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Abstract

This study investigates the application of Byram’s Intercultural Communicative Compe-
tence model in university-level EFL instruction, with a case design for reading courses of sec-
ond-year non-English majors in China. Using a novel educational approach, the study illustrates
how Byram’s five components — dispositions, understanding, abilities to interpret/connect,
capacities for exploration/engagement, and reflective cultural consciousness — can be applied
as effective teaching strategies in practice. Offers valuable insights for EFL educators seeking
to integrate cultural competence development with language acquisition in higher education
contexts and provides practical implications for cultivating international talent from a critical
cultural perspective in the context of globalization.

Keywords: Intercultural Communicative Competence (ICC), Byram’s model, EFL in-
struction, higher education, cultural competence, language acquisition, teaching strategies,
globalization, international talents, critical cultural awareness, university-level reading course,
non-english majors, China

Ju JIro

Konneoow unocmpannvix a3vikos,
Cesepo-3anaonblii nedazoeudecKuil yHugepcument,
Jlanwvuorcoy, I'anvcy, Kumau

MEXKYJ/IBTYPHAS ITPAKTUKA ITPEITIOJJTABAHUA SA3BIKA B
KJACCAX EFL B KUTAE — IPENIOJJABAHUE AHIVIMMCKOT' O
SI3BIKA B KOJUJIEJI)KE HA OCHOBE MOJIEJIN ICC BAWIPAMA

AHHOTAIUSA

B s>TOM uccnenoBanuM u3ydyaercs NPUMEHEHHE MOJEIN MEXKKYJIbTYPHOU KOMMYHUKATHB-
Hoit komnerennuu (ICC) Baiipama B npenogaBaHuu 0Oy4eHHE aHTITUHCKOMY KaK MHOCTpPAH-
Homy (EFL) Ha yHuBepcuteTcKkoM ypoBHE C pa3pabOTKOM keica st Kypca YTEeHUs CTYJIEHTOB
BTOPOTO TO/a OOyUYeHHUs HEAHDIOS3BIYHBIM crieruaabHOCTIM B Kutae. C momomipio WHHOBA-
IIMOHHOM TEeJarorn4eckor CTPYKTYpbl MCCIEIOBAaHUE NEMOHCTPUPYET, KaK ISATh U3MEpPEHUM
mikansl balipama — yCTaHOBKM, 3HaHMsI, HABBIKU WHTEPIPETAIH/COOTHECEHHSI, HABBIKU OT-
KPBITHS/B3aUMOJICHCTBUS M KpUTHUUECKAs KYIbTypHAsi OCBEIOMIEHHOCTh — MOTYT OBITh TIEpe-
BEJICHBI B PAKTHUUECKHUE Melaroruyeckue crpareruu. McecnegoBanue npeajiaraeT EHHbIE UICH
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Ui mpenogasareneil EFL, cTpemMsamuxcss MHTErpupoBaTh pa3BUTHE KyJIBTYPHOM KOMIIETECHT-
HOCTHU C NMPHOOPETEHUEM S3bIKAa B KOHTEKCTaX BBICHIETO O0pa30BaHMA, M JACT NMPAKTUUYCCKHE
BBIBOJIBI JUISI PAa3BUTHUS MEKIYHAPOJHBIX TATAHTOB C KPUTHUECKON KYJIBTYPHON NEPCIEKTUBON
B KOHTEKCTE IN100aIu3aluu.

KiroueBble ci10Ba: MEXKylIbTypHas KoMMyHukaruBHas kommnereHius (MKK), monens
baiipama, oOyuenue anruiickomy kak nHoctpanHoMmy (EFL), Beiciiee oOpa3oBaHue, KylIbTyp-
Hasi KOMIIETEHTHOCTb, OBJIAJICHHUE SI3bIKOM, [I€1ArOTMUYECKUE CTPATErvH, INI00AIN3aLus, MEXKIY-
HapOJHBIE KaJIPbl, KPUTUYECKOE KYJIBTYPHOE CO3HAHUE, KypPC YTECHUS HA YPOBHE YHUBEPCUTETA,
CTYIEHTHI HEA3BIKOBBIX CrielMaibHOCTeN, KuTai.

Ju Jlo

Tynoyk-bBamviw nedazoeukanvlk yHugepcumemu,
Yem munoep konneorcu,

Jlanwvuorcoy, I'ancy, Keimaii

KBITAUJATBI EFL KJIACCTAPBIHJIA MAJTAHUM APAJIBIK
THJ OKYTYY MPAKTUKACHI - KOJUIEJKJIE BYRAM'S ICC
MOJEJWHWH HETW3WHJIEAHIVINC TUJIHH OKYTYY

Kbickaua mazmyHny

byn nznnnee Keitaiijars! aHIyc TUIM AIMEC aAUCTUKTEP YUYH 3KMHYH KBUIIBIK OKYY KypCy
Y4YH OKYsHBI UIITEI YbITYYy apKbulyy yHUBepcuteT naeHraumuiae EFL okyryyna balipamasia
MaJaHUSTTAp apajblk KOMMYHUKATUBAUK KOMIETEHTTYYAYTYHYH (ICC) MonenuH KoJlJoHyyHY
M3WIIEHT. IHHOBaUMSAIBIK MEeIaroruKajblKk HETU3IM KOJIJOHYY MEHEH H3minee baiipamubiH
Oell 4YeH-eIYOMIOpYH — MaMuie, OWIMM, HHTEPIPETAIMsI00/0aliIaHbIIl KOHIOMIOPY,
auyy/e3 apa apakeTTeHYY KOHIYMIOpY KaHa KPUTHUKAJIBIK MaJaHUH aH-CEe3UMIM MpaKTHKa-
JBIK TEAAaroruKablK cTpaTerusra KaHTHUII KOTopyyra 0onopyH kepceTeT. M3uinee *oropky
OKYYy JKalJIapblH/la TWJIIN ©3IOLITYPYY MEHEH MaJaHuil KOMIICTCHLUSHbI OHYKTYPYYHY HH-
terpauusiiooro ymryaran EFL myranumuaepu yuyH Oaanyy TYIIYHYKTOpPAY CYHYIITAWT jKaHa
aajamJailyy KOHTEKCTHHJE MAaHWIYY MaJaHUN Ke3 Kapall MEHEH 3J1 apajblK TaJlaHTTap.bl
OHYKTYPYY YUYH IPAaKTUKAJIbIK HaThIHkKaIap/ sl Oeper.

Tyitynayy ce3nep: ManaHusTrap apaiblk KOMMYHHKaIUsIbIK kKoMneTeHTTYYIyK (MKK),
baiipamapia Mozeny, aHIIIMC THIWH 4eT TWiH Katapbl okyTyy (EFL), xoropky ounum Gepyy,
MaJIaHUu#l KOMIIETEHTTYYIYK, TUI YHPOHYY, OKYTYY CTpaTerHsuIapbl, TII00aIamyy, 31 apajblK
aaUCTEPAU NasgpA00, CHIHYBLI MAJaHUN aH-CE3UM, YHUBEPCUTETTUK JECHIIIIETH OKYY KypCy,
TUJ aJUCTUTH AMEC OarbITTarbl CTyaeHTTep, KpiTaii.

Introduction. In the era of globaliza-
tion with increasing international contact,
the ability to communicate effectively across
cultures has become an essential skill for
university students. Intercultural commu-
nication has been seen as a core aspect of
language learning and development, which
it would result in better learners with sus-
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tained cultural and linguistic personality The
Common European Framework of Referenc-
es for Languages (Council of Europe, 2001)
encompasses both language and culture in
its general competencies: knowledge, skills
and know-how, existential competence, and
the ability to learn [1]. In foreign language
education, the roles of culture teaching and
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intercultural education in contemporary time
are confirmed and emphasized. Hymes [2]
believes that communicative competence
means the “appropriate” use of language,
and there is inseparable relation between lan-
guage and culture in foreign-language learn-
ing. Nowadays, intercultural language teach-
ing refocuses the goal of teaching and learn-
ing by shifting away from a narrower focus
on linguistic or communicative competence,
and towards a more holistic goal of inter-
cultural competence. According to Risager,
the cultural dimension of foreign-language
teaching moved from the communicative
approach to the intercultural communicative
approach to emphasize the language use in
different cultural contexts [3].

However, in real classrooms language
teaching design still focuses on the language
form, neglecting the development of stu-
dents’ intercultural communicative compe-
tence partly because teachers lack effective
teaching model and operational methods.
EFL teachers are now facing the biggest
challenges. Chau argued that teachers had
very good awareness of intercultural teach-
ing objectives, fairly good understanding of
intercultural teaching but rarely conducted
intercultural teaching activities in class. In-
tercultural instruction was mainly knowledge
focused and teacher-centered. Nguyen con-
currently found that intercultural teaching
was accidental, implicit, and topic dependent
because they just followed the course books
[4]. To address these problems, the research
applies Byram’s ICC Model to reading teach-
ing design in College English class, which is
a compulsory course for Chinese non-English
major university students. [5]. The purpose
of this paper are two-fold: to explore how
Byram’s Intercultural Communicative Com-
petence (ICC) model be effectively integrat-
ed in EFL reading instruction and to evaluate
the effectiveness of Byram’s ICC model in
enhancing intercultural competence among
EFL learners. The research hopes to bridge

the disconnect between intercultural compe-
tence theories and classroom practices. It is
also expected to strike a balance between lin-
guistic teaching and culture teaching in EFL
context and offer practical teaching strate-
gies, enriching scholarly discourse on cultur-
ally responsive language education.

2. Byram’s Model of Intercultural
Communicative Competence (ICC)

Byram’s (1997) framework of ICC was
founded on Hymes’s (1982) theories of soci-
olinguistic and communicative competence,
as well as Habermas’s ideas of sociocultural
capability (Byram & Morgan, 1994). Byram
(2009) further expanded the concepts of the
intercultural speaker and intercultural com-
petence. In the most recent iteration of the
model (Byram, 2008), the element of critical
cultural awareness — or savoir s’engager
— was placed at the core of the ICC model
to highlight its importance in contemporary
second and foreign-language education.

According to Byram (1997), intercultural
competence is composed of five distinct yet
interrelated components, known as ‘savoirs’:
knowledge, attitudes, skills of interpreting
and relating, skills of discovery and interac-
tion, and critical cultural awareness. These
five dimensions aim to define the key aspects
of intercultural competence that a foreign
language learner should develop in order to
mediate across cultural differences. The aims
set out by Byram (1997) for each of these
savoirs serve as benchmarks for fostering
and assessing intercultural competence, es-
pecially in foreign language instruction.

The five savoirs are indispensable for
cultivating intercultural competence and are
closely connected to communicative abil-
ities. They are rooted in three broad catego-
ries: knowledge, attitude, and skills. Among
these, knowledge and attitudes are considered
foundational, yet they can be transformed
throughout intercultural interaction via the ap-
plication of skills (Byram, 1997). Skills such
as interpreting/relating and discovering/en-
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gaging are practical tools for applying one’s
knowledge — both in terms of using what is
already known and in bridging gaps during
interaction to ensure effective communica-
tion. The attitudes of the intercultural commu-
nicator — shaped by knowledge, skills, and
cultural sensitivity — are part of a dynamic
system essential for intercultural engagement.
Critical cultural awareness is seen as the cul-
mination of the previous four components, as
it involves the capacity to reflect critically on
both one’s own and others’ cultures [6].

2.1 Attitude

Attitudes are considered a vital prerequi-
site for meaningful intercultural exchanges.
These include curiosity and open-minded-
ness, a willingness to temporarily set aside
one’s own assumptions and suspend judg-
ment when encountering the values, beliefs,
and practices of others. Byram (1997) em-
phasizes that learners must be prepared to an-
alyze both their own cultural behaviors and
those of others from multiple viewpoints.

In terms of teaching goals, fostering in-
tercultural attitudes involves encouraging
students to seek opportunities for equal, re-
spectful interaction with individuals from
other cultures, to question cultural norms,
and to navigate the different phases of adapt-
ing to a new cultural environment. Further-
more, these goals emphasize sparking learn-
ers’ interest in exploring diverse perspectives
on both familiar and unfamiliar phenomena,
whether from their own culture or others’ [7].

2.2 Knowledge

Knowledge is described as encompassing
two principal domains: factual understand-
ing of social groups and cultural contexts
in one’s own and others’ countries, and in-
sight into the dynamics of social interaction
at both personal and societal levels (Byram,
1997, p. 35). A solid grasp of both self and
other is vital to participating effectively in in-
tercultural dialogue.

The second aspect involves an awareness
of how socialization shapes behavior, values,

and interaction patterns — a type of knowl-
edge that must be deliberately developed
rather than absorbed passively. Byram (1997)
argues that knowing cultural facts and tradi-
tions is insufficient on its own; learners also
need procedural knowledge — the ability to
act thoughtfully and appropriately in differ-
ent cultural contexts. In the classroom, this
means that educators should help students
understand the underlying causes of differing
perspectives, rather than merely accumulat-
ing isolated facts — thus enriching the scope
and depth of intercultural understanding [8].

2.3 Skills of Interpreting and Relating

These skills entail the ability to inter-
pret cultural practices, artifacts, or texts and
connect them meaningfully across cultur-
al boundaries. Interpretation draws on prior
cultural knowledge, enabling the learner to
mediate between cultures — for example, by
translating the meaning of a document from
one culture for someone from another, or by
identifying commonalities and contrasts be-
tween cultural products.

Teaching objectives in this area include
enabling students to recognize ethnocentric
biases in texts or events, uncover the cultural
origins of those biases, and analyze areas of
misunderstanding or conflict based on differ-
ing cultural frameworks. Ultimately, these
skills help students navigate and address in-
tercultural tensions with greater awareness
and sensitivity [9].

2.4 SKkills of Discovery and Interaction

These refer to the learner’s ability to ac-
quire new cultural knowledge through re-
al-time interaction and inquiry. Such skills
enable students to uncover the meanings
and values embedded in documents, conver-
sations, or social behavior. Thus, teachers
should aim to develop students' abilities to:

* Extract cultural meanings through
engagement with authentic materials or
interlocutors,

* Construct interpretive frameworks
applicable across various cultural scenarios,
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* Interact using appropriate knowledge,
behavior, and attitudes with individuals from
other backgrounds.

This skill set empowers learners to be-
come autonomous and adaptable intercultur-
al communicators, capable of making sense
of unfamiliar cultural elements through first-
hand discovery and exchange (Byram, 1997).

2.5 Critical Cultural Awareness

Critical cultural awareness refers to the
capacity to evaluate cultural perspectives,
customs, and products — both one’s own
and others’ — using clearly defined criteria.
It is regarded as the most pivotal of the five
savoirs, as it synthesizes and builds upon the
other components.

According to Byram (1997), this dimen-
sion not only supports the transfer of skills
and attitudes across contexts but also plays
a transformative role in education. It equips
learners to engage with new languages and
cultures and adapt effectively to different
linguistic and cultural environments [10, p.
444]. Developing this awareness helps indi-
viduals see themselves from others’ perspec-
tives, shift viewpoints, and approach global
interactions with greater objectivity and crit-
ical insight.

An instructional design based on
Byram’s ICC model

ICC is a core competence of English
teaching and an important benchmark for

cultivating international talents under the
background of the new era. The cultivation
of this competence can be achieved through
the specific teaching of the curriculum. In this
part, an instructional design around a reading
passage from Chinese college English text-
book is taken as an example to show how to
cultivate students’ ICC under the guidance of
Byram’s ICC model.

3.1. Teaching material

The teaching material comes from New
Progressive College English Integrated
Course published by Shanghai foreign lan-
guage education press in 2017, which is one

of most widely-used coursebooks for teach-
ing non-English major students in Chinese
universities. The chosen passage is entitled
How My Chinese Mother-in-law Replaced
My Husband. The passage, from the per-
spective of a Canadian woman who married
a Chinese man, is around the cultural shock
the woman experienced after the birth of her
daughter and her mother-in-law’s fulltime
presence in her family. Despite being cultur-
ally rich, the text heavily relies on implicit
cultural values, so it’s difficult for students
to understand the fundamental reasons of
differences and conflicts. Moreover, the text
highlights sensitive issues like generational
sacrifice, gender equity, and cultural identity,
which can trigger personal biases or defen-
sive reactions.

3.2 Teaching objectives

Based on five interconnected dimensions
of Byram’s ICC model: attitudes, knowledge,
skills of interpreting and relating, skills of
discovery and interaction, and critical cul-
tural awareness, the following objectives are
decided:

By the end of the lesson, learners will be
able to:

1). Attitudes: Reflect on personal biases
and demonstrate openness to differing cultur-
al norms around parenting and gender roles;

2). Knowledge: Identify key cultural dif-
ferences between Chinese and Western par-
enting practices and familial responsibilities;

3). Skills of Interpreting/Relating: Ana-
lyze cultural conflicts in the text and relate
them to broader intercultural communication
challenges;

4). Skills of Discovery/Interaction: Ac-
tively seek and negotiate cultural information
through questioning, observation, and adap-
tive communication in simulated scenarios;

5). Critical Cultural Awareness: Crit-
ically evaluate the concept of “A Z [fi{i”
(when in Rome, do as the Romans do) and
propose strategies for balancing cultural ex-
pectations [11].
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3.3 Teaching procedure

Stepl: Understanding cultural iceberg
(15minutes)

ICC Focus: Attitudes

Activity: Discussion

The three questions are proposed to elicit
learners’ initial attitudes about cultural differ-
ences and arouse their interest in the topic:

Are you open to a cross-cultural mar-
riage? What are potential challenges in it?

What words or images come to mind
when you think of “Chinese parenting” vs.
“Western parenting”?

Teacher compiles stereotypes on the board
(e.g., “tiger moms,” “permissive Western par-
ents”). The students generate answers on the
ground of their prior knowledge and their life
experience. Teacher highlights how stereo-

types hinder intercultural attitudes and intro-
duces the text as a tool to “dig deeper.” [12].

Step 2: Exploring cultural differences (35
minutes)

ICC Focus: Knowledge +Skills of inter-
preting and relating

Activity 1: Guided reading

Students read excerpts highlighting par-
enting/gender role conflicts and underline
phrases depicting parenting/gender norms
and think about the question:

What cultural values drive each side’s ac-
tions?

Activity 2: Cultural comparison task

Students are divided into groups to iden-
tify key cultural differences and complete a
cultural comparison chart:

(possible answer)

Aspect Chinese Perspective Western Perspective Cultural Roots
Grandparent’s |Primary caregiver Occasional helper Filial piety vs.
Role individualism (possible

(possible answer)

answer)

Father’s Duties |Financial provider

(possible answer)

Equal co-parent

(possible answer)

Traditional gender roles

vs. feminism

(possible answer)

Tablel: Cultural Comparison Chart

Teacher summarizes how norms reflect
societal priorities (e.g., collectivism vs. indi-
vidualism, filial piety vs. autonomy, gendered
division of labor). Students build knowledge
of cultural systems and relational skills by
mapping behaviors to values [13, p 127].

Step 3: Bridging cultural gaps (40 min-
utes)

ICC Focus: Skills of discovery/interac-
tion + Critical cultural awareness

Activity 1: Role-play

Students act out different roles to nego-
tiate a parenting plan that respects both cul-
tures. The roles include: Canadian mother
(advocates for shared duties); Chinese hus-
band (resists diaper-changing, citing “men’s

142

work™); Mother-in-law (insists on taking
over her son’s responsibilities).

After role-play, peers give feedback by
answering the two questions:

Did the interaction show respect?

How well did they interpret cultural dif-
ferences?

Activity 2: Debate

Students are divided into two groups to
debate over the saying “\ Z Bi{&” (when in
Rome, do as the Romans do). The views held
by two sides are as follow:

The pro - side view. Parents should fully
adopt the host culture’s norms.

The con - side view: Families should blend
both cultures to create a new hybrid identity.
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Groups present arguments using exam-
ples from the text and personal/observed ex-
periences.

Step 4: Post-lesson reflection

To cultivate students’ metacognitive
awareness and empower them to apply
knowledge in real-world contexts, students
are required to answer the following ques-
tions and finish the homework after the class.

Activity 1: Reflection Worksheet

Students answer the following questions
on the worksheet.

What cultural assumptions did you hold
before this lesson? How have they changed?

What strategies could you use to resolve a
similar intercultural conflict?

Activity 2: Homework

Students are required to write a letter to
the author offering advice based on Byram’s
ICC model [14, p 127].

4. Teaching assessment

Throughout the pedagogical implementa-
tion of this case study, a multi-dimensional as-
sessment framework was systematically em-
ployed: behavioral patterns were documented
through standardized observation checklists,
learners’ self-perceptions were quantified via
structured surveys, qualitative insights were
derived from semi-structured interviews (both
individual and focus groups), and written
competence was evaluated using rubrics for
essay assessments. This comprehensive ap-
proach generated triangulated evidence to val-
idate instructional effectiveness.

ICC Dimension Key outcomes Evidence

Attitude 85% of students demonstrated Students used phrases in their
increased openness by actively reflection like “I realized
engaging in role-plays and my initial stereotypes about
acknowledging cultural biases Chinese parenting were
during reflections. oversimplified.” and “I learned

to respect the mother-in-law’s
perspective even if [ didn’t
agree.”

Knowledge 82.4% of students accurately Students highlighted key
identified three or more cultural  |contrasts in their role play,
differences in parenting norms such as “Chinese grandparents
through textual analysis. prioritize collectivism by being

primary caregivers, while
Western parents emphasize
individualism and equal co-
parenting.”

Skills of Interpreting/ |86.2% of students effectively Students related the mother-in-

Relating linked cultural conflicts in the law’s function to collectivist
text to broader intercultural principles and recognized how
communication challenges. gender expectations represent

cultural norms and values.
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Skills of Discovery/

Interaction

78.8% of students actively
utilized discovery and interaction
strategies during role-plays

and debates, including asking

clarifying questions

Students provided in the
interview saying “The role-
plays helped me understand
how cultural values shape
real-life conflicts. I never
realized how hard it could be to
negotiate parenting roles across
cultures until I acted as the

Canadian mom!”

Critical Cultural

Awareness

practices.

83% of students proposed
nuanced strategies in debates,
such as blending traditions or

advocating for hybrid parenting

Students argued for “a balanced
approach where parents respect
cultural norms but also adapt

to the host culture when
necessary,” demonstrating

critical thinking and cultural

sensitivity.

Table 2: Evaluation Outcomes of ICC Components

5. Conclusion

This study demonstrates the practical via-
bility of Byram’s ICC model in

cultivating intercultural communicative
competence within EFL classrooms.

Using a structured case-based approach,
the incorporation of Byram’s five compo-
nents—attitudes, knowledge, skills of inter-
pretation and relation, discovery and inter-
action abilities, and critical cultural aware-
ness—demonstrated effectiveness in foster-
ing cross-cultural understanding and enhanc-
ing language learning [15].

The research underscores the importance
of explicit cultural objectives in EFL curric-
ula and offers actionable strategies for edu-
cators to balance linguistic and intercultural

goals. By transforming theoretical frame-
works into lesson-specific activities—such
as role-plays, reflective debates, and cultural
comparison tasks—the study addresses the
persistent disconnect between ICC theory
and classroom practices. However, the re-
liance on a single case study and textbook
limits generalizability, suggesting the need
for further exploration in diverse education-
al settings. Future research could investigate
longitudinal impacts or adapt the model for
digital learning environments. [16, p 85].
Ultimately, this instructional design contrib-
utes to the growing discourse on culturally
responsive pedagogy, empowering learners
to navigate global interactions with empathy
and critical awareness.
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