
similar conclusion. How would it affect your opinion if you learned that. . .”
or “How do you think you would see this problem differently if you were a
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[member of a different social group]?” Validating the person and focusing on
the issue minimizes defensive barriers and opens up a space where students
feel safe to put themselves in the shoes of others and explore new ideas.

Facilitate Conditions to Support Inclusive Dialogue
Our role as instructors is to support and structure an environment where stu
dents can develop more mindful behaviors. One of the main ways to facilitate
students’ development is to create interactions in which students are heard,
feel comfortable, and trust one another to explore and engage across cultures
and various disciplinary content arenas.
Manage the Stages of Interaction. It is especially helpful to incorporate activ
ities where, in the first stage, students cannot express evaluative judgments
about the other person’s views—the emphasis is on listening and interpreting.
Keeping students in the same groups for several similar exercises within a short
space of interactive class time helps them to practice listening and interpretive
skills with a stranger whose language, perspectives, and interpretations they
can observe several times. This process provides space for skill development as
students recognize that their views and interpretations are not necessarily those
of others, and that there can be value in actively listening to an alternative per
spective and being accountable to represent it accurately without first inter
jecting a dissonant point of view. The following student reflection illustrates
the interpersonal group process when people are given the time to get to know
each other before accomplishing concrete tasks:
When we first sat down next to each other, we did not start talk
ing until we were instructed to. After receiving the instructions to
talk to each other, we all started making small talk about what
classes we were taking and where we were from. I think we were
all just trying to feel each other out to see if we would work well
with each other. Although I thought it would be a really awkward
situation, we all started laughing with each other once our comfort
levels were established. I realized that maybe I could be friends with
these two girls and it would not just have to be a project where three
random people were put in a group and were forced to work with
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each other. We all discovered that we had the same goal of doing
well in the class and once this was established... we realized that
working together might not be half bad.
Kumagai and Lypson (2009) also suggest that effective group discussions
require instructors to facilitate but not preside over the conversation. When
students connect and engage in dialogue with each other, the classroom gains
a sense of community that is not present when all main avenues of commu
nication lead back to the instructor. Such sense of community has been
demonstrated to have significant educational benefits. McKinney, McKinney,
Franiuk, and Schweitzer (2006), for instance, found that “the sense of com
munity has shown to relate not only to students’ perception of their perfor
mance and their satisfaction with the course but also the measure of their
actual performance” (p. 283).
Welcome Different Styles of Communication. For all students to engage in
genuine dialogue, the facilitator must attend to the communication styles of
diverse groups. For instance, introverts and students from some cultural back
grounds are acculturated to the need to allow silence before speaking. Goodman
(2008) suggests that these students will benefit from incorporating intentional
periods of silence into every class. Different communication styles will also be
normalized for students if at least some class activities require everyone to think
for a brief period of time before responding or providing answers. Margaret
Montoya, a professor at the University of New Mexico, introduces silence in
her classroom in the following way:
I explain that some students are prepared to answer quite rapidly
while others are slower in preparing a response. Despite the con
ventional wisdom that overvalues quickness, I announce that I will
wait for those who do not think aloud and who need more time to
collect their thoughts before speaking. My purpose is to give those
who need more time the opportunity to pause and process their
thoughts without having to fear that they will be interrupted by
those who are quicker to speak (the “crowders”). I want to help the
students hear each others [sic] silences and defeat the tendency to
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reach negative conclusions about pauses and hesitancy [Montoya,
2000, pp. 297-298].
By the same token, when students are engaged in large-group discussion,
students from some groups will be more likely to provide ready answers or raise
their hands to volunteer information. If the instructor selects only volunteers,
the voices of those representing different communication patterns are likely to
be excluded. A practical solution that works well for some instructors is to invite
students to self-score on the participation grade based on the idea that extroverts
may need to focus on listening, while introverts need to focus on speaking in
class. Around midsemester, each student reflects on his or her own performance,
and makes suggestions for earning the remaining participation points in the
coming weeks. Students are then graded based on their own goals selected at
the midterm point, such as: I need to listen more, I need to speak up more, etc.2

Conclusion
This chapter has presented pedagogical practices and reflective practices that
support faculty’s ability to facilitate engaged diversity in their classes. Devel
oping intercultural competence rests on knowledge acquisition in conjunc
tion with building the capacity to implement that knowledge across diverse
contexts; in other words, it requires knowing about and knowing about how to
do. Developing the capacity to do requires multiple and longitudinal oppor
tunities to acquire knowledge, as well as to apply and refine it.
Barker and Crichton (2010) describe the potential of classrooms to serve
as authentic sites of intercultural interactions, or engaging diversity, concepts
that refer to, “opportunities provided in courses and taken by students and
instructors to participate in and to thereby negotiate and develop new cultural
understandings of themselves and others” (Barker and Crichton, 2010, p. 31).
In order to utilize these opportunities, faculty need to recognize them, design
pedagogy to realize them, and facilitate students’ learning and development
while they are taking place.
As we have established throughout this monograph, developing intercul
tural pedagogy is a continuous, interactive process that takes place over time.
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Those who have attended workshops related to teaching development, whether
on implementing learning technologies or incorporating active learning, may
be familiar with the experience of being exposed to new knowledge and pos
sibilities. Handouts and notes present extensive content, and one often leaves
with a sense of eagerness to implement some new tools. Yet, given that it is
unlikely that the localized factors and nuances of one’s classroom will be
accounted for in a workshop, participants often express feeling challenged,
after attending a workshop, to find the time, support, and space needed to
reflect on how to integrate and implement new ideas or tools into their specific
teaching contexts. The same is likely to be true for the readers of this mono
graph. Resources such as this book are just the beginning as far as developing
intercultural pedagogy—knowledge, reflection, experimentation, and interac
tion with others are all critical to our ability to implement the new tools.
Instructors need authentic contexts in which to develop effective intercultural
pedagogy and to reflect on our practice with the goal of refinement. Similarly,
students need authentic sites of intercultural interaction and opportunity to
practice, reflect, and refine intercultural skills, attitudes, and behaviors. Instruc
tors reading this monograph will need to find time, space, and support (per
haps from colleagues or professional communities) to develop effective
intercultural pedagogy that is informed by and responsive to authentic contexts
of practice, and to continuously assess practice with the goal of refinement.
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Summary: Conclusions and
Recommendations

HE WRITING OF THIS MONOGRAPH EMERGED from a passion

T

for teaching rooted in a deep belief that students bring great value to

classrooms. This value is realized and expanded through the active engagement
of their diversity with others. When such diversity is honored and utilized pro
ductively by faculty, student interactions can produce enhanced exploration
of course content, deeper intellectual inquiry, and the development of inter
cultural communication skills.
The capacity to communicate effectively across human difference is vital
to the success of this nation, which is already among the most culturally
diverse on earth. There is an established need for graduates who can work col-

laboratively and communicate effectively with diverse colleagues, neighbors,
and community members. An interculturally competent individual has devel
oped the ability to respectfully hear, communicate within, utilize, and appre
ciate human difference in all of its forms—all of which hold powerful capacity
to unify and strengthen a multicultural society such as ours.
It is entirely consistent with the historic meaning and contemporary need
of colleges and universities to engage all students and facilitate their interac
tion as one way of developing competencies relevant to their common benefit
and that of society at large. Indeed, the historic meaning of “university” refers
to “the totality of a group”—a group that could be unified for common ben
efit (Haskins, 1957, p. 9). The U.S. Supreme Court underscored this point in
past decisions holding that diversity in classrooms is of such high value that
race can be considered as one factor in collegiate admissions. We recognize
that there are practitioners who are “on the ground” with an immediate need
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for theory-based models that are grounded in the realities of classroom con
texts and realities. We trust that the scholarship included within this mono
graph provide a pragmatic foundation from which faculty can mindfully
prepare for and act within their classroom settings.
We stated throughout this monograph that the development of intercultural
competence can occur within classrooms and across disciplines whether in the
humanities, social sciences, or in STEM fields. As faculty, we have the ability to
facilitate such competence development when mindful of the purposes and
actions that are necessary to guide students into interactions that are inclusive of
their respective differences and productively disrupt patterns of non-engagement
or the mindless acceptance or rejection of difference. Further, we have the abil
ity to interrupt historically privileged modes of inquiry and interpretation and
open our classrooms to the alternative forms of inquiry and meaning-making that
diverse students bring. While this can take different forms within different disci
plines, space can be provided in any classroom for students to engage interculturally in the exploration of new questions and concepts. If done intentionally,
this process can support students’ capacity development of skills, knowledge, and
behaviors that enable effective and reciprocal interaction and communication. As
the students’ reflections throughout this monograph help demonstrate, classrooms
can be designed so as to serve as wonderfully dynamic places where intellectual
and social energy emerges from respectful intercultural interactions united in a
quest to understand the nuances of an academic discipline or field.
The substantial body of published research reviewed in this monograph
supports our contention that each time we enter a classroom, we have the
power to model, develop, and influence intercultural communication skills
while simultaneously conveying important disciplinary content. When their
lived experience and cultural perspectives are viewed as assets, students can be
invited into intellectual engagements that demonstrate the power and rele
vance of their individual and collective diversity. Faculty have great ability to
communicate repeatedly to students that they bring valued, relevant knowl
edge to the classroom by stating it in their syllabi, designing and selecting
course materials in a manner that intentionally invite intercultural commu
nication. Providing time for facilitated, purposeful interactions honors and
supports the intentional engagement of diversity.
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As we conclude our review of the research that connects theory with class
room practice, we are aware that more research and collaboration are needed
to describe more fully how to engage diversity and develop intercultural com
munication competencies in all disciplines and fields. While excellent work
does exist in describing this in a variety of fields such as medical training, more
is needed. This monograph references studies and practices in STEM fields
that show the possibilities for intercultural communication development avail
able within disciplines that are very different from our own. The how of our
work—the ways in which we engage students and facilitate their interactions
with each other—need not be unnecessarily limited by the what of our disci
plinary content or their differences. We hope that faculty outside of our own par
ticular disciplinary backgrounds and fields will invest in the meaningful
preparation, design, and deployment of time and resources that engage stu
dents in intercultural competence development and will then further share
how such interactions affect the query and dynamics of their classes.
Further, in addition to faculty commitment to classroom-based practices
and applicable research, we do not underestimate the fundamental responsi
bility and impact of institutional support for engaging diversity. From pro
viding ongoing development for faculty to ensuring admissions and graduation
criteria that enact the priority of diversity and intercultural competence, insti
tutions serve critical roles. Just as we have described the importance of an align
ment between environment, pedagogy, and instructional practice in classes that
support engaging diversity, it is critical for institutions to work on authentic
and material alignments between institutional rhetoric, resource allocation,
hiring and promotion practices, and curriculum in ways that push from espous
ing to enacting the value of diversity, and do not delimit its scope or impact.
Institutional neglect in valuing diversity can have serious consequences well
beyond the classroom in contemporary and future policy environments.
The U.S. Supreme Court will soon hear a case involving the University of
Texas in which it is questioned how diversity is achieved on college and uni
versity campuses that receive public funding. This case, Fisher v. University of
Texas at Austin (2011), once again places before the Supreme Court the issue
of whether the admissions processes utilized by public colleges and universities
can take race into account when making admissions decisions. It is probable
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then that the value of human diversity on college campuses will be revisited
and fiercely debated. As previously noted, while the Court has historically recog
nized the value of a diverse student body to classroom interactions (Regents of the
University of California v. Bakke, 1978; Gratz v. Bollinger, 2003; and Grutter v.
Bollinger, 2003), such value should be expressed more fully and forcefully from
within higher education. Past cases were aided by well-informed “friend of the
Court” briefs that used experience-based research within colleges and univer
sities to demonstrate the remarkable value that diverse students bring to cam
puses and classrooms when there is a commitment to and enactment of a
culture of inclusive excellence.
We hope that additional higher education classroom-focused research from
a broad array of disciplines and fields will further strengthen the evidence of
how completely intercultural interactions and competencies among faculty
and students contribute to learning and skill development and also this nations
well-being. Such well-being extends far beyond the respective concerns of
employers who want skilled and collaborative workers or of collegiate officers
who are weighing the legality of their admissions methodologies. It is a well
being rooted in the capacity of persons to interact for common benefit and
development. Once again, we are reminded of Deardorff’s (2009b) comment
that, “in the end, intercultural competence is about our relationships with each
other and, ultimately, our very survival as the human race, as we work together
to address the global challenges that confront us” (p. 269).
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Notes

1. A Research-1 institution is an institution with high research activity and
over 50 programs awarding doctoral degrees each year.
2. We thank an anonymous reviewer for offering this suggestion.
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