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ABSTRACT 

Name : Mira Anova 

NIM : 220203136 

Faculty : Education and Teacher Training 

Thesis Title : Learning Beyond Languages: The Role of Cross-Cultural 

Understanding Courses and Lecturers’ Intercultural Experiences in Fostering Open-

Mindedness among EFL Students 

Supervisor : Faishal Zakaria, S.Pd.I., M.A., Ph.D 

Keywords : Cross-Cultural Understanding, Lecturers’ Intercultural 

Experiences, Open-Mindedness 

This study investigated how the Cross-Cultural Understanding (CCU) course 

and lecturers’ intercultural experiences fostered open-mindedness among EFL students 

at a state Islamic university in Aceh. A qualitative phenomenological design was 

employed through semi-structured interviews with seven students (P1-P7), analyzed 

using Braun and Clarke’s reflexive thematic analysis and interpreted through Byram’s 

ICC model and Bhabha’s Third Space framework. Nine answers were found. The CCU 

course fostered open-mindedness across Byram’s (1997, 2021) savoir comprendre, 

savoir être, and savoir apprendre/faire, while lecturers’ intercultural experiences 

functioned as a separate, trusted way of learning through someone else’s experience, in 

one case directly changing a participant’s earlier stereotype. The two sources worked 

jointly, a relationship that became clearer through Bhabha’s Third Space framework as 

applied by Zakaria (2025), concluding that lecturers’ intercultural experiences 

functioned as an active pedagogical resource rather than illustrative background.  
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CHAPTER I 

INTRODUCTION 

A. Background of the Study  

In Indonesia, English language education departments do not only teach 

language skills but also emphasize understanding cultural diversity as an essential 

component of the curriculum (Abduh & Rosmaladewi, 2018; Maulana, 2020). This 

broader approach recognizes that effective language education must integrate cultural 

awareness to prepare students for real-world communication. Language learning 

extends beyond linguistic dimensions: It also includes an understanding of the culture 

and worldview of its speakers, which comes from social interactions and cultural 

contexts (Kramsch, 1993; Byram, 1997, 2021; Liddicoat & Scarino, 2013). As a result, 

language acquisition is closely tied to understanding differences in values, customs, 

and perspectives. These differences shape how individuals communicate across diverse 

social settings. This viewpoint matches the idea of learning beyond language, which 

argues that language education involves fostering cultural awareness and appreciation 

for diversity. 

In many departments of English language education, including the one where 

this study took place, this integrated approach is explicitly addressed through the Cross-

Cultural Understanding (CCU) course, which is offered as a required subject. The 

course employs discussions, reflective activities, and case-based analyses to enable 

students to examine how cultural backgrounds influence communication, interaction, 

and interpretation (Feliani et al., 2023; Musaldin, 2025; Maulana, 2020), such as 

sharing personal cultural narratives and reflecting on real-life intercultural conflicts to 
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build empathy and reduce biases. Recent reviews further highlight its role in promoting 

critical reflection on cultural differences in Indonesian EFL settings (Musaldin, 2025; 

Maulana, 2020). 

The curriculum encourages students to critically explore cultural differences 

and reduce misunderstandings among speakers from diverse linguistic backgrounds 

(Abduh & Rosmaladewi, 2018), and it also helps students develop a non-judgmental 

stance toward cultural variations. These aspects help students approach cultural 

diversity with greater sensitivity and reflection. In addition, the curriculum lays a 

strong foundation for enhancing students’ awareness and openness to diversity, 

particularly through immersion experiences that boost cross-cultural skills and 

language proficiency (Feliani et al., 2023). Nevertheless, cross-cultural learning within 

the department extends beyond the formal content of the CCU course. Many lecturers 

possess academic or professional experience abroad, and their encounters with diverse 

cultural environments are frequently shared during classroom discussions, even in 

courses not directly focused on cultural studies. These narratives serve as authentic 

learning resources, letting students see cultural awareness applied in real-world 

contexts (Rahmani Doqaruni, 2023). 

In sharing these experiences, lecturers take on a role that can be understood 

through intercultural mediation: teachers of language have been described as 

intercultural mediators, using classroom interactions to help learners engage with 

culturally embedded meanings (Kohler, 2015). Research on the extended contact 

hypothesis shows that simply hearing about someone else's positive experience with 

another culture can make a person more open toward that culture, even without 
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experiencing it firsthand (Wright et al., 1997). A lecturer sharing a personal experience 

with students works in a similar way: students do not go through the experience 

themselves, but hearing it may still help shape their openness toward other cultures. 

Classroom interactions involving personal narratives, reflective questions, and 

respectful attitude modeling play a crucial role in reducing ethnocentric judgments and 

fostering cross-cultural understanding (Fang et al., 2024). In practice, lecturers often 

use their personal experiences to model open-mindedness, showing students how such 

openness plays out when navigating unfamiliar cultural norms in communication. 

Open-mindedness, the attitudinal outcome such practices aim to cultivate, is 

defined as curiosity and openness, along with a readiness to suspend disbelief about 

other cultures and belief about one's own (Byram, 1997), and it is essential for 

prospective English teachers (Carvajal & Duarte Medina, 2020). In a multicultural 

nation like Indonesia, where future educators encounter students from diverse ethnic 

and religious backgrounds, open-mindedness is not only an asset but a professional 

necessity. Narratives shared by lecturers are known to serve an intercultural function, 

raising students' awareness of the differences between their own culture and the target 

culture (Rahmani Doqaruni, 2023).  

Despite the presence of the CCU course and lecturers’ intercultural experiences, 

students appear to internalize open-mindedness to varying extents. Several gaps remain 

in the existing literature, particularly around the affective dimension of CCU learning 

(Musaldin, 2025), the role of lecturers’ experiences as active pedagogical resources 

rather than background context (Fang et al., 2024), and the combined influence of both 

elements from the learners’ own perspective. Chapter II discusses these gaps in greater 
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depth. Addressing them, the present study investigated how the CCU course and 

lecturers’ intercultural experiences jointly shape students’ open-mindedness in the 

Department of English Language Education. 

B. Research Questions 

1. How do students experience the Cross-Cultural Understanding (CCU) course 

in developing open-mindedness?    

2. How do students perceive and interpret lecturers’ intercultural experiences as 

part of their learning process?  

3. How do the CCU course and lecturers’ intercultural narratives jointly shape 

students’ open-mindedness in English language education? 

 C. Objectives of the Study 

1. To explore how students’ lived experiences of the Cross-Cultural 

Understanding (CCU) course relate to the development of open-mindedness.    

2. To examine how students perceive and interpret lecturers’ intercultural 

experiences as part of their learning process.  

3. To analyze how the CCU course and lecturers’ intercultural narratives jointly 

shape students’ open-mindedness in English language education.  

D. Significance of the Study 

This study offers practical and theoretical contributions to the following 

stakeholders: 
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1. English Language Education Students 

To increase their understanding of how the CCU course and lecturers’ 

intercultural experiences foster open-mindedness, enabling them to become 

more culturally responsive educators. 

2. Lecturers 

To provide evidence-based insights on intentionally integrating personal 

intercultural experiences into teaching practices, enhancing students’ open-

mindedness and intercultural competence. 

3. Department of English Language Education 

To inform curriculum enhancement, such as integrating reflective modules or 

lecturer-sharing sessions, to strengthen intercultural learning in Indonesia’s 

diverse language education context. 

 E. Terminologies 

To ensure clarity and consistency throughout this study, the following key terms 

are defined as follows: 

1. Cross-Cultural Understanding (CCU) Course 

A required course in the Department of English Language Education that 

examines how cultural background shapes communication and helps prevent 

misunderstanding among English language learners (Maulana, 2020). The 

course employs discussions, lecturer explanations, and individual or group 

assignments to develop students’ intercultural awareness and competence 

(Eliawati, 2019). 
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2. Lecturers’ Intercultural Experiences 

 Personal academic experiences in diverse cultural environments abroad, which 

they draw on and share in the classroom as part of their teaching practice 

(Kaowiwattanakul, 2016).  

3. Open-Mindedness 

Curiosity and openness, along with a readiness to suspend disbelief about other 

cultures and belief about one’s own (Byram, 1997). 

4. Intercultural Competence 

The ability to communicate effectively and appropriately with people from 

different cultural backgrounds, involving attitudes, knowledge, skills of 

interpreting and relating, skills of discovery and interaction, and critical cultural 

awareness (Byram, 1997). 

5. Learning Beyond Language 

An approach to language education that moves beyond linguistic forms to 

include learners’ understanding of cultural values, worldviews, and identities 

embedded in communication (Kramsch, 1993; Liddicoat & Scarino, 2013).   
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CHAPTER II 

LITERATURE REVIEW 

A. Fostering Open-Mindedness Through The Cross-Cultural Understanding 

Course and Lecturers’ Intercultural Experiences 

This chapter presents the theoretical foundation relevant to this study. It 

begins with an explanation of the concept of open-mindedness, including its 

dimensions and its relevance within English Language Education. Next, the 

discussion turns to the Cross-Cultural Understanding (CCU) course, covering 

its teaching and learning practices as well as the challenges students commonly 

face. The chapter then examines lecturers' intercultural experiences as another 

potential source of open-mindedness. To connect these discussions, the chapter 

also outlines the theoretical framework underlying the study. The chapter closes 

with a review of previous studies to situate this research within existing 

literature, and the identification of the research gap that it aims to address. 

1. The Concept of Open-Mindedness  

Byram’s (1997) model of Intercultural Communicative Competence 

(ICC) places open-mindedness under its attitudinal component (savoir être): 

curiosity, openness, and a readiness to relativize one’s own cultural values while 

temporarily suspending disbelief about others (Bennett, 2004). Being open-

minded here does not mean treating every viewpoint as equally valid. It means 

holding off judgment long enough to understand a cultural practice on its own 

terms before returning to one’s own perspective. 
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This disposition matters in language education because it supports 

authentic intercultural communication (Wang et al., 2022) and is associated 

with a higher tolerance for cultural ambiguity (Dewaele & Botes, 2020). For 

pre-service English teachers, it plays an especially practical role: it builds the 

sensitivity to interpret students’ culturally shaped behavior fairly, rather than 

judging it through their own cultural lens, such as misinterpreting a direct or 

expressive communication style as rudeness when it is simply a cultural norm 

(Gudykunst, 2004). This same sensitivity helps future teachers adapt their 

instructional strategies to diverse learner needs (Maulana, 2020), preparing 

them to act as mediators of cultural understanding rather than just transmitters 

of linguistic knowledge (Kohler, 2015). 

Within Byram’s framework, open-mindedness lets learners move from 

simply tolerating cultural differences to genuinely understanding and reflecting 

on them. This grows through repeated exposure to intercultural input, whether 

through the CCU course or lecturers’ own intercultural experiences. How this 

growth works, through Byram’s attitudinal pillars and Bhabha’s Third Space, is 

explained further in the Theoretical Foundation section of this chapter. 

2. The Cross-Cultural Understanding (CCU) Course 

The Cross-Cultural Understanding (CCU) course is a required subject 

in the Department of English Language Education curriculum at most 

Indonesian universities. It is designed to introduce students to key cultural 

concepts, intercultural value differences, and the ways in which culture shapes 

communication patterns and meaning interpretation (Maulana, 2020). Unlike 
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traditional culture courses that focus primarily on factual knowledge about 

English-speaking countries, CCU adopts a reflective and comparative approach 

that encourages students to examine global cultures alongside their own cultural 

background, positioning their culture as one among many rather than a 

universal norm (Byram, 2021). 

The general objectives of the CCU course include raising awareness of 

global and local cultural diversity, understanding how culture influences 

communication styles and social behavior, identifying sources of intercultural 

misunderstanding, reducing stereotypes, increasing empathy, and strengthening 

students’ intercultural competence.  

a. Teaching and Learning Practices in CCU 

Classroom practices in CCU often incorporate active learning 

strategies to help students engage critically with cultural concepts (Pratama, 

2017). One common technique involves critical incident exercises, short 

stories about people from different cultures experiencing a moment of 

confusion or miscommunication. Students then answer guiding questions 

that help them consider different possible interpretations of the incident 

(Snow, 2015). These exercises are complemented by open class discussions 

in which students compare the cases to their own experiences and identify 

the cultural assumptions behind each interaction. 

Students also complete reflective writing tasks that connect 

theoretical concepts to personal experience, helping them identify biases or 

assumptions that may have previously gone unnoticed, a practice shown to 
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support intercultural awareness among pre-service language teachers more 

broadly (Moloney & Oguro, 2015). Lecturers often connect these concepts 

to Indonesia's cultural diversity, reflecting a broader tendency among 

Indonesian EFL educators to relate culture teaching to the nation's ethnic 

and linguistic diversity (Munandar & Newton, 2021). Discussions 

emphasize how communication norms, values, and expectations may differ 

across communities, encouraging students to recognize that cultural 

variation exists not only internationally but also within their own country. 

Through these practices, students build the open-mindedness described in 

the preceding section, the curiosity, openness, and readiness to suspend 

judgment central to Byram’s savoir être. 

b. CCU as Preparation for International Mobility 

The CCU course also prepares students who plan to participate in 

international mobility programmes, such as student exchanges, IISMA, 

short courses, or postgraduate studies abroad. A solid understanding of 

cultural values, communication differences, and adaptation strategies has 

been shown to reduce culture shock and support smoother intercultural 

adjustment in host countries (Cubillos & Ilvento, 2012; Jackson & Oguro, 

2018). 

c. Challenges in CCU Learning 

Challenges in CCU learning generally do not arise from lecturers’ 

instructional competence but from students’ initially low levels of cultural 

self-awareness. Many students have not yet recognized that everyday 
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behaviors, such as greeting rituals, addressing elders, eye contact patterns, 

and norms around interruption, are culturally shaped rather than universal. 

When confronted with unfamiliar norms, students often experience 

confusion, resistance, or defensiveness. 

However, this resistance can become a valuable entry point for 

building open-mindedness. Through scaffolded reflection, supportive 

discussion environments, and gradual exposure to diverse cultural 

perspectives, lecturers can transform students’ initial discomfort into 

productive opportunities for growth in open-mindedness. 

3. Lecturers’ Intercultural Experiences 

The lecturers’ intercultural experiences function as a highly authentic 

and powerful complement to the formal content of the CCU course. In language 

teacher education, it is common practice for institutions to send lecturers for 

study, training, or professional development abroad, and many lecturers 

subsequently draw on these international experiences in their teaching (Zhang 

& Wang, 2022). They frequently integrate these experiences into various 

courses. Their firsthand exposure to diverse cultural contexts provides students 

with real-world perspectives that are difficult to obtain from textbooks alone. 

These narratives function as mediated intercultural learning (Fang et al., 

2024), enabling students to engage with cultural concepts through credible, 

emotionally resonant narratives rather than abstract or hypothetical examples. 

Lecturers commonly describe experiences involving communication 

misunderstandings, misinterpretations of everyday social norms, and 



12 
 

 
 

adaptation to unfamiliar academic and social expectations while studying or 

working abroad (Fang et al., 2024). Such narratives present cultural concepts in 

concrete, relatable forms that deepen students’ understanding of intercultural 

dynamics. 

As lecturers recount moments of confusion, discomfort, or 

transformation, students are encouraged to examine taken-for-granted cultural 

assumptions, tolerate ambiguity when faced with unfamiliar norms, and 

practice non-judgmental responses in intercultural communication. These 

learning processes directly support the development of savoir comprendre, 

savoir être, and savoir apprendre/faire. 

In short, lecturers’ intercultural experiences turn theoretical knowledge 

into something vivid and memorable, which accelerates the development of 

open-mindedness among English Education students. Their intercultural 

backgrounds end up complementing the CCU course’s structured curriculum, 

bridging the gap between theory and practice. 

Exposure to these authentic intercultural narratives has also been shown 

to foster empathy, reduce ethnocentrism, and stimulate self-reflection among 

students (Rahmani Doqaruni, 2023). In this sense, lecturer narratives serve as a 

pedagogical bridge between theoretical instruction and the lived realities of 

intercultural communication, complementing the structured content of the CCU 

course with credible, emotionally resonant examples of how cultural 

understanding develops in practice. 
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4. Theoretical Foundation 

a. Third Space 

Third Space is a concept that explains how two different things, such 

as formal knowledge and personal experience, can meet and produce new 

understanding, instead of simply being combined side by side (Bhabha, 

1994). Rather than being treated as separate, these two sources continually 

complement and reinforce each other in the learning process. 

This concept has been applied to English lecturers in Indonesia, 

where an online learning community became a space in which formal 

knowledge and real work experience met and formed new understanding 

(Zakaria, 2025). In this study, the CCU classroom is viewed in a similar 

way: course material and lecturers' intercultural experiences do not stand on 

their own, but work together to shape students' understanding. For this 

reason, Third Space is used as the lens to answer the third research question, 

namely how the CCU course and lecturers' intercultural experiences 

together shape students' open-mindedness.  

b. Intercultural Communicative Competence (ICC) 

In Byram’s (1997, 2021) model of Intercultural Communicative 

Competence (ICC), open-mindedness forms a main element of the attitudes 

component (savoir être). Byram identifies three attitudinal pillars that 

language learners must develop: curiosity, openness, and a willingness to 

suspend disbelief about other cultures as well as unexamined beliefs about 

one’s own. These attitudes lay the foundation for progression to other ICC 
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components, such as interpreting and relating cultural meanings (savoir 

comprendre) and engaging in culturally appropriate interaction (savoir 

apprendre/faire). Without sufficient open-mindedness, learners may 

struggle to advance meaningfully through these subsequent dimensions. 

The significance of open-mindedness becomes even clearer when 

viewed through Bennett’s (1993, 2004) Developmental Model of 

Intercultural Sensitivity (DMIS), which outlines six stages of intercultural 

growth. The first three stages, namely Denial, Defense, and Minimization, 

represent ethnocentric orientations. The latter three stages, which include 

Acceptance, Adaptation, and Integration, reflect ethnorelative orientations. 

Open-mindedness serves as the psychological “gateway” that enables 

learners to move from Minimization, where cultural differences are 

downplayed, to Acceptance, where they are recognized as valid and 

meaningful. EFL students who engage with authentic cultural narratives 

through CCU courses or lecturers’ intercultural experiences demonstrate 

movement from Minimization to Acceptance. 

In the Indonesian context, similar developmental patterns are 

evident. Research on Indonesian EFL teachers shows that greater open-

mindedness supports stronger abilities to respond to cultural diversity and 

incidents of stereotyping through ethnorelative reasoning (Munandar & 

Newton, 2021). These findings highlight that open-mindedness supports 

attitudinal readiness as much as practical pedagogical competence in 

culturally diverse classrooms. 
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Recent expansions of Byram’s framework extend ICC toward the 

concept of intercultural citizenship, which emphasizes ethical engagement, 

civic responsibility, and the ability to act across cultural boundaries (Porto 

et al., 2018). In this broader view, open-mindedness enables learners to 

navigate issues shaped by cultural plurality critically and constructively, 

which is increasingly relevant in Indonesia’s diverse educational landscape. 

Therefore, open-mindedness should be understood as more than just a 

supporting attitude. For students in the Department of English Education, it 

is an essential prerequisite for achieving functional intercultural 

competence, as evidenced in their interpretation of cultural meanings, 

interactions with diverse learners, and design of inclusive classroom 

practices. 

These theoretical perspectives provide the conceptual basis for 

examining students’ open-mindedness in the English Education Department 

at UIN Ar-Raniry in the present study. 

5. Review of Previous Studies 

Previous studies provide valuable insight into how intercultural learning 

develops within language education contexts. Research on the Cross-Cultural 

Understanding (CCU) course consistently shows that CCU effectively 

enhances students’ cultural awareness, broadens their understanding of cultural 

diversity, and reduces stereotypical thinking among learners (Feliani et al., 

2023; Maulana, 2020). Other studies highlight the important role of lecturers’ 

intercultural experiences in shaping students’ attitudes and perspectives. 
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Exposure to lecturers’ intercultural experiences has been shown to deepen 

students’understanding of cultural norms and to strengthen their responsiveness 

during intercultural encounters. 

Several empirical works further emphasize the benefits of authentic 

cultural narratives. Such narratives have been found to promote open-

mindedness by encouraging learners to critically reflect on unfamiliar cultural 

practices and reconsider their initial assumptions. These studies also show that 

authentic narratives significantly enhance students’ cognitive flexibility and 

their willingness to evaluate cultural differences with greater empathy and 

nuance (McConachy, 2022). Taken together, these findings suggest that CCU 

courses, lecturers’ intercultural experiences, and authentic narratives contribute 

in complementary ways to students’ development of intercultural learning and 

attitudes. 

6. Research Gap 

Despite these contributions, several gaps remain in the existing body of 

literature. While studies acknowledge that international/intercultural 

experiences shape both cognitive and affective development among educators 

(Kaowiwattanakul, 2016), open-mindedness specifically has rarely been 

examined as a primary outcome in its own right. Although lecturers’ 

intercultural experiences are acknowledged as valuable in shaping EFL 

pedagogy (Zulferdi & Husna, 2022; Huang et al., 2023), most studies treat these 

experiences as background characteristics rather than active pedagogical 

resources that directly shape students’ affective development. How lecturers 
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intentionally draw on their experiences to foster open-mindedness remains 

underexplored (Rahmani Doqaruni, 2023; Fang et al., 2024). Furthermore, no 

previous work has investigated the combined influence of CCU instruction and 

lecturers’ intercultural experiences, even though these two elements often 

appear at the same time in language education programmes. Students’ 

perspectives on how they experience and interpret these learning processes are 

also rarely explored in depth, leaving an incomplete understanding of 

intercultural learning from the learner’s standpoint. Finally, open-mindedness 

is rarely treated as a primary variable; it is typically embedded only as a small 

component within the attitudinal dimension of ICC (Dewaele & Botes, 2020). 

Addressing these gaps, the present study examined how both CCU 

instruction and lecturers’ intercultural experiences jointly foster students’ open-

mindedness in the Department of English Language Education. By focusing on 

this affective dimension, the study offer a perspective rarely explored in the 

previous research. 



18 
 

CHAPTER III 

METHODOLOGY 

A. Research Design 

This study employed a qualitative phenomenological approach to deeply 

explore and understand the lived experiences, perceptions, and meanings that English 

Education students attach to the development of open-mindedness. Specifically, it 

investigates how this trait is fostered through the Cross-Cultural Understanding (CCU) 

course and their lecturers’ intercultural experiences (Creswell & Poth, 2018). 

    The phenomenological approach specifically aims to explore the essence of 

participants’ lived experiences by examining how they interpret and make sense of the 

phenomena under investigation (Moustakas, 1994). Through this approach, the study 

aimed to capture the essence and shared meanings of students’ experiences in 

developing open-mindedness. Particularly how they subjectively perceive, feel, and 

interpret the contributions of formal CCU instruction and informal lecturers’ 

intercultural experiences in fostering their willingness to consider alternative cultural 

perspectives without immediate judgment. This included revealing the interpretive, 

attitudinal, and behavioral shifts in their openness to cultural diversity as future 

English educators. 

   In this study, phenomenology enabled the researcher to examine how students 

personally experience and understand the development of their open-mindedness as 

influenced by CCU instruction and lecturers’ intercultural experiences. This approach 

is particularly appropriate given the study’s focus on subjective perceptions, affective 
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attitudes, and the personal meaning students derive from their intercultural learning 

experiences. 

B. Research Participants 

The population of this study consisted of students from the Department of 

English Language Education (PBI) at UIN Ar-Raniry, Banda Aceh, from the 2023 batch 

who had completed the Cross-Cultural Understanding (CCU) course. 

Participants were recruited in two ways. Four participants were already known 

to the researcher, two from taking the same CCU class together, and two from other 

courses. The researcher contacted them individually via WhatsApp, explained the 

research criteria, and confirmed their willingness to participate. The remaining three 

participants were recommended by other participants who were from the same batch. 

The researcher then met them in person, explained the research topic and objectives, 

and invited them to take part. Once they agreed, further details about the research 

procedure were shared through WhatsApp. 

The participants of this study were seven students from the PBI Department at 

UIN Ar-Raniry. This sample size follows phenomenological research principles, which 

prioritize richness over breadth (Creswell & Poth, 2018), allowing for an in-depth 

exploration of each participant's lived experiences while providing sufficient diversity 

to identify meaningful patterns. To ensure the richness and relevance of the data, a 

purposive sampling technique was employed (Creswell & Poth, 2018). Participants 

were selected based on the following two criteria: 
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1. Had completed the Cross-Cultural Understanding (CCU) course. 

2. Had been taught by lecturers who shared their personal intercultural 

experiences gained abroad during classroom sessions. 

These criteria were set to guarantee that all participants could provide relevant 

data to answer the three primary research questions investigated in this study. The 

demographic profile of the participants is presented in Table 3.1. 

Table 3.1 Participants’ Demographic Information 

No Major Gender Initial 

1 Department of English 

Language Education 

Female P1 

2 Department of English 

Language Education 

Male P2 

3 Department of English 

Language Education 

Male P3 

4 Department of English 

Language Education 

Female P4 

5 Department of English 

Language Education 

Female P5 

6 Department of English 

Language Education 

Female P6 

7 Department of English 

Language Education 

Male P7 

 

C. Method of Data Collection 

In qualitative research, data are commonly collected through document 

analysis, observation, and interviews. Creswell and Poth (2018) explain that 

interviews can be carried out face-to-face, by telephone, or in groups, usually 

employing open-ended or semi-structured questions to explore participants' views in 

depth. Following this approach, the researcher utilized semi-structured, face to face 

interview, with each session during 30 to 45 minutes. These interview were conducted 
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in person within a quiet, comfortable setting to ensure participants felt at ease sharing 

their experiences openly. 

To prepare for this process, the researcher developed an interview guide 

containing ten open-ended questions alongside informed consent forms. Before any 

data were obtained, the study's purpose was fully explained to the seven selected PBI 

students. Their written informed consent was then secured, ensuring they understood 

that participation was entirely voluntary. With the participants' explicit permission, 

each interview session was audio-recorded and later transcribed into raw transcripts. 

Since the interviews were conducted in a mix of Indonesian and English, the 

transcripts were subsequently translated into English to facilitate the coding and 

analysis process. 

D. Method of Data Analysis 

The data were analyzed using reflexive thematic analysis (Braun & Clarke, 

2019). The researcher first read through the transcripts several times to become 

familiar with the data, then gave initial codes to statements related to the CCU course, 

lecturers' intercultural experiences, and students' open-mindedness. These codes were 

grouped based on shared patterns to find candidate themes. The themes were reviewed 

and refined along the way, an early draft of eight themes was later revised into the final 

set of nine as clearer patterns emerged, before each theme was given a clear name and 

written up in the findings. 

The themes were then interpreted using Byram's Intercultural Communicative 

Competence (ICC) to explain how participants' open-mindedness developed, while 

Bhabha's Third Space helped explain how the CCU course and lecturers' intercultural 
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experiences worked together, addressing the third research question. To support the 

trustworthiness of the analysis, the findings were shared with participants for 

verification, and each stage of the coding and analysis process was documented so it 

could be reviewed later. 
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CHAPTER IV 

FINDINGS AND DISCUSSIONS 

This chapter presents the findings of this study, which explored how the Cross-

Cultural Understanding (CCU) course and lecturers’ intercultural experiences fostered 

open-mindedness among EFL students. The findings were derived from a reflexive 

thematic analysis of semi-structured interviews with seven participants (P1-P7), 

interpreted through Byram’s Intercultural Communicative Competence (ICC) model, 

particularly the savoir components relevant to open-mindedness. Nine themes emerged 

from the data, each supported by illustrative quotations drawn directly from the 

interview transcripts. 

A.  Research Findings 

Table 4.1 Overview of Themes 

No Theme RQ Focus 

1 
Conceptual Knowledge from 

CCU as an Interpretive Lens 
RQ1 

Using CCU concepts to make sense of 

cultural differences 

2 

Suspending Judgment: A Shift 

Toward Understanding Before 

Judging 

RQ1 
Learning to understand before judging 

unfamiliar practices 

3 
Cultural Relativism: Recognizing 

“Different” Instead of “Wrong” 
RQ1 

Seeing cultural differences as different, not 

wrong 

4 
Emotional Regulation: From 

Reactive to Calm and Curious 
RQ1 

Reacting to cultural differences with more 

calm and curiosity 

5 
Behavioral Change in Cross-

Cultural Interaction 
RQ1 

Preparing for and adjusting behavior in 

intercultural encounters 

6 

Authenticity of Lecturers’ 

Intercultural Experiences as a 

Bridge 

RQ2 
Lecturers’ intercultural experiences making 

abstract concepts feel real and believable 

7 
Translating Open-Mindedness 

into Future Teaching Practice 
RQ3 

Applying open-mindedness to future 

teaching 

8 
CCU and Lecturers’ Intercultural 

Experiences as Complementary 
RQ3 

CCU and lecturers’ intercultural 

experiences working together as two direct 

sources of open-mindedness 
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9 

Limits and Tensions: Critical 

Reflections and Counter-

Examples 

RQ3 
Critical reflections that complicate a simple 

success story 

 

1. Conceptual Knowledge from CCU as an Interpretive Lens 

This section focuses on how participants perceived the conceptual knowledge 

introduced in the CCU course as a framework for understanding cultural differences. 

Through concepts such as stereotypes, culture shock, individualism, collectivism, and 

power distance, participants gained knowledge that helped them understand cultural 

practices that at first seemed unfamiliar. Rather than treating these concepts as abstract 

theory, participants used them to interpret real encounters and to reconsider 

assumptions they had previously taken for granted. 

P1 recounted an experience that reflects the concept of power distance, 

although she did not use that term herself, when she reinterpreted a moment of 

confusion: 

“So I wondered, is that already normal for them or what? I thought maybe they 

just treat everyone the same. But then I thought again, maybe in their 

environment it is like how people abroad do it, not using bang or kak. Their 

culture just does not have that kind of address.” 

P1 explained that her early confusion, seeing someone address an older person 

by first name instead of using kinship terms like bang or kak, cleared up once she 

applied CCU’s concept of cultural variation in social address, even though she never 

named the concept herself. P4 ran into a similar address-norm moment involving a 

lecturer’s intercultural experience, echoing the same interpretation independently. In 
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both cases, conceptual knowledge worked as an interpretive lens, turning confusion 

into a reasoned explanation for something unfamiliar. 

A similar pattern of applying conceptual knowledge was expressed by P2 in 

relation to individualism and collectivism: 

“there are some countries that have an individualistic culture, where their 

culture is more personal, more individual... As for collectivistic, they are more 

communal.” 

P2 explained that distinguishing between individualistic and collectivistic 

cultures gave him a framework for anticipating differences before he even encountered 

them. The vocabulary from CCU gave participants categories to organize and predict 

cultural variation, rather than only reacting to it after the fact. 

P5 further illustrated how conceptual knowledge reshaped her prior reliance on 

stereotypes: 

“During the class, I learned that every culture has its own values, perspectives, 

habits, and ways of communicating... So the class helped me realize that we 

cannot just judge if we do not understand or do not yet know the culture behind 

that place.” 

P5 explained that before taking CCU, she often judged other cultures based on 

stereotypes she picked up from social media. Learning that every culture has its own 

coherent system of values and communication styles let her replace that habit with a 

more informed, culture-specific view. Conceptual knowledge, then, did more than 

explain unfamiliar behavior: it pushed out the less accurate, stereotype-based 

judgments she used to rely on. 
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Across these three cases, conceptual knowledge did real work: it gave 

participants a lens for reading unfamiliar situations, a way to anticipate difference 

before meeting it, and a tool for replacing stereotype with a more grounded 

understanding of culture. 

2. Suspending Judgment: A Shift Toward Understanding Before Judging 

Building on the interpretive lens described above, this section focuses on how 

participants described becoming more willing to understand cultural differences before 

making judgments. After taking the CCU course, participants reported that they no 

longer immediately saw unfamiliar practices as strange or inappropriate. Instead, they 

started pausing to consider the cultural background behind something before drawing 

any conclusions. 

P1 described this shift directly: 

“I try harder to understand first before judging someone.” 

P1 explained that after taking CCU, she made a conscious effort to understand 

a person’s background before judging their behavior, pointing to the direct “kau-kau” 

address style used by people from Medan as an example of a regional norm rather than 

a sign of rudeness. This marks a deliberate shift away from snap judgment toward 

reflective understanding. 

P4 elaborated on the reasoning behind this shift: 

“Now when I encounter opinions or behaviors that differ from what I am used to, I 

do not immediately judge, but instead try to understand the reason why they think 

or act that way.” 
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P4 emphasized that her response to unfamiliar opinions or behaviors changed 

from immediate evaluation to an active search for underlying reasons, adding that she 

had also become calmer and less easily offended when encountering cultural 

differences. This shows that suspending judgment took real effort: it meant actively 

looking for an explanation, not just tolerating the difference passively. 

P6 described a similar reflective process when encountering unfamiliar 

behavior: 

“not immediately judging, but understanding more, oh maybe that is just their 

culture.” 

P6 described a specific moment in Medan when a young child greeted her with 

“hi,” only for the child’s mother to tell the child not to be too friendly, an incident P6 

initially found a little offensive. After sharing the incident with a friend, she arrived at 

a reframed understanding of the encounter: instead of reacting negatively to unfamiliar 

behavior, she reminded herself that the behavior might simply reflect a different 

cultural background. This shows that attributing behavior to cultural difference, rather 

than personal fault, served as a strategy for suspending judgment in the moment, one 

that in this case followed a real and initially uncomfortable encounter rather than only 

classroom learning. 

Across these experiences, participants became more willing to suspend 

immediate judgment when encountering cultural differences. Rather than relying only 

on their own cultural assumptions, they increasingly paused to consider that behaviors 

and practices might be shaped by different cultural backgrounds and experiences. 
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3. Cultural Relativism: Recognizing “Different” Instead of “Wrong” 

Closely related to this growing willingness to suspend judgment, this section 

looks at how participants came to see cultural differences as variations in practice rather 

than as right or wrong in themselves. After taking the CCU course, participants reported 

becoming more aware that each culture operates by its own internal logic, which 

encouraged them to reframe unfamiliar practices as different, not worse. 

P1 expressed this reframing clearly: 

“What feels abnormal to us is completely normal to others.” 

P1 explained that a practice that initially struck her as strange, seen through a 

western movie, was in fact entirely ordinary within its own cultural context. This 

indicates a shift away from judging other cultures by her own culture’s standard, toward 

recognizing that what counts as normal differs from one culture to another. 

P4 articulated a similar relativistic stance: 

“there is actually no right or wrong, it depends on each culture.” 

P4 explained that after comparing norms of politeness across cultures, she 

concluded that no single culture’s standard could be treated as universally correct. This 

reflects that cultural relativism was not limited to a single example but had become a 

generalized principle she applied across situations. 

P5 extended this relativistic view to communication style: 

“in some cultures, being direct can sometimes be seen as rude by others, even 

though for that person it is just their normal culture.” 

P5 explained that a direct manner of speaking, which might be judged as rude 

in one cultural frame, is simply an unmarked norm within another. This shows that 
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participants extended cultural relativism beyond visible customs to more subtle 

dimensions such as communication style. 

P3 offered a further example of this relativistic reframing, describing how a 

regional stereotype about loud speech was reinterpreted once its cultural background 

was understood: 

“It does not mean seeing differences as something wrong, but respecting them 

and trying to respond and get along well.” 

P3 explained that people from certain coastal Acehnese regions tend to speak 

loudly, a trait he had initially found irritating. Once he learned this was simply a product 

of their environment rather than a personal flaw, he came to engage with the difference 

respectfully instead of distancing himself from it. 

These patterns show that participants came to see cultural differences as 

different, coherent ways of doing things, not as mistakes measured against one correct 

standard. This shift showed up across many areas, from everyday behavior to styles of 

communication. 

4. Emotional Regulation: From Reactive to Calm and Curious 

Alongside this shift in how participants judged cultural differences, this section 

focuses on how participants described changes in their emotional responses toward 

cultural differences after taking the CCU course. Rather than reacting with shock, 

discomfort, or irritation, participants reported becoming calmer and more curious when 

encountering unfamiliar cultural practices. 
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P2 described this emotional shift: 

“Emotionally, maybe we become calmer when we meet people from different 

backgrounds. And perhaps our communication style with them can also be adjusted 

accordingly.” 

P2 explained that learning about individualistic and collectivistic cultures 

helped him approach unfamiliar people with more calmness and curiosity instead of 

unease, and that this shift also led him to adjust his communication style depending on 

who he was talking to. Here, emotional regulation was linked to the conceptual 

understanding from Theme 1: knowledge and emotion seemed to develop together, not 

separately. 

P4 reported a comparable change in emotional response: 

“Emotionally, I have become calmer and am not easily offended when I see cultural 

differences.” 

P4 explained that she no longer felt easily offended by behaviors unlike her 

own cultural habits. She gave an example of a direct communication style she once saw 

as impolite but came to see as a cultural norm rather than personal rudeness, after 

recalling her lecturer’s explanation. Her emotional regulation, then, was grounded in a 

concrete way of reinterpreting what she saw, not just a general calmness. 

P5 further elaborated on the reorientation from negative reaction toward 

curiosity: 

“Emotionally, I have become calmer, more curious rather than having to react 

negatively.” 
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P5 explained that before taking CCU, she would easily feel strange or 

uncomfortable seeing behavior unlike her own, often wondering why the other person 

acted that way. After the course, her usual response to unfamiliar behavior shifted from 

discomfort to active curiosity. Emotional regulation, then, was not just about 

suppressing negative feelings, but about replacing them with curiosity. 

Overall, participants described a consistent emotional shift: initial unease or 

irritation gave way to calmness and curiosity as they grew more familiar with 

unfamiliar cultural practices. This shift was closely tied to the conceptual knowledge 

and suspended judgment described in earlier themes. 

5. Behavioral Change in Cross-Cultural Interaction 

Following the interpretive and emotional shifts described in Themes 1 through 

4, this section focuses on how participants described changes in the ways they 

approached and responded to cross-cultural interactions after taking the CCU course. 

Alongside these changes in knowledge, perspective, and emotion, participants also 

reported becoming more prepared to engage with cultural differences and more willing 

to adjust their behavior during actual intercultural encounters. This theme has two sub-

themes: preparedness before encounters and real-time corrective action during 

encounters. 

a. Preparedness and Anticipatory Adaptation Before Cross-Cultural 

Encounters 

Several participants explained that the CCU course encouraged them to prepare 

themselves mentally before interacting with people from different cultural 
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backgrounds, rather than assuming others would behave according to Indonesian 

norms. 

P1 described this kind of preparation: 

“Now I would look things up first. Like if I want to go to Japan, what are 

Japanese people like? What is their culture like? What are the taboos there? Be more 

careful. Be more prepared.” 

P1 explained that before going abroad, she would now research the culture and 

taboos of her destination rather than relying solely on financial planning as she had 

done previously. This shows that preparedness extended from a purely practical 

concern into a genuinely intercultural one. 

P2 connected this preparedness directly to conceptual knowledge: 

“Knowing that can help us be more careful when we are in someone else’s 

place, and also make it easier to adapt because we already understand how they are.” 

P2 explained that knowing whether a culture was individualistic or 

collectivistic in advance made adaptation easier once he was actually in that 

environment. This indicates that anticipatory knowledge functioned as a form of 

preparation that reduced the difficulty of later adaptation. 

P6 acknowledged that this kind of adjustment could nonetheless be demanding: 

“if it is like that, we would have to adjust. And that is hard. Especially for an 

extroverted person.” 

P6 explained that adjusting to a culture where strangers do not greet or 

acknowledge one another, unlike the Indonesian habit of smiling or making eye contact 

even with people they do not know, would be particularly difficult for someone with 
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an extroverted personality. This highlights that while participants recognized the need 

to prepare and adjust, this preparedness was not always experienced as effortless, but 

rather as a conscious adjustment against their own natural tendencies. 

These participants became more prepared for future cross-cultural encounters, 

increasingly recognizing the importance of anticipating differences and adjusting 

expectations, even when such adjustment required deliberate effort. 

b. Real-Time Corrective Action During Encounters 

Participants also described behavioral changes that occurred during actual 

intercultural interactions. In situations involving potential misunderstanding or 

inappropriate reactions to difference, participants reported catching themselves and 

adjusting their behavior in the moment, or taking active steps to repair a 

misunderstanding. 

P7 recounted a specific moment of self-correction during an interaction with a 

fellow Acehnese speaker with a strong regional accent: 

“when he spoke his accent was very thick Acehnese. When I heard it, I still 

laughed a little, but then I quickly became aware that I should not be doing that... I 

calmed them down, reminding them that we are all Acehnese ourselves.” 

P7 explained that although his initial reaction was to laugh, he quickly 

recognized this as inappropriate and moved to stop his friends from continuing to laugh, 

reminding them of their shared regional identity. This shows that real-time corrective 

action involved not only regulating one’s own reaction but also actively stepping in to 

correct the behavior of others. 
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P5 described a comparable instance of corrective action following an accidental 

offense in an online interaction: 

“Sorry if my words made you feel offended. I apologize if this is just how my 

culture is here.” 

P5 explained that after her direct, unfiltered way of speaking, something she 

described as a natural personal trait, was perceived as rude by another person online, 

she felt guilty about the misunderstanding and immediately apologized, explaining her 

cultural background as the source of her manner of speaking. This indicates that real-

time corrective action also took the form of an active kind of repair, in which 

participants explicitly named cultural difference as a way of restoring mutual 

understanding. 

Considered together, these examples show that participants did not only prepare 

for cross-cultural encounters in advance but also actively corrected their behavior, or 

the behavior of those around them, during live intercultural interactions. This reflects 

a more advanced, in-the-moment form of open-mindedness than preparedness alone. 

6. Authenticity of Lecturers’ Intercultural Experiences as a Bridge Between 

Theory and Practice 

In addition to these behavioral changes, this section focuses on how participants 

perceived lecturers’ intercultural experiences as an important complement to the 

conceptual material taught in the CCU course. Participants explained that hearing 

lecturers’ intercultural experiences made abstract cultural concepts feel concrete and 

believable because they came from a source they trusted and could relate to directly. 
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P1 explained the emotional weight carried by these authentic intercultural 

experiences: 

“It feels like we are right there. Even though it is our lecturers’ experience, it feels 

real because it is genuinely from their lives.” 

P1 explained that although the experience belonged to her lecturer rather than 

to herself, such as her lecturer’s intercultural experience of walking home alone at night 

abroad and being followed by drunk strangers, which led P1 to draw her own lesson 

about avoiding solo outings at night, hearing it recounted directly made the cultural 

differences described feel real rather than abstract. This indicates that authenticity was 

tied specifically to the personal, first-hand nature of the experience. 

P2 recounted a specific instance in which a lecturer’s firsthand experience 

directly challenged a stereotype: 

“The stereotype was that people in the US are more fierce. But when the lecturer 

was there, they once got lost, and thankfully someone guided them back to their 

apartment. Even though the lecturer had been too afraid to ask anyone for help, 

because they thought the stereotype could even put them in danger. It turned out not to 

be the case.” 

P2 explained that hearing about a lecturer’s experience abroad, such as an 

instance in which the lecturer, despite believing the stereotype that people in the US 

were unfriendly, ended up being helped by a stranger after getting lost, felt more real 

than passively watching similar content as an audience, because the intercultural 

experience came from someone he knew personally. This reflects the fact that 

authenticity was strengthened by the existing relationship between student and lecturer, 
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which lent additional credibility to the experience and helped directly challenge a 

stereotype. 

P5 further contrasted the authenticity of lecturers’ intercultural experiences with 

impersonal written sources: 

“It felt like an authentic story because it came directly from the lecturers... not like 

reading a storybook where we do not know who the author is.” 

P5 explained that unlike an anonymous storybook, a lecturer’s intercultural 

experience carried the credibility of a known and identifiable source, and that hearing 

these intercultural experiences also helped her realize that experiencing culture shock 

was a normal part of adapting to a new environment, not a sign of personal failure. This 

shows that participants judged authenticity by whether they could identify and trust the 

person recounting the experience, not merely by its content. 

Together, these three experiences indicate that lecturers’ authentic intercultural 

experiences functioned as a bridge between theory and practice in the CCU course, 

with their personal experiences helping participants move beyond conceptual 

understanding by providing concrete, credible, and emotionally resonant examples of 

how cultural differences are actually experienced. 

7. Translating Open-Mindedness into Future Teaching Practice 

Building on this sense of authenticity, this section focuses on how participants 

perceived the relevance of open-mindedness to their future roles as English teachers. 

Participants explained that the knowledge and insights gained from the CCU course 

encouraged them to think concretely about how they would treat culturally diverse 

students in their future classrooms. 
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P2 framed this translation in terms of avoiding a fixed mindset as a teacher: 

“So if we are not open-minded, we end up being a fixed-mindset teacher... you have 

to embrace everyone.” 

P2 explained that failing to remain open-minded would risk turning a teacher 

into someone rigid and unaccepting of difference, and that a sense of solidarity with 

students from different backgrounds was part of what a good teacher must embrace. 

This indicates that open-mindedness was understood by P2 not simply as a personal 

trait but as a professional obligation. 

P4 expressed a similar hope for her future teaching: 

“I want to become a teacher who is more open, who appreciates differences, and 

who can make students feel comfortable without being afraid of being judged 

because of their culture.” 

P4 explained that she specifically wanted her students to feel free from the fear 

of being judged for their cultural background. This indicates that P4 translated her own 

experience of learning to suspend judgment (Theme 2) into a concrete pedagogical goal 

for her future students. 

P5 described a comparable vision for her future classroom: 

“I want my classroom to be a place where students feel accepted, feel welcomed 

with their different cultures... let them express their own culture without any 

racism.” 

P5 explained that she imagined her future classroom as a space where students, 

who would naturally differ not only in culture but also in family background, could 

openly express their cultural identities without fear of racism. This shows that 
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participants extended open-mindedness beyond personal attitude into an explicit 

standard for the kind of learning environment they intended to create. 

These reflections reveal that participants viewed open-mindedness as directly 

relevant to their future teaching practice. The knowledge, emotional regulation, and 

behavioral adjustments described in the preceding themes were consistently reframed 

by participants as resources they intended to draw upon when teaching culturally 

diverse students. 

8. CCU and Lecturers’ Intercultural Experiences as Complementary Sources of 

Open-Mindedness 

Beyond how lecturers’ intercultural experiences made conceptual material feel 

concrete, several participants went further and explicitly described the CCU course and 

lecturers’ intercultural experiences as two sources that worked together to directly 

produce their open-mindedness, rather than one merely reinforcing the other. 

P1 described this combination as functioning like theory paired with direct 

practice: 

“So the CCU course and the lecturers’ stories complement each other in making 

me more open-minded. It is really like theory combined with direct practice, the right 

combination. If we only learn the theory, we would not have any real picture of it, like 

learning math with formulas but no practice problems.” 

P1 explained that the conceptual material from CCU alone would have 

remained abstract, and that it was specifically the pairing with lecturers’ intercultural 

experiences that made the course’s impact on her open-mindedness feel complete and 

applicable. 
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P2 described a similar combination, framed as a sequential process: 

“I feel that the CCU course and the lecturers’ stories together have greatly 

expanded my thinking toward cultural diversity. The CCU course is more 

theoretical... but the stories from the lecturers are more concrete examples... First 

we get the theory from CCU, and then we get the real-world context from the 

lecturers... it truly made me more open-minded.” 

P2 explained that receiving the conceptual framework first, then encountering 

it again through a lecturer’s intercultural experience, produced a stronger and more 

lasting impression than either source would have on its own. 

P5 offered a similar description, pointing to both the ideas and the feelings 

involved: 

“The CCU gave me a theoretical understanding... the stories helped me 

understand the concepts about culture and communication. And the personal stories 

made me emotionally connect with those concepts. So together they helped me become 

more open-minded and more accepting toward cultural diversity.” 

P5 explained that the course supplied the conceptual understanding while the 

lecturer’s intercultural experience supplied an emotional entry point into that same 

understanding, and that it was the combination of both registers, not either alone, that 

she credited for her growing open-mindedness. 

Taken together, these three experiences indicate that participants did not 

experience the CCU course and lecturers’ intercultural experiences as separate or 

merely sequential inputs, but as two complementary sources whose combination they 

credited directly with fostering their open-mindedness. 
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9. Limits and Tensions: Critical Reflections and Counter-Examples 

In addition to these positive developments, this section focuses on participants’ 

critical reflections that complicated a straightforward reading of the CCU course 

producing open-mindedness. These reflections raised different kinds of concerns: some 

participants questioned the accuracy of the cultural concepts themselves, others pointed 

to a risk built into the teaching method, and others questioned how much of their own 

open-mindedness could really be credited to the course at all. Combined, these three 

angles of critique highlight that the development of open-mindedness was shaped by 

multiple factors beyond the course alone. 

P3 questioned the accuracy of applying cultural generalizations the same way 

to every individual: 

“I personally do not quite agree, because every person has their own introvert 

and extrovert tendencies... many actually prefer to be individual even though they live 

in Indonesia.” 

P3 explained that although Indonesia is often characterized as a collectivistic 

society, many individuals within it are personally more individualistic in personality. 

This indicates a critical awareness that cultural-level generalizations, such as the 

individualism-collectivism framework discussed in Theme 1, do not necessarily predict 

the behavior of every individual within that culture. 

A second, different concern involved the teaching method itself, specifically the 

use of lecturers’ personal intercultural experiences. P6 raised a concern that reflecting 

too closely on such experiences could foster negative rather than open-minded 
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thinking, questioning what the appeal of a place would be if the people living there 

were not welcoming to outsiders: 

“If we say it is a cool city, what is the point of going there if their attitude turns 

out to be like that?” 

P6 explained that her lecturer’s intercultural experience about Japanese 

commuters ignoring a foreigner who asked for directions (Theme 6) complicated her 

positive image of Japan as a disciplined, admirable country, leading her to question the 

appeal of visiting a place whose people might not be welcoming to outsiders. She noted, 

however, that her lecturer had qualified this impression by explaining that such 

indifference was mostly confined to large cities, and that people in smaller towns had 

in fact been considerably more welcoming. This indicates that lecturers’ intercultural 

experiences, while generally described as a source of authentic learning (Theme 6), 

could also carry a risk of reinforcing negative impressions if not carefully framed and 

contextualized. 

A third line of critique questioned how much of participants’ open-mindedness 

could actually be credited to the CCU course itself, as opposed to factors that existed 

independently of it. P6 reflected that her personality already inclined her not to judge 

others quickly, even before taking CCU: 

“It just feels normal to me... my personality is already kind of like, how do I say 

it, not the type to judge anyway.” 

P6 explained that responding to difference this way already felt normal to her 

before she encountered the course material, indicating that the course may have 



42 
 

 
 

reinforced and articulated a pre-existing disposition rather than creating an entirely new 

one, and complicating a simple cause-and-effect reading of the course’s influence. 

“I also once met Sundanese people during community service, they were kind 

of too expressive... their gestures were too free in expressing themselves... we felt a bit 

embarrassed watching it.” 

P6 also recounted meeting Sundanese colleagues during community service, 

describing their expressiveness as excessive and admitting she felt a little embarrassed 

watching them. Unlike the Medan incident described in Theme 2, this reaction was not 

revisited or reframed within the interview. The implications of this contrast are taken 

up further in the Discussion. 

A related but distinct concern was raised by P7, who reflected that his open-

minded stance already existed prior to CCU and was strengthened, rather than created, 

by the course and its lecturers’ intercultural experiences: 

“Actually, from the beginning, I was already not really fond of judging people 

directly. But with CCU and these lecturers’ stories, it strengthened my stance on that 

even more.” 

P7 explained that his tendency to withhold judgment predated the course, and 

that CCU and lecturers’ intercultural experiences served to strengthen an existing 

stance rather than instill a new one. He added that this strengthened disposition 

remained somewhat untested in practice, since his day-to-day interactions were largely 

confined to people from broadly similar cultural backgrounds, meaning he had not yet 

encountered the kind of situation that would fully put it to the test. Together, P6’s and 

P7’s reflections show that conceptual learning from CCU alone may not fully explain 
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participants’ open-mindedness. Pre-existing disposition and the extent of real 

intercultural contact both make it harder to draw a simple cause-and-effect conclusion 

about the course’s influence. 

These three angles of critique, questioning the cultural concepts themselves, 

questioning the teaching method, and questioning how much of the change could be 

credited to the course, together indicate that participants’ experiences of becoming 

more open-minded were not all the same, and the CCU course alone could not fully 

explain them. While the course clearly contributed to participants’ conceptual 

understanding, emotional regulation, and behavioral adjustment, pre-existing personal 

dispositions, the extent of participants’ direct intercultural exposure, and their own 

critical engagement with the material also shaped how, and how much, open-

mindedness developed. 

B. Discussion 

The discussion below relates the findings to the study's three research questions 

and the theoretical framework from Chapter II. The nine themes are not treated as 

separate findings, but as groups that connect to different parts of the research questions. 

Themes 1 through 5 mainly answer the first research question. Together they 

show how students experienced the CCU course as a place to develop open-

mindedness, moving through three stages of Byram's (1997) framework: interpreting 

cultural meaning (savoir comprendre), suspending judgment (savoir être), and applying 

this in real interaction (savoir apprendre/faire). Theme 6 answers the second research 

question, showing how students made sense of lecturers' intercultural experiences. 

Themes 7, 8, and 9 answer the third research question: Theme 8 shows most directly 
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how the CCU course and lecturers' experiences worked together to shape open-

mindedness, Theme 7 shows how this carried into students' future teaching plans, and 

Theme 9 shows the limits of this picture. 

The discussion follows this same order: first the interpretive and attitudinal 

shifts, then the behavioral changes, then how the course and lecturers' experiences 

worked together, and finally the critical reflections that qualify the study's findings. 

1. Savoir Comprendre: Interpreting and Relativizing 

Themes 1 and 3 are the first of three stages that together answer the first 

research question. They show one interpretive process, not two separate ones: 

participants first learn to interpret an unfamiliar practice, and this understanding then 

grows into a stable, non-judgmental way of seeing cultural differences in general. Each 

stage matches a specific point in Byram’s (1997) model of Intercultural 

Communicative Competence. When P1 reinterpreted an address-term encounter 

through the idea of power distance, she did more than notice a cultural difference: she 

replaced one explanation (rudeness) with another (a way of marking hierarchy in 

language). This is exactly what Byram’s savoir comprendre asks for: not just being 

exposed to something unfamiliar, but actively using an interpretive tool to move past a 

first, stereotype-based reading. P4 described a similar situation on her own, in a 

completely different context, suggesting this was not a one-time reaction but a habit of 

thinking she could apply elsewhere. 

The cultural relativism seen in Theme 3 is a further step. Where Theme 2 shows 

participants holding back judgment, Theme 3 shows judgment being replaced by a 

stable, alternative way of seeing things. This is a deeper form of savoir comprendre: 
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participants moved from interpreting a single unfamiliar practice to treating relativism 

as a general way of thinking. P1, P4, and P5 all came to see unfamiliar practices as 

“different” rather than “wrong,” showing this shift toward treating cultural differences 

as simply different, not wrong. P5 went even further and applied the same thinking to 

directness in communication, something the CCU course never directly taught, 

suggesting the shift was not limited only to the examples participants learned in class. 

2. Savoir Être: Suspending Judgment and Regulating Emotion 

Participants' growing willingness to suspend judgment (Theme 2) is closely 

connected to this interpretive skill, and this study treats it as the core of open-

mindedness: being ready to hold back quick judgment while still trying to understand. 

P4’s shift from judging right away to actively looking for the reason behind a behavior 

shows that suspending judgment took real, active effort, not just automatic tolerance. 

P6’s experience makes this effort visible: she felt offended when a mother in Medan 

discouraged her child from being friendly toward her, but only reinterpreted the 

incident later, while retelling it to a friend. This is what Byram (1997) calls savoir être: 

a deliberate willingness to set aside disbelief about an unfamiliar norm, rather than a 

general attitude of tolerance. The reframing did not happen right away; it only came 

out once P6 put the incident into words for someone else. This suggests suspended 

judgment is something practiced in real moments, not just something learned in theory. 

Theme 4 covers a side of this process that the interpretive stages above do not 

explain on their own. Participants described moving from surprise or discomfort 

toward calmness and curiosity (P2, P4, P5), showing that open-mindedness also came 

with an emotional cost that had to be managed, not just something to understand 
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intellectually. P2 connected his growing calmness directly to his understanding of 

individualism and collectivism, suggesting that this emotional shift did not happen on 

its own, but was made possible by the interpretive work in Theme 1: once he had an 

explanation for the unfamiliar behavior, the discomfort had somewhere to go. P5’s shift 

from discomfort to curiosity goes even further, suggesting she was not just holding 

back a negative reaction but actively replacing it with curiosity, a pattern similar to the 

emotional adjustment multilingual individuals report when facing unfamiliar cultural 

environments (Dewaele & Botes, 2020). 

3. Savoir Apprendre/Faire: Behavioral Readiness 

Theme 5 is the third and final stage that completes the answer to the first 

research question. It matches Byram’s (1997) savoir apprendre/faire: the ability to put 

knowledge, attitudes, and skills into actual practice. The preparedness participants 

described (sub-theme 5a), such as P1’s shift toward researching cultural norms before 

traveling and P2’s use of prior knowledge to make adapting easier, shows behavioral 

change that was grounded in the interpretive learning described in Theme 1. P6’s 

admission that this kind of adjustment could be effortful, especially for an extroverted 

person, adds a useful point: unlike simply recognizing something, behavioral openness 

required ongoing personal effort rather than a one-time adjustment. 

The real-time corrective action described in sub-theme 5b is a more advanced 

form of this same behavior. P7’s stepping in to stop his friends from laughing at a strong 

regional accent, and P5’s quick apology after her direct communication style was 

misread as rude, both show an in-the-moment application of intercultural competence, 

beyond simply being prepared in advance. These examples suggest that behavioral 
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open-mindedness in this study went beyond avoiding one’s own mistakes, to actively 

correcting the reactions of others too, a more socially engaged form of savoir 

apprendre/faire than what most existing literature, with its focus on individual self-

regulation, would suggest. 

Together, these three stages, interpreting cultural meaning, suspending 

judgment and managing emotion, and applying this in real behavior, make up this 

study's answer to the first research question. 

4. Pedagogical Bridge: Authenticity, Joint Influence, and Future Practice 

Theme 6 addresses the second research question directly, showing how 

lecturers’ personal intercultural experiences functioned as what Kohler (2015) and 

Rahmani Doqaruni (2023) describe as mediated intercultural learning. Participants 

consistently distinguished lecturers’ intercultural experiences from other sources of 

cultural input, such as films or storybooks, because the source was someone they knew 

and trusted. This is consistent with Wright et al.’s (1997) extended contact hypothesis: 

hearing about an intercultural experience from a trusted source can shift attitudes even 

without direct, first-hand contact. P2’s description of a stereotype being directly 

challenged by his lecturer’s story shows this mediating effect in practice. Lecturers’ 

intercultural experiences, then, did not just illustrate concepts already taught. They 

actively changed what participants had assumed before. 

Theme 8 answers the third research question most directly. Here, participants 

credit the CCU course and their lecturers’ intercultural experiences together, not one 

supporting the other, with producing their open-mindedness. While Theme 6 shows the 

two sources working as a bridge to understand cultural concepts, Theme 8 shows 
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participants crediting both sources with shaping their open-mindedness itself. P1 

described the pairing as theory combined with direct practice. P2 described learning 

the CCU framework first, then meeting the same idea again through his lecturer’s story. 

Neither participant saw the two sources as repeating each other. Instead, each source 

added something the other could not provide on its own. P5 went further, describing 

the pairing as working on both a cognitive and an emotional level at once. In short, the 

two sources worked together, and neither one alone could have produced the same 

result. 

Theme 7 shows this same joint influence carrying forward into participants’ 

plans for their own future teaching. P4’s wish to protect her future students from the 

fear of being judged echoes her own experience of learning to suspend judgment in 

Theme 2. P5’s vision of a classroom free from racism extends the cultural relativism 

from Theme 3 into a concrete teaching goal. This fits Maulana’s (2020) point that open-

mindedness in EFL teacher education matters most when it shows up in planned 

classroom practice, not just as a personal attitude. 

This pattern, where neither the course content nor the lecturers’ stories alone 

explain participants’ open-mindedness, fits Zakaria’s (2025) use of Bhabha’s (1994) 

Third Space with Indonesian English teacher educators. In that study, an online 

professional community became a hybrid space where formal training and real 

professional experience were worked out together, producing something neither could 

produce alone. The CCU classroom in Themes 6 through 8 worked the same way: 

course content was not just something students received. It was constantly shaped 

alongside lecturers’ personal stories. For participants like P1, P2, and P5, the two 
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sources were not separate steps but fed into each other, exactly the kind of shared 

meaning-making Zakaria (2025) describes in a Third Space. In other words, the CCU 

classroom worked well not because the theory or the lecturers’ stories were strong on 

their own, but because the classroom held both together and let them shape each other. 

5. Critical Reflections: The Limits of a Straightforward Reading 

Theme 9 plays a distinct role in this discussion, as it directly complicates the 

joint influence claimed in Themes 7 and 8 and addressed in the third research question. 

Three lines of critique emerged: questioning the accuracy of cultural generalizations 

(P3), questioning the teaching method itself (P6), and questioning how much change 

could be credited to the course at all (P6 and P7). Together, these critiques reflect this 

study’s identified research gap: existing literature tends to treat lecturers’ intercultural 

experiences as background context rather than as an active, sometimes uncertain, 

pedagogical resource. 

P3 questioned whether the individualism-collectivism framework could really 

apply the same way to every individual within a culture (Theme 1). This shows an 

awareness that culture-level ideas do not always predict how one specific person will 

behave, something models built on these frameworks often overlook. P6 raised a 

different concern: lecturers’ intercultural experiences, if taken too much at face value, 

could actually push students toward negative rather than open-minded thinking. This 

points to a limit in the mostly positive picture of narrative mediation from Theme 6: 

how well these stories work may depend on how they are framed, not just on the 

storytelling itself. 
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Most importantly, P6 and P7 both said their open-mindedness existed well 

before they took the CCU course. This fits Musaldin’s (2025) point that CCU 

instruction in Indonesia still faces real challenges, including students starting from very 

different places and instructors sometimes holding a fixed view of culture. These 

challenges make it hard to credit the course alone for students’ intercultural attitudes. 

Even P6’s own openness was not fully consistent: she described her Sundanese 

colleagues as overly expressive and admitted feeling embarrassed watching them, 

without applying the same reframing she used for the Medan incident in Theme 2. This 

suggests that even a disposition participants saw as already there did not show up the 

same way in every situation. P7 added another point: his own disposition had barely 

been tested, since he had limited direct exposure to very different cultural groups. This 

suggests that self-reported open-mindedness may be an attitude someone holds 

internally without it yet being tested in practice. This distinction lines up with how this 

study separates savoir comprendre, savoir être, and savoir apprendre/faire in Themes 1 

through 5. 

This tension, between open-mindedness participants developed on their own 

and the institutional world they will eventually enter, connects to Zakaria’s (2025) 

study of Indonesian English teacher educators dealing with strict institutional pressures 

and top-down policies, such as government targets for international publication. In that 

study, participants used an online community as a space to push back against these 

outside standards. Participants in this study may face a similar test. The CCU classroom 

offered a relatively safe space to develop open-mindedness, but once participants enter 

workplaces with fixed curricula, hierarchies, and top-down expectations, there may be 
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little room left for the kind of personal, negotiated understanding built in Themes 6 

through 8. P6’s and P7’s own accounts, that their open-mindedness was uneven or 

already partly formed before the course, suggest that this attitude, even if genuinely 

held, is not yet a settled professional skill. It will need to be actively defended and 

reworked against institutional pressure, not simply assumed to carry over into practice. 

This points to what Zakaria (2025) calls professional autonomy: not just holding open-

minded attitudes privately, but being able to act on them, even against the very 

institutions participants will be trained to serve. 

6. Synthesis: Answering the Research Questions 

Taken together, these findings answer the study’s three research questions in a 

layered way. For RQ1, on how students experienced the CCU course in developing 

open-mindedness, the course helped students build this open-mindedness step by step: 

they first learned to interpret unfamiliar cultural practices instead of judging them right 

away (Themes 1 and 3), then grew more willing to hold back judgment and manage 

the discomfort that came with it (Themes 2 and 4), and finally started acting on this 

openness in real situations, both preparing for cultural differences in advance and 

correcting reactions in the moment (Theme 5). These three parts, interpreting, feeling, 

and acting, developed together rather than as separate stages, which fits Byram’s (1997) 

view that intercultural competence works as an integrated whole rather than isolated 

skills. One qualification is needed here: Theme 9 shows that for two participants, P6 

and P7, this picture doesn’t fully hold, since both said their open-mindedness existed 

well before they ever took the course. 



52 
 

 
 

For RQ2, on how students perceived and interpreted lecturers’ intercultural 

experiences, these experiences worked as a distinct, trusted form of learning, separate 

from other cultural input like films or storybooks. Hearing these stories directly from 

someone the students knew and trusted made abstract course concepts feel concrete, 

and in at least one case, directly changed a student’s existing stereotype (Theme 6). 

For RQ3, on how the CCU course and lecturers’ intercultural experiences 

jointly shaped students’ open-mindedness, participants said the two sources worked 

together to produce their open-mindedness (Theme 8), and this joint effect carried into 

how they planned to teach in the future (Theme 7). But Theme 9 complicates this 

picture: participants’ open-mindedness didn’t come from the course and the stories 

alone. It also depended on dispositions they already had before the course, and on how 

critically they engaged with what they were taught, a factor this study hadn’t expected 

going in. This more complete picture answers the research gap from Chapter II directly: 

lecturers’ intercultural experiences are not just background flavor to the course content. 

They are an active part of how students become more open-minded, even though that 

influence is still shaped by things happening outside the classroom. 
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CHAPTER V 

CONCLUSIONS AND SUGGESTIONS 

A. Conclusions 

This study explored how the Cross-Cultural Understanding (CCU) course and 

lecturers’ intercultural experiences fostered open-mindedness among EFL students, 

guided by three research questions. Based on the findings and discussion presented in 

Chapter IV, the following conclusions were drawn. 

In response to the first research question, the CCU course fostered open-

mindedness through three related steps, following Byram’s (1997, 2021) framework. 

Participants first built savoir comprendre, the skill of interpreting cultural meaning, 

moving from applying conceptual knowledge as an interpretive lens to adopting a 

stable relativistic stance toward cultural difference. This interpretive groundwork 

supported a growing willingness to suspend immediate judgment and a shift from 

discomfort toward calmness and curiosity, the attitudinal core of open-mindedness 

itself. This attitude, in turn, was expressed behaviorally, or through savoir 

apprendre/faire, as participants became more prepared for cross-cultural encounters in 

advance and more capable of correcting their own or others’ reactions in the moment. 

This developmental picture required one qualification: for two participants, open-

mindedness appeared to already exist before the CCU course, indicating that the course 

could not be credited as the sole origin of this disposition for all participants. 

In response to the second research question, lecturers’ intercultural experiences 

functioned as a distinct and trusted form of mediated learning that made abstract 

concepts feel real and easier to understand. Participants consistently distinguished these 
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experiences from other sources of cultural input, such as films or storybooks, on the 

basis of authenticity tied to a known, credible source. In at least one instance, a 

lecturer’s intercultural experience directly revised a participant’s prior stereotype, 

demonstrating that these experiences did more than illustrate concepts already taught. 

In response to the third research question, participants directly credited the 

CCU course and lecturers’ intercultural experiences with jointly, rather than separately, 

producing their open-mindedness, describing the two sources as complementary. This 

joint influence extended into participants’ anticipated future teaching practice. 

However, this joint influence should not be read as a clean, linear process. Participants’ 

critical reflections revealed that their open-mindedness also depended on pre-existing 

personal disposition, the extent of their direct intercultural exposure, and their own 

critical engagement with course material. Read through Bhabha’s (1994) Third Space, 

as applied by Zakaria (2025) to Indonesian English teacher educators, the CCU 

classroom functioned as a hybrid space in which formal course content and lecturers’ 

intercultural experiences were continually negotiated together, rather than one simply 

reinforcing the other. This framing carries a further implication beyond the classroom 

itself: if open-mindedness is produced through active negotiation rather than passive 

absorption, then it is unlikely to remain fixed once participants leave the relative safety 

of the CCU course. The same negotiated, hybrid quality that made the classroom 

effective also suggests that this disposition will need to be continually renegotiated as 

participants enter professional environments with their own competing pressures. 

Taken together, this study concludes that lecturers’ intercultural experience 

functions not merely as illustrative background to formal instruction, but as an active 
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pedagogical resource whose influence is connected with factors beyond the classroom, 

including participants’ pre-existing disposition and their capacity to critically evaluate 

what they are taught. This qualified understanding responds directly to the research gap 

identified in Chapter II, which noted a tendency in the existing literature to treat 

lecturers’ intercultural experiences as peripheral rather than as a substantive contributor 

to EFL students’ intercultural development. 

These conclusions should be interpreted carefully. The study involved seven 

participants from a single CCU course cohort at one institution, and the data were 

drawn solely from semi-structured interviews without classroom observation or other 

forms of triangulation, so the findings reflect participants’ self-reported intercultural 

experiences rather than a pattern that has been independently verified or that can be 

generalized beyond this context. Because this was a cross-sectional design, the study 

also cannot directly confirm whether participants’ open-mindedness is sustained once 

they leave the CCU course, a question addressed here only through participants’ own 

anticipations rather than follow-up data. Further research, including classroom 

observation or longitudinal follow-up, would help confirm and extend these findings. 

B. Suggestions 

 Based on the conclusions above, the following suggestions are offered. 

1. CCU Course Lecturers 

 Lecturers are encouraged to continue sharing personal intercultural experiences 

alongside conceptual material, given that participants consistently credited this pairing, 

rather than either source alone, with producing their open-mindedness. At the same 

time, lecturers are advised to frame such experiences carefully. This study found that 
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sharing an intercultural experience without enough context carries some risk of 

reinforcing negative impressions of a culture, as reflected in one participant’s reflection 

on reconsidering her positive image of a country after hearing such an experience. 

Providing balancing context when sharing these experiences may help preserve their 

value for teaching and learning while reducing this risk. 

2. EFL Students and Pre-Service Teachers 

 Students are encouraged to view open-mindedness not only as a personal 

disposition but as a professional competency that must be actively translated into future 

teaching practice, as several participants in this study already intended to do. Students 

are also encouraged to recognize that open-mindedness developed within the relative 

safety of a classroom may be tested once they enter professional environments with 

their own demands and fixed expectations, and that sustaining this disposition in 

practice may require deliberate, ongoing effort rather than being assumed to transfer 

automatically. 

3. The English Language Education Department 

 The department is encouraged to consider structuring CCU and related courses 

to deliberately pair conceptual instruction with opportunities for lecturers to share their 

own intercultural experiences, rather than relying on conceptual instruction alone. 

Curriculum design might also consider providing lecturers with guidance on 

contextualizing personal intercultural experiences, in light of the risk noted above. 

4. Future Researchers 

 Future research is encouraged to examine whether the open-mindedness 

developed within a CCU course is sustained once EFL students enter professional 
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teaching environments, given that this study’s findings suggest such a transition may 

need to be revisited rather than continue automatically. Future research may also further 

investigate the relationship between pre-existing personal disposition and course-

induced change, since the present study’s findings indicate that these two factors are 

not always easy to tell apart in participants’ own self-reports. Finally, future research 

involving a sample with more varied cultural backgrounds may help determine whether 

the risk of lecturers’ intercultural experiences reinforcing negative impressions, 

identified here in a single instance, occurs more broadly. 
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Appendix D 

Informed Consent Form 

Informed Consent Form 

Research Project Title : Learning Beyond Languages: The Role of Cross-Cultural 

Understanding Course and Lecturers’ Intercultural Experiences in Fostering Open-

Mindedness Among EFL Students 

Researcher : Mira Anova 

 

Thank you for agreeing to participate in this research. You are invited because you are 

a student in the Department of English Language Education (PBI) at UIN Ar-Raniry 

Banda Aceh who has successfully completed the Cross-Cultural Understanding (CCU) 

course and has been taught by lecturers who shared their personal intercultural 

experiences during classroom sessions. This research aims to explore how the CCU 

course and lecturers’ intercultural experiences foster open-mindedness among EFL 

students. 

If you agree to participate, you will be involved in a semi-structured face-to-face 

interview. The interview will include ten open-ended questions about your experiences 

in the CCU course, your perceptions of the lecturers’ intercultural narratives, and how 

these have shaped your open-mindedness toward cultural diversity. Each session will 

last approximately 30–45 minutes, and with your permission, the conversation will be 

audio-recorded for accuracy. 

Voluntary Participation 

Your participation in this study is entirely voluntary. You are free to decline to 

participate, refuse to answer any question, or withdraw from the study at any time, 

without penalty, explanation, or any effect on your academic standing. You have the 

right to review, edit, or withdraw your data before it is analyzed. 
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Confidentiality 

All information you provide will be kept confidential. Your name and any identifying 

details will not appear in any publication or report. Throughout the study, you will be 

referred to using a participant code (P1–P7) instead of your real name. Data will be 

stored securely in password-protected files and used only for academic and research 

purposes. 

If you have any questions or concerns about this research, please contact: 

Principal Researcher: 

Mira Anova 

Department of English Language Education, UIN Ar-Raniry Banda Aceh 

Email: 220203136@student.ar-raniry.ac.id 

Statement of Consent 

I have read and understood the information provided above. I have had the opportunity 

to ask questions, and all my questions have been answered to my satisfaction. I 

understand that my participation is voluntary and that I am free to withdraw at any time 

without any consequences. By signing below, I voluntarily agree to participate in this 

research. 

Banda Aceh, .............. 2026 

Researcher,     Participant, 

Mira Anova     (...............................) 

NIM. 220203136 
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Appendix E 

Interview Protocol and Questions 

Interview Protocol 

Research Project Title : Learning Beyond Languages: The Role of Cross-Cultural 

Understanding Course and Lecturers’ Intercultural Experiences in Fostering Open-

Mindedness Among EFL Students 

Time of Interview :  

Date :  

Place : UIN Ar-Raniry, Banda Aceh 

Research Investigator : Mira Anova 

Participant :  

Position of Interviewee : Student of English Language Education Department 

 

This research explores how the Cross-Cultural Understanding (CCU) course and 

lecturers’ intercultural experiences contribute to fostering open-mindedness among 

EFL students in the Department of English Language Education at UIN Ar-Raniry 

Banda Aceh. The purpose of this study is to understand how students experience the 

CCU course in developing open-mindedness, how they perceive and interpret their 

lecturers’ intercultural narratives, and how both factors jointly shape their attitudes 

toward cultural diversity. Data will be collected through a semi-structured interview, 

and the conversation will be audio-recorded with the participant’s consent. All data will 

be kept confidential and used only for research purposes. The interview will take 

approximately 30–45 minutes. 

Questions 

1. How would you describe your overall experience taking the CCU course? What was 

it personally like for you as a learner? 
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2. Was there a particular moment or topic in the CCU course that genuinely shifted the 

way you think about people from different cultural backgrounds? Please describe it. 

3. After taking the CCU course, how do you typically respond, emotionally and 

mentally, when you encounter perspectives or behaviors that differ from your own? 

4. In what specific ways has the CCU course changed how you think or behave when 

facing cultural differences in your daily life? 

5. Have any of your lecturers shared personal stories about living or studying in a 

different cultural environment during class? What was that experience like for you as 

a listener? 

6. Was there a specific story shared by a lecturer that left a strong impression on you? 

What made it meaningful, and how did it affect the way you think about cultural 

differences? 

7. Looking back, how do you feel those personal stories from your lecturers have 

shaped the way you understand, feel about, or respond to cultural differences? 

8. Thinking about both the CCU course and your lecturers’ personal stories, in what 

ways do you feel these two experiences have worked together in developing your 

openness toward cultural diversity? 

9. Can you describe a specific situation where you responded differently to cultural 

differences because of what you experienced in the CCU course or through your 

lecturers’ stories? 

10. As a future English teacher, how do you feel these experiences, the CCU course 

and your lecturers’ intercultural stories, have shaped who you are today in terms of 

openness to cultural diversity? 
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Appendix F 

Sample of Interview Transcript 

Interviewer : Mira Anova (MA) 

Participant : P4 

 

MA 
How would you describe your overall experience taking the CCU course? What was it 

personally like for you as a learner? 

P4 

In my opinion, the experience of taking the CCU course was quite enjoyable and also gave 

me a lot of new knowledge. Before studying this course, I only knew a little about cultures 

outside of my own, and sometimes I still thought that everyone had more or less the same 

habits. But after taking the CCU course, I gradually came to understand that every culture 

has its own values, habits, ways of communicating, and ways of thinking. As a learner, I felt 

that this course made me more open to cultural differences. I also became more aware of 

the importance of respecting other people’s cultures, and not immediately judging things 

from just one perspective. In addition, during our lessons we also often discussed examples 

of cultures from various countries, so the learning felt more interesting and not boring. In 

my opinion, the CCU course not only helped me in learning English, but also helped me 

understand how to interact with people from different cultural backgrounds. 

MA 
Was there a particular moment or topic in the CCU course that genuinely shifted the way 

you think about people from different cultural backgrounds? Please describe it. 

P4 

Yes, there was. One of the topics that changed my way of thinking when studying CCU was 

the differences in habits and communication styles across cultures. Before, I often thought 

that what is considered normal in Indonesia would also be considered normal in other 

countries. But after studying this course, I realized that every culture has a different 

perspective on attitudes and behavior. For example, in Indonesia we are usually taught to 

speak politely, not too directly, and to be more mindful of other people’s feelings when 

speaking. But in Western countries, people are more accustomed to speaking directly and 

openly. At first, I felt that way of speaking sounded a bit rude. But after it was explained in 

class, I came to understand that it is simply their communication culture and it does not 

mean they are being impolite. So indirectly, culture also influences the way we speak. 
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MA 
After taking the CCU course, how do you typically respond, emotionally and mentally, 

when you encounter perspectives or behaviors that differ from your own? 

P4 

After taking the CCU course, I feel that the way I see differences has become more open. 

Now when I encounter opinions or behaviors that differ from what I am used to, I do not 

immediately judge, but instead try to understand the reason why they think or act that 

way. Emotionally, I have become calmer and am not easily offended when I see cultural 

differences or different ways of speaking. Mentally, I have also learned more to appreciate 

other people’s points of view, even if they differ from my own. In my opinion, every person 

is raised with a different cultural background, so it is natural that their ways of thinking and 

habits are also different. 

MA 
In what specific ways has the CCU course changed how you think or behave when facing 

cultural differences in your daily life? 

P4 

After studying the CCU course, there are several things that have changed in the way I think 

and behave when facing cultural differences in everyday life. I have become more careful 

in judging others, especially when they have habits or ways of speaking that are different 

from what I am used to seeing. More understanding, not quick to judge. In addition, I also 

try harder to understand other people’s perspectives before drawing conclusions. For 

example, if someone speaks very directly and has different habits, now I do not 

immediately consider it strange or impolite. I try to see that it might be part of their culture, 

from the place where they were raised. In everyday life, I also feel it is easier to appreciate 

differences and be more open when discussing with others. The CCU course made me 

aware that understanding culture is important, especially in learning English and 

communicating with people from different backgrounds. 

MA 
Have any of your lecturers shared personal stories about living or studying in a different 

cultural environment during class? What was that experience like for you as a listener? 

P4 

Yes, one of the most interesting experiences I have ever heard. During CCU, the lecturer 

once talked about their own experience living and interacting with a different culture 

abroad. From that story, I came to better understand that the culture abroad is really very 

different from what I am used to seeing in Aceh. For example, if you are late to class, people 

there usually just walk in quietly without saying excuse me. Because stopping to apologize 

is actually considered disruptive to the class. Whereas here, saying excuse me is considered 



72 
 

 
 

polite. The lecturer also shared about how people address each other, even if the person 

is older. There, they usually just call them by their first name directly, without using terms 

like bang, kak, or sir. In addition, the lecturer also mentioned that asking personal 

questions is considered too private over there. It is not our business, too personal for them, 

and not considered appropriate either. Things that we consider polite in our own culture 

are not necessarily polite in someone else’s country. 

MA 
Was there a specific story shared by a lecturer that left a strong impression on you? What 

made it meaningful, and how did it affect the way you think about cultural differences? 

P4 

One of the most memorable stories for me was when the lecturer explained about 

classroom culture in some other countries. The lecturer said that students who are late 

usually just walk into the class quietly without saying excuse me, because stopping to 

apologize is actually considered disruptive to the class. For me that was quite surprising, 

because we are taught that before entering a class we say excuse me first to be polite. But 

in other countries, that is what actually disturbs the class. What made that story 

meaningful for me was that I came to understand that every culture has its own way of 

showing respect. Before I heard that, I thought the way I normally do things was normal 

everywhere. After hearing the lecturer’s experience, I became more open and aware that 

cultural differences cannot immediately be judged as wrong or strange. 

MA 
Looking back, how do you feel those personal stories from your lecturers have shaped the 

way you understand, feel about, or respond to cultural differences? 

P4 

Yes, in my opinion the stories from the lecturer have quite influenced the way I see cultural 

differences. Before, I sometimes thought that what I normally do would surely be 

considered polite in other places too. But after hearing the lecturer’s experiences, I 

realized that every culture has its own rules and ways. Now when I see someone from a 

different culture doing something that might seem strange to us, I no longer immediately 

judge them, I try to understand first why they are like that. The lecturer’s stories also made 

me more open and more careful when interacting with people from other cultures so as 

not to cause misunderstandings or offend them. So actually, whether something is polite 

or not depends on the culture. What we consider polite, others might not. And what we 

consider impolite, others might see as completely normal. So there is actually no right or 

wrong, it depends on each culture. 
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MA 

Thinking about both the CCU course and your lecturers’ personal stories, in what ways do 

you feel these two experiences have worked together in developing your openness toward 

cultural diversity? 

P4 

In my opinion, the lessons in the CCU class and the personal stories from the lecturer 

together helped me become more open to cultural differences. From the CCU material, I 

learned the theory and explanations about culture, while from the lecturer’s stories, I got 

real examples directly from their own experiences. So I found it easier to understand that 

every culture does indeed have different habits and ways of thinking. From both of those 

things, I have learned not to be quick to judge people from other cultures. Now I try more 

to understand the reasons behind their behavior and to appreciate the differences that 

exist. 

MA 

Can you describe a specific situation where you responded differently to cultural 

differences because of what you experienced in the CCU course or through your lecturers’ 

stories? 

P4 

Yes, I have. Before, when I saw habits from people with a different culture from mine, I 

would sometimes immediately feel that it was strange or be confused. But after studying 

in CCU and hearing stories from the lecturer, the way I see things has changed. For 

example, when I met someone who speaks more directly and does not use much small 

talk, at first I felt they were being a bit impolite. But then I remembered the lecturer’s 

explanation that in some cultures, speaking directly is something normal, which does not 

mean they are angry or not respecting others. So I tried to understand first and not 

immediately judge negatively. From that experience, I feel I have become more open and 

more able to appreciate cultural differences. 

MA 

As a future English teacher, how do you feel these experiences, the CCU course and your 

lecturers’ intercultural stories, have shaped who you are today in terms of openness to 

cultural diversity? 

P4 

As a future English teacher, I feel that the experience from the CCU class and the lecturer’s 

stories have quite shaped the way I think now. I have become more open to cultural 

differences and more aware that every person has different habits, ways of speaking, and 

ways of thinking. From that experience I have also learned not to be quick to judge people 

just because their culture is different from mine. I think that is very important for an English 
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teacher, because in the future we will definitely be learning and interacting with many 

people from different backgrounds. So I want to become a teacher who is more open, who 

appreciates differences, and who can make students feel comfortable without being afraid 

of being judged because of their culture. 
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