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Abstract 
 

This research evaluates the 2019 American Bosnian Collaboration (ABC) Project 
participants’ use of literature-based activities in an informal language and culture curriculum to 
promote intercultural communicative competence (ICC) among students (aged 9-17) in 
Bosnia-Herzegovina. Using a multi-method and Action Research approach, researchers within 
the service-learning project found that children’s and young adults’ literature is an effective 
teaching tool for increasing students’ ICC competencies in the attitudes and skills domains, with 
indeterminate results in the knowledge domain. Our research also indicates that (1) 
literature-based  activities are most effective when designed to allow students to connect lessons 
to their personal lives and (2) literature is an effective pedagogical tool for building students’ 
personal connections to others across lines of cultural and social differences. When coupled with 
filmmaking and dramatization modules, literature-based activities enable students to develop and 
apply their ICC skills. 

Keywords: Intercultural communicative competence, literature, cross-cultural teaching, Bosnia 
& Herzegovina 

Introduction and Research Question 

The American-Bosnian Collaboration Project (Project) is an international service learning 
and research project promoting Intercultural Communicative Competence (ICC) among Bosnian 
children who participate in its free four-week long informal educational learning experience. The 
activities are co-taught by American and Bosnian university students using project-based, 
interactive, intercultural and student-based learning approaches. In 2019, the Project 
incorporated literature-based activities as a tool for promoting ICC among participants. Using an 
Action Research approach, the research team utilized four different research tools to collect 
qualitative and quantitative data on the efficacy of literature-based activities to develop 
participants’ ICC. This research both describes our findings, providing a statistical analysis of 
survey results and an in-depth qualitative analysis of co-teacher observations of student behavior, 
and suggests the implications for further research into teaching of ICC in informal educational 
settings. 

Project Background 

The Project began in 1998, when a group of Bosnian university students attended a 
conference on Bosnia’s post-war challenges at the College of William & Mary. Discussion 
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during the conference provided the foundation for a working relationship between William & 
Mary and Bosnian students. Upon return to Bosnia and Herzegovina, one of the Bosnian students 
formalized a partnership in Zenica between the NGO Sezam and William & Mary students to 
teach English and non-violent communication to youth directly affected by the war. 

In 2010, the Bosnia Project moved to Sarajevo and was renamed the American Bosnian 
Collaboration Project. In Sarajevo, the Project formed a partnership with the local NGO 
Creativus. With Creativus’ training, William & Mary students and University of Sarajevo 
students studying English Teaching volunteer as co-teachers to run a four-week learning 
experience emphasizing student-centered approaches to language and ICC through four modules: 
non-violent communication, diversity, culture, and the environment. In 2010, the Project 
introduced a filmmaking component, wherein a student filmmaker guides classes in film 
production. Filming is an innovative pedagogical tool for promoting ICC, particularly in the 
skills domain (Evans et al., 2018). 

In 2019, the Project incorporated children’s literature into the curriculum to help promote 
ICC acquisition. Each class chose a book that focused on a specific module and incorporated it in 
the classroom in three ways: (1) reading the book aloud and engaging students in related 
activities and discussion, (2) creating a film adaptation of the book, and (3) performing a skit 
related to the book.  During the learning experience’s first week, each class read their book and 1

participated in a number related activities, including making predictions, answering discussion 
questions, and exploring the book’s cultural background. Classes then adapted the books’ stories 
for a short film. Some classes opted to follow the plot of the books closely, while others created 
story adaptations. Students worked on their films in the second and third weeks of the project, 
transitioning midway through the third week to creating a live action dramatization of their book.  

Theoretical Frameworks: Literature as a Cross-cultural Teaching Tool 

Practitioners and scholars within the field of Modern Foreign Language Education 
recognize that the teaching and learning languages necessitates learning from an “intercultural 
perspective”  (Liddicoat, 2008). Hence, the Project focuses on teaching ICC and language skills 
simultaneously.  Our research defines ICC as “the ability to communicate effectively in 
cross-cultural situations and to relate appropriately in a variety of cultural contexts” (Bennett and 
Bennett, 2004). We  supplement this definition with Byram’s well-developed ICC model (1997), 
which asserts that ICC requires certain attitudes, knowledge, and skills in addition to linguistic, 
sociolinguistic, and discourse competence. Scholars of the field have developed tools to measure 
these competencies. These tools include Lazar’s (2007) ICC scale, which classifies the behaviors 

1 Books used in classes organized by age: Rainbow Weaver, by Linda Elovitz Marshall, The Butter Battle Book, by 
Dr. Seuss, Warrior of Light, by Paulo Coelho, and The Unforgotten Coat, by Frank Cottrell Boyce. 
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within the ICC domains of attitudes, knowledge, and skills as showing high, medium, or low 
ICC levels.  

Our research aims to develop and assess tools for teaching ICC. An effective way to build 
these competencies is through student produced media texts, which allow students “to produce 
oppositional forms of culture, subverting dominant codes and ideologies in providing 
alternatives” (Kellner, 2004: 19).  The  2019 team chose to focus on literature because of the 
opportunity it provides to expand students’ knowledge, attitudes, and skills.  

Literature provides a valuable connection to other cultures, develops students’ personal 
involvement with other cultures , and expands their knowledge base (Arafah, 2018: 25). Stories 
provide universal themes to be explored and developed, allowing students to compare and 
contrast their own experiences across lines of difference (Cameron, 2001) and a space for shared 
social experiences (Mourão, 2009: 17). Such spaces allow students to freely express emotions, 
building attitudes of openness. Literature often provides “the very first encounter with a foreign 
culture (also through translations) and can thus arouse an interest in foreign language and an 
engagement with foreign cultures” (Bimberg, 2000: 21). It can also “spur the creation of 
students’ own imaginative works,” providing the opportunity to use what they have learned from 
literature to build their own stories, films, skits, and communication skills (Arafah, 2018: 15). 
Through classroom activities, students can connect what they learn about foreign cultures to their 
own cultural surroundings. Finally, within the Project’s own history, research has suggested that 
relevant teaching tools and specific strategies, such as the deliberate inclusion of literature as a 
context to promote ICC, could help facilitate intended outcomes of ICC acquisition (Kasumagić 
Kafedžić et al., 2018: 10). 

The Project co-teaching pairs chose books that focused on ICC and/or a different culture, 
intentionally choosing books that would facilitate critical reflection on cultural diversity within 
Bosnia. Carefully written books play an important educational role in building sophisticated 
cultural skills by introducing students to diverse perspectives and expanding their intercultural 
awareness, while breaking down stereotypes and misconceptions (Adam & Harper, 2016: 1). 
Moya posits that complex narratives allow readers to engage in a kind of world-traveling, 
enabling them to enter another world (Moya, 2015: 185). When literature is written by racial or 
cultural others, readers can be pulled in and enabled to conceptualize a world that they would not 
otherwise be exposed to across lines of difference (Ibid). The books chosen by the ABC teachers 
were written by authors from the United States,  Brazil, and the United Kingdom about 2

characters from Mongolia, Guatemala, Brazil, and a fictional world. Teachers invited students to 
reflect on the books’ characters and to compare characters’ lives to their own. 

2 Dr. Suess’ The Butter Battle Book covers non-violent communication and conflict resolution in fictitious cultures.  
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Multiple methods for collecting qualitative and quantitative data 

An Action Research Framework 

The Project follows an Action Research approach, with researchers participating as 
co-teachers. Within this model, teachers took action to bring social change, using their research 
as a tool (Kid & Kral). This approach facilitates critical reflection on the part of the researchers 
and co-teachers on individual and team goals.  

Mixed Methods 

Following the recommendations of ICC scholars (Deardorff, 2006; Shaklee & Merz, 
2012), the 2019 Project used a mixed methods approach to evaluate the impact of the use of 
literature on ICC acquisition. We designed our research tools (student baseline and endline 
surveys, daily co-teacher surveys,  individual co-teacher reflections, and weekly teacher focus 3

groups ) to gain a more comprehensive understanding of students’ abilities within the three 4

primary ICC components as defined by Deardoff: knowledge, attitudes, and skills.  
 
The combined tools provide quantitative and qualitative measures of students’ ICC levels 

over the course of the Project.  Baseline and endline surveys allowed us to study how students’ 
responses to ICC-based questions changed over time, with changes in responses to 
multiple-choice questions providing a quantitative insight into changes in ICC levels. Our other 
tools provide both qualitative and quantitative in-depth observations and reflections from 
co-teachers on students’ demonstrated ICC levels. 
 
Research Tools 

Baseline & Endline Surveys 

Our first quantitative tool used to measure changes in ICC levels was a baseline and 
endline survey (Appendix A, Table A1 and Table A2). The surveys share ten multiple-choice 
questions designed to measure students' ICC through hypothetical scenarios and questions asking 
students to self-assess the extent to which they best fit a characteristic. Both surveys included 
demographic questions of age, school, gender, and years enrolled in the Project. The surveys 
were made accessible for the different age groups, with translations into Bosnian by local 
partners for the youngest students (ages 9-12). The three older groups were given surveys in 

3 Though we also used a daily teacher survey that included quantitative and quantitative sections, we plan to analyze 
quantitative data in a different manuscript that allows more space for analysis of data from all four tools.  The daily 
teacher survey was based on Ellis, G. and J. Brewster. 2014. Tell it Again! The Storytelling Handbook for Primary 
English Language Teachers, British Council, www.teachingenglish.org.uk.  
4 Our research was approved by William & Mary’s Protection of Human Subject Committee, 
PHSC-2019-05-13-13639-pmpick on 12 June 2019.  

http://www.teachingenglish.org.uk/
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English, with an additional copy in Bosnian for reference. Additionally, the endline survey for 
the two oldest classes contained five multiple-choice questions and four free response questions 
specific to the impact of the incorporation of literature and the Project’s role in developing ICC 
acquisition.  

The co-teachers aimed to distribute the baseline surveys on the first day and the endline 
surveys on the last day of teaching. However, several students completing the surveys joined the 
Project late and/or left up to four days early. 
 
Individual Co-teacher Reflections 

Teachers provided in-depth individualized, qualitative data through a free-response self 
observation form (Appendix A, Table A3), completed prior to the weekly Friday focus groups. 
The weekly reflection form (WRF) includes 24 questions divided into five subcategories: (1) 
analyzing and adapting how to approach children, (2) responding positively to cultural diversity, 
(3) observing how children acquire languages, (4) organizing activities on the theme of language, 
culture and diversity, and (5) teamwork.  The WRFs provide important data, evidencing trends 5

that corroborate the information gathered from the other research tools. 
 

Weekly Focus Groups  

 Teachers provided in-depth group discussion data in the four weekly focus groups 
(WFG) reflecting on students’ overall progress, the impact of literature, and the efficacy of 
different teaching tools. A researcher moderated the WFGs, drawing on one question from each 
of the five subcategories of the WRFs to facilitate an interactive discussion. Teachers used 
assigned codes during these discussions.  

Description of Participants 

Student participants, ages 9-17, were recruited primarily through Facebook and other 
digital outreach from the Sarajevo region. Enrollment in the Project was free for all students to 
be as inclusive as possible. The Project obtained written consent from participants’ parents and 
co-teachers and oral consent from the students. Sixty-one students participated in all components 
of the research. 

 
Data Analysis Techniques 

Evaluating ICC Application  

5 Questions were designed by Kafedzic-Kasumagic, who adapted them from European portfolio for pre-primary 
educators: The plurilingual and intercultural dimension, Council of Europe 2015; and European Portfolio for Student 
Teachers of Languages, Council of Europe, 2007. 
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The Project used the American Association of Colleges and Universities (AACU) rubric 
to evaluate our data, chosen after a preliminary assessment of the data’s contents. We chose to 
use this rubric because our observational tools rely on teachers’ reflections and observations of 
their classrooms, rather than contemporaneous observation by researchers of students’ behavior. 
As a result, the data focuses on students’ overall growth and trends, rather than their specific 
actions.   The AACU rubric enables researchers to evaluate students based through their insights 6

and interactions. Further, the broad range in the defined benchmark levels of the AACU rubric 
makes it suitable for evaluating students across different age cohorts. The rubric incorporates 
Bennett’s (1993) 6-point scale of understanding difference, a useful for evaluating concepts of 
“otherness” in relation to one’s own culture,  which has been effectively used to evaluate 7

international secondary school students (Binti et al. 2016). 

Qualitative Coding 

The qualitative observations coded with AACU’s rubric came from three instruments: 
individual co-teacher reflections (WRF), daily teacher surveys (DTS), and WFG data. These 
qualitative measures provide data on students’ progress and the efficacy of literature as a 
teaching tool. However, only data from WRFs was assigned values from the ICC rubric. Only 
the WRFs asked the same questions weekly, allowing observations from these reflections to be 
compared across the four weeks of the Project. The questions asked in the WFGs changed 
weekly, preventing a direct comparison between transcripts . Further, the free-response answers 
to the daily teacher surveys (DTS) were not complete enough to provide consistent data. Finally, 
the free-responses to student baseline and endline surveys focused on unique activities, 
preventing a study of their change over time, yet providing useful insights into which activities 
and approaches effectively encouraged ICC. 

 Our research team separated data from WRFs into different responses and coded each 
response as a separate observation, enabling comparisons across the Project’s four weeks and the 
three ICC domains.  We determined responses by activity descriptions, providing observations of 
discrete student behaviors,  And compiled them into a table for ICC coding.  We recorded 
activities described by two different teachers, even if they were co-teachers, as two different 
observations to compensate for variations between teachers’ assessments.  

Quantitative Coding 

The quantitative data coded with AACU’s rubric comes from students’ answers to the 
baseline and endline surveys. Baseline and endline surveys provide data on students’ individual 
progress reflecting changes in their ICC levels.  

6 In 2018, when our research included contemporaneous observation of student behavior, we used the rubric 
developed by Lázar, I., Huber-Kriegler, M., Lussier, D., Matei, G. S., & Peck, C. (2007), Developing and Assessing 
Intercultural Communicative Competence: A Guide For Language Teachers and Teacher Educators, Strasbourg: 
Council of Europe. 
7 For an evaluation of Benett’s model in comparison to other popularly cited theories, see: Garrett-Rucks, P. (2012). 
Byram versus Bennett: discrepancies in the assessment of learners’ ICC development. In Proceedings of 
Intercultural Competence Conference (Vol. 2, pp. 11-33). 

https://drive.google.com/file/d/1Qj8hfIGwTqxKxg6lg6RMoDcgz2tkDETi/view?usp=sharing
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The 10 multiple-choice questions of the baseline and endline surveys were divided 
among the three ICC domains, and the four answer choices were assigned values corresponding 
to the ICC benchmark of the AACU’s rubric. Student responses were coded either 1, 2, 3, or 4, 
with 4 representing the highest ICC benchmark. We averaged data from baseline and endline 
surveys by student to observe differences in overall ICC levels and within each ICC domain 
between the beginning and end of the Project. Statistical analysis tested differences between 
endline and baseline scores and the impact of gender, class, and years in the Project.  

Results: Empirically observing student progress over the course of the Project 

Teacher Observations 

Analysis of the coded qualitative data from teacher WRFs reveals that students 
progressed across the three measured ICC domains: knowledge, attitudes, and skills. Figure 1 
presents a comparison in overall ICC scores, averaged across the three ICC domains, across the 
four weeks of the Project. 

Figure 1: Weekly ICC Coding of Observations from the Individual Teacher Reflections 

 

These averaged ICC scores were reached by adding the observed scores from the coded 
observations, then dividing the sum by the possible total score from AACU’s rubric, represented 
on a 1.0 scale. A weekly score of 1 in the chart above corresponds to a perfect ICC score of 4 
across all observations, the highest possible score from AACU’s rubric. The total possible score 
was determined by multiplying the number of observations by 4. There were 96 total 
observations from the WRFs; 16 from week 1, 30 from week 2, 28 from week 3, and 22 from 
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week 4. Each week, the co-teachers focused on different activities from the ABC curriculum; 
introducing the ABC Project and their piece of literature in week 1, focusing on content modules 
(culture, diversity, non-violent communication, and ecology), literature, and filmmaking in 
weeks 2 and 3, and finishing filming and producing a dramatization of their pieces of literature 
towards the end of week 3 and 4. Both the filmmaking and the dramatization provided students 
with the opportunity to collaborate and demonstrate their ICC skills learned from the literature 
and ICC modules. Teachers designed these activities to enable students to demonstrate their 
skills and attitudes, in addition to expanding their knowledge. 

Student Progress Within ICC Domains 

Attitudes 

The coded observations from WRFs indicate an increase in ICC levels in the attitudes 
domain, with the largest increase in ICC levels towards the latter half of the Project. The average 
score from the WRFs increased by 0.02 in the attitudes domain between weeks 1 and 2 and 
increased by 0.10 between weeks 3 and 4. This domain investigates openness and curiosity, 
measuring students’ disposition to learn about and adjust to different cultural contexts. In their 
WRFs, teachers tended to analyze student receptivity to various exercises and the evolution of 
classroom dynamics over the course of the Project. The WFG data tended to instead focus on the 
most effective teaching practices and the knowledge that students best grasped from these 
activities. Data from the DTS focused on student cooperation and interactions with teachers.  

Figure 2: Attitudes Domain, ICC Levels from Teacher Reflections 
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Teachers observed relatively high ICC levels in the attitudes domain in the first week 
given students’ openness to other’s differences. Teacher 1B shared in the WFG that, while 
students came from various religions, “I think that they don't even pay attention to that... maybe 
they are not even aware of that.” Where teachers did see an initial area of improvement in the 
attitudes domain was that students  became more comfortable working across social groups, 
especially across lines of gender. Teacher 1A observed in the WRF#1 that “I am with the 
younger kids and it seems like gender is... somewhat divisive and that there is a lot of self 
segregation into a male group and a couple of female cliques so to speak. But it doesn't seem like 
it's been a point of conflict necessarily, which is encouraging.” 

The week 2 WRFs and DTSs demonstrated that teachers continued monitoring students’ 
attitudes of openness and curiosity, with overall positive impressions of students interactions 
within group settings. Teachers in various classrooms did note that students were responding 
well to activities and, while it may not have been the case in all classrooms, students’ attitudes in 
group activities were improving. Teacher 1A observed in the WRF:  

“In one activity, students illustrated and presented their favorite holiday, and my 
co-teacher and I were pleased to see that students responded positively to different 
depictions of Christmas, Eid Mubarak, Easter, Ramadan, etc. Religious affiliation does 
not appear to be a distinguishing factor between children, and while they know that 
religion is a big facet of life, they seem somewhat optimistic about people’s abilities to 
coexist regardless of religious background.”  

Regarding student collaboration, Teacher 4A noted in the WRF: “At the beginning, our class had 
some natural groupings and friend circles, but this week they really began to work with those not 
in their immediate comfort circle. I think this is due in part to the group work that comes with the 
film aspect of the project, and… teamwork activities....”  

Observations from the third and fourth weeks show continued improvement in students’ 
attitudes, especially their curiosity. In a week 3DTS, the Group 1 teachers noted an improvement 
in the attitudes of students who were initially reluctant to take part in class activities. “The few 
children that have been pretty problematic the past two weeks seemed better today, which is 
encouraging.” Teacher 3A’s WRF noted: “Children still are not expressing themselves 
completely but I feel that, over time, students have opened up significantly about sharing 
opinions and personal experiences.” Students consistently demonstrated the greatest curiosity 
and engagement with activities that allowed them to draw connections between the lessons and 
their personal lives. However, students demonstrated different levels of openness to their 
teachers than their peers. Teacher 4B observed:  

“This week we did a lot of activities as a group, so there were situations when some of 
them were less involved/distracted. I tried to address that by directly saying that is not in 
accordance with our rules... I feel like they occasionally need that wake-up call to 
remember that even though this is a summer project, we still have to reach some goals 
together and to do that we must be respectful to one another.”  
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Observations from the DTSs and WRFs from weeks 2 and 3 suggest that, while students 
improved attention to teachers and participation, they continued to struggle with attention to 
peers. 

Teachers observed the highest ICC levels in the attitudes domain in week 4, attributing 
students’ openness in part to the communities established in classrooms. Teachers observed that 
their students  grew closer as a whole. Teacher 4A observed, “"This week, all the students 
seemed really involved and excited about the project. There was very much a sense of 
comradery, which allowed quieter students to speak up more than they normally would.” 
Teacher 3A also noticed that students were closer and more comfortable discussing with peers 
without the structured literature-based activities . Other teachers similarly observed high levels 
of engagement and curiosity in the final week, especially when students had a personal interest in 
the discussion topic. Teacher 1A reflected: "Our students really like to talk about serious issues... 
I find that they are engaged in discussion the most when they are passionate about the topic, have 
strong opinions that they want to express.” 

Knowledge 

Students demonstrated a slight gain in ICC levels in the knowledge domain over the 
course of the Project, with the largest increase between weeks 1 and 2 (Figure 3). There was an 
increase of 0.010 between weeks 1 and 2 and an overall increase of 0.0134 between weeks 1 and 
4 within the WRFs. A comparison between data from the WRFs and the WFGs data enables a 
comparison of how knowledge levels differed across the different classrooms. Data collected 
from WFG tended to focus on how the different age groups processed ICC concepts and what 
activities best facilitated engagement with these concepts. 

Figure 3: Knowledge Domain, ICC Levels from Teacher Reflections 
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Similar to teachers’ observations of attitudes, teachers’ initial assessments of students' 
knowledge levels were positive. After sharing a video on the impact of pollution, Teacher 1A 
had some students share that “while some people do things that are hazardous for the 
environment...we shouldn't... castigate them and criticize them immediately because... sometimes 
people that don't have as much socio economic privilege do have to resort to those industries in 
order to sustain their lives.” This recognition of varying socio-economic privilege by students as 
young as 10 years old impressed the Group 1 teachers. Teachers from Group 2 were also 
impressed by their students’ openness to expanding their knowledge and world views. According 
to Teacher 2A,  

“Our activity is that we're pushing them- they thought leaders’ responsibility was 
synonymous with following directions. And so we tried to play a bit of devil's advocate 
and bring up Martin Luther King and Gandhi talking about how they were definitely 
defying authority at the time, but they're still leaders. The older kids...grasp that 
following directions isn't always just synonymous doing the right thing in every 
circumstance.” 

However, teachers noted that student recognition that a small sample of people is not 
representative of a whole group is an area needing improvement. In WRF#3, Teacher 1A noted: 
“Students responded fairly well to activities discussing cultural diversity this week, though I do 
fear that they have a relatively superficial view of what constitutes diversity and that they fail to 
grasp how individuals of a specific group cannot embody that group entirely.” 

Teachers observed over weeks 2, 3, and 4 that students consistently demonstrated high 
levels of ICC knowledge and were more interested in applying this knowledge when relating 
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concepts to their personal lives. In WRF#2, Teacher 3A wrote: “Children really seem to express 
themselves immediately after a video, or personal questions. They have more difficulties with 
broad, open ended questions, such as “how do we see humans changing in the next 100 years?” 
In WRF#3, class 4 teachers wrote “I think in regards to cultural diversity, the most positive 
activities have been when they are able to relate it back to their own experiences. So, any activity 
that talks about current life in Bosnia is really helpful.”  

Skills 

Observations from the WRFs on students’ demonstrated skills levels showed a dramatic 
improvement over the course of the Project, especially between weeks 1 and 2 (Figure 4). Initial 
observations of students’ verbal and non-verbal communication skills were critical. The average 
ICC score in the skills domain from week 1 was 0.45, indicating an average ICC skill level of 
just under 2 out of 4. This weekly average increased to 0.60 in week 2 and 0.74 by the end of 
week 4. 

  

Figure 4: Skills Domain, ICC Levels from Teacher Reflections 

 

Teachers’ skill assessments were based on students' abilities to work across lines of 
difference with peers and teachers. In the first week, DTSs noted that teachers did not have much 
time for ICC activities, as they were setting-up classrooms, reading chosen books, teaching 
filming concepts,  introducing activities for the first time, and learning which activities were 
most effective. In WRF#1, Teacher 3A reflected that: “In terms of roleplay, we’re struggling a 
bit with ICC competencies. A couple of leaders do most of the work, while the rest of the 
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students disengage. They tend to use Bosnian when planning role playing games, and they get 
frustrated with those who don't participate….” Teachers observed that students had difficulty 
independently resolving disputes and questions, often seeking teacher guidance and mediation. 
Teachers from Group 2 noted: “Students propose dynamic and differing views but they look to 
the teacher for affirmation.”  

In weeks 2 and 3, teachers continued monitoring students’ communication skills, noticing 
improvements in their conflict resolution capabilities. Teachers’ observations of students’ skill 
levels were largely positive , with noted areas for growth. Teacher 1A wrote in WRF#2: “We did 
an activity today where students had to paint scenes... I was impressed by their ability to form 
small groups and their willingness to work together despite different expectations for what the 
scene should look like.” Teacher 1B also had positive reflections about the students’ discussion 
skills, noting: “[O]ur group is very observant of diversity. We had one activity where there was a 
blindfolded person looking for a certain object by listening to the voices of children. After that 
activity, we discussed the everyday struggles of blind people and how trust is very important.” 
In the WFG#3, the Group 2 teachers observed:  

“Students have demonstrated increasing capacity to make decisions within a group 
without turning to teachers for feedback (though there still is a way to go). Students have 
also been helping peers with less developed language skills without encouragement or 
direction from teachers.”  

The teachers from Group 3 had similarly positive observations about students teamwork , 
adding, however, in the WFG#3: “[S]tudents often don't do a good job of checking group 
members' understanding. They did a much better job with this in the non verbal activity than they 
do in...verbal ones.”  

In the final WRF, teachers’ observations of  skills focused on overall student growth. 
This trend is evident in observations from Teacher 4A, who noted: “Students did a really good 
job reflecting on language differences during a cultural exercise. They talked about differences in 
accents and the languages of Bosnian, Serbian, and Croatian. They talked about the language 
being mutually intelligible but that people could tell right away between the accents. Students 
also talked about how accents differ by geographic region as well as ethnicity, saying that these 
linguistic differences shouldn't mark real differences between people, in their opinion- in terms 
of who you are friendly to.” 

The DTSs from week 4 reflect similarly high levels of ICC skills demonstrated in the final 
classroom discussions. The Group 1 co-teachers observed: 

“The students did an excellent job discussing different religions and beliefs. They said 
that they like the fact that BiH has religious diversity, that people coexist and spend time 
together regardless if they believe in God or not. One student said that she felt sad 
because one of her former friends didn't want to hang out with her because of her 
religion. The students are aware that religious distinctions exist in the country, but they 
respect and love everyone equally.” 
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The Group 3 co-teachers similarly observed that their students “recognize that everyone is equal 
and they have learned not to differentiate people based on religion, race, and gender.” However, 
students’ difficulties/inconsistencies in connecting lessons learned to their own behavior 
remained a point of concern For example,“Students made a modern adaptation of our book 
which was a film about a young boy who never paid attention because he was always on his 
phone. However, students were always on their phones, and when reminded about the film today, 
they still couldn't put their phones down.” 

Results: Quantitative Analysis 

Analysis of children’s survey. A paired t-test that compares the means of the ICC indices 
from baseline and endline survey scores found a statistically significant difference between the 
endline and baseline means (Appendix B, Table B1). A statistically significant difference 
between average scores on baseline and endline surveys is evidence that students improved their 
intercultural competencies over the course of the Project. 

However, analysis did not find statistically significant differences in improvement of ICC 
levels by gender, class, or previous enrollment in the Project. A one-way ANOVA was 
conducted to  determine if the change between baseline and endline scores was different for the 
four different classes, which were organized by age (Table 1). Though the average differences 
between baseline scores and the endline scores suggest that students in the oldest class (Class 4 
in Table 1) made greater improvements in ICC levels than students in the younger classes, this 
test revealed there was no statistically significant difference between the classes.  A comparison 8

of levels of ICC improvement between children who attended the Project multiple times and 
first-time attendees also failed to produce a statistically significant difference. Challenges to the 
survey data include its small sample size - only 61 students completed both surveys, making it 
difficult to compare groups. Another challenge is the wide variation in students’ scores, resulting 
in high standard deviations (Table 1). The latter suggests our survey questions could  be 
improved to better capture ICC concepts. 

Table 1: Summary Statistics for Children Participants 

 Number of 
Girls 

Number of 
Boys 

Average 
Improvement 
out of total 
possible 
improvement 

Std. 
Deviation of 
Improvement 
out of total 
possible 
improvement 

Students 
enrolled in 
classes who 
completed 
both surveys 

Class 1: Ages 
9-11 

11 6 .882 1.80 17 

8 There was no statistical difference between classes as determined by a one-way ANOVA (F(3,57) = .83, p = .227). 
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Class 2: ages 
11-12 

8 7 .133 2.67 15 

Class 3: ages 
12-14 

8 5 1.08 3.09 13 

Class 4: ages 
#14-17 

14 2 1.50 2.25 16 

Total 41 20 .902 2.44 61 

 

Discussion: Understanding the parameters under which literature is most helpful 

The results from the qualitative and quantitative data collected by the Project suggest that 
students progressed in the attitudes and skills domain, but did not show significant progress in 
the knowledge domain. In the knowledge domain, qualitative results indicate an improvement 
only between weeks 1 and 2, while quantitative results indicate a slight regression. Our findings 
of progress in the attitudes and skills domains are strengthened by the fact that data gathered by 
separate tools, surveys completed by the children and weekly observations of the childrens’ 
behavior by co-teachers, support these patterns. Deardorff (2006) asserts that attitudes are 
important for the learning that follows, including in the skills and knowledge domains. More 
specifically, the attitudes of openness, respect for cultures, and curiosity and discovery are 
fundamental to intercultural competence (Deardorff 2006, 255). The project-based emphasis of 
the Project, including the creation of films and live performances, provided students with many 
opportunities to put into practice and successfully build ICC skills. However, lack of student 
progress in the knowledge domain indicates areas for continued project improvement. 

General Trends 

The quantitative and qualitative data reflect relatively high student baseline ICC levels at 
the start of the Project, with the exception of low ICC levels in the skills domain as measured in 
the WRFs. The average baseline in the skills domain was 15.11 out of 16. In the attitudes 
domain, the average baseline was 10.61 out of a possible score of 12. Finally, in the knowledge 
domain, the average baseline score was 10.67 out of 12. Teachers were impressed by students’ 
initial attitudes of openness and curiosity, along with their baseline knowledge of cultural 
self-awareness and cultural world-view frameworks. Indeed, a contributing factor to the lack of 
measured progress in the knowledge domain could come from the students' high baseline 
knowledge levels, leaving less room for growth than in other domains.  

Teachers’ assessment of ICC levels improved over the course of the Project, a finding 
supported by statistically significant increases in scores from baseline and endline surveys. 
Teachers found that from weeks 2 through 4, students became more comfortable working 
together and more respectful of their teachers, leading to fruitful discussions about diversity and 
religious divisions within Bosnia. The largest increase in the attitudes domain from the 
qualitative data occured between weeks 2 and 3. During the third week, teachers observed that 
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students who were previously uncomfortable began participating in group activities and conflict 
resolution skills increased. Moreover, students were working better in groups, more respectful of 
teachers, and more respectful of classroom rules during the last two weeks of the project. The 
measured improvement in students’ behavior through instruction with a literature-based 
curriculum supports Kellner’s analysis that one of the best ways to build students’ ICC levels is 
through engagement with media culture and production. Indeed, the growth measured in 
teachers’ observations of students’ interpersonal skills correlated to improvements in their ability 
to collaboratively adapt their literature into film and dramatization. Previous research by the 
2018 team found filmmaking is an effective tool for growing students’ ICC levels, particularly 
those related to engagement, interaction with others, and creativity (Evans et al. 2019). 

Literature as a Teaching Tool 

Teachers found the most effective means for engaging students was through activities 
that allowed students to draw connections to their personal lives and Bosnian culture. Literature 
proved to be an effective teaching tool when used as a framework to spark discussions about 
students’ own cultural surroundings, especially in the first weeks of the Project. Early on, the 
books were useful for providing students with a shared framework of reference. This finding 
supports Cameron’s theory that literature is a useful teaching tool because of its connection to 
universal themes, allowing students to compare and contrast their own experiences across lines 
of difference. 

Explaining Indeterminate Findings in the Knowledge Domain 

The lack of clear progress in the qualitative data and regression in the quantitative data in 
the knowledge domain indicates an area of improvement for the Project. While the 
literature-based activities, filmmaking, and dramatization enabled students to demonstrate 
growth in the attitudes and skills domains, it did not enable strong growth in the knowledge 
domain. Accordingly, future lesson plans should be adjusted to encourage deeper cultural 
learning. Four factors in the research design that could have contributed to the lack of measured 
progress are described below.  

Two possible explanations for the lack of knowledge expansion come from the structure 
of the Project: the Project’s length and the curriculum divisions. First, the project is four weeks 
in its entirety. While students may quickly expand their attitudes and skills in interacting with 
one another, it may take longer to build knowledge. Deardoff’s findings indicate that developing 
attitudes of openness is important for the learning that follows, which the project may not have 
been long enough to measure. However, the lack of a statistically significant difference between 
baseline and endline survey results of first-time Project participants and students who had 
participated  multiple years appears to discount this theory. If more time is needed to build 
knowledge, then students who were enrolled in the project for a longer time should demonstrate 
higher ICC levels in this domain.   Second, the Project was divided into different sections, 9

relying primarily on their books during the first week, books and film adaptations the second 
week, and film production and dramatization during the final two weeks. The nature of the 
activities in the latter two weeks may have given students fewer opportunities to demonstrate 

9 The lack of difference could potentially be a result of lack of statistical power due to our small sample size. 
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their knowledge levels. However, teachers described thoughtful discussions on religious 
differences and diversity in the WRFs#4, indicating that they continued to lead critical 
discussions while engaging in media productions. Accordingly, neither of the aforementioned 
explanations fully account for the lack of progress in the knowledge domain. 

A third and more likely contributing factor to the lack of progress in the knowledge 
domain comes from teachers’ increased standards for student behavior. Teachers were positive in 
their initial assessment of students’ knowledge levels and became critical over the course of the 
Project, noting that students struggled to understand that a single character is not representative 
of a whole culture and the nuances of cultural frameworks. Teachers’ reflections on areas for 
improvement identified students’ biases and incomplete understandings, corresponding to lower 
ICC scores on AACU’s rubric. However, while this trend may explain the lack of progress in the 
knowledge domain from the qualitative data, it does not explain regression in the knowledge 
portion of baseline and endline surveys. 

The final factor that may have contributed to the regression in the knowledge domain as 
measured by baseline and endline surveys is increased student awareness of their own cultural 
biases. For example, question 3 of the baseline/endline survey asks: Do you think that people can 
think, behave, and feel differently? The answer responses include: (a) I always recognise that 
other people might think, behave, and feel differently, (b) I usually recognise that other people 
might think, behave, and feel differently, (c)  I sometimes recognise that other people might 
think, behave, and feel differently, (d) I never recognise that other people might think, behave, 
and feel differently. A student with increased self awareness may change their answer from (a) 
on the baseline survey to (b) or (c) on the endline survey, resulting in a lower ICC score. The 
free response answers from Groups 3 and 4 indicate that students did increase their cultural 
knowledge. When asked whether books should be used in future teaching,  a student from Group 
4 wrote:  

“The turn point would probably be that we both by reading the book and doing the 
activities got deeper into immigration and even though we are young, we were able to 
change certain opinions and become aware of real world (mostly unsolved) issues.”  

When asked if they thought that the knowledge and skills that they gained from their books 
would be useful after the summer, a student from Group 3 answered: “I think that the point of 
this camp was to teach us about differences in different cultures, discrimination, etc. I think that 
we should all know things like this, so it will be useful.” These written reflections from students 
demonstrate that the students believe that they increased their cross cultural knowledge. A 
problem with the coding of the baseline/endline survey question answers is that, with the current 
survey design, it penalizes greater self-awareness with a lower ICC score. Improvements in the 
surveys’ design could lead to more accurate results.. 

Areas for Research Improvement 

The 2019 team found areas for improvement in  the quantitative and qualitative research 
tools which could lead to more nuanced and accurate data. A key challenge in designing the 
quantitative tools was creating baseline and endline surveys appropriate for varied age groups. In 
order to collect data that could be analyzed across the population of students, it was necessary to 
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have a standardized survey. However, some younger students expressed difficulty understanding 
the questions, while older students finished the surveys more quickly than anticipated.  For future 
research, two different surveys could be administered to account for age differences, or 
researchers could continue to utilize additional questions for the older age groups, including 
open-ended questions. However, in order to meaningfully analyze the surveys statistically, 
around 40 surveys are necessary. With current resources and enrollment levels, administration of 
two surveys would not be possible.  

Another issue that arose was language accessibility. When the questions were translated 
into Bosnian , the Bosnian co-teachers had difficulties translating some of them. In particular, in 10

question 2, “Can other people change their beliefs?”, students expressed difficulty understanding 
the word “belief”, which has no Bosnian equivalent encompassing the same meaning. In the 
future, questions could be designed more collaboratively with Bosnian co-teachers to ensure 
their effective translation .  

Not all of the survey responses provided valid data because of problems with students 
leaving early, leading to a smaller sample size than desired. Baseline surveys were administered 
during the first week,  and students who entered the project late took it on a rolling basis. Endline 
surveys were administered at the beginning of week 4. Nonetheless, 17 more baselines than 
endlines were collected. Future researchers may consider moving the endline survey to the end 
of week 3, rather than the beginning of the fourth. Alternatively, because three weeks time is 
extraordinarily ambitious to expect meaningful ICC improvement, students should be 
encouraged to stay for the duration of the Project, including using incentives such as completion 
certificates, assigning significant roles in the film/ dramatization, and encouraging presence for 
the final ceremony. 

Different questions were asked each week during the WFGs to prevent monotony. 
Consequently, data from this research tool could not be coded quantitatively for ICC 
observations and, accordingly, could not be used to measure change over time. The upside of this 
method is that, in addition to facilitating dynamic discussions, WFG discussions with novel 
questions helped identify the conditions under which students did and did not improve their ICC 
levels. Depending on the intentions for this research tool, future researchers can either opt to 
have different questions each week in order to help identify conditions under which student ICC 
levels improve or ask the same question weekly to gain empirical data for observed ICC trends. 
In order to avoid monotony while simultaneously collecting data comparable across weeks, 
future researchers could opt for very open ended questions in order to provide diverse, yet still 
comparatively measurable responses. 

WFGs allowed us to observe differences in teacher perceptions for the same classroom. 
However, the American teachers provided longer, more detailed responses than the Bosnian 
co-teachers, possibly due to a lack of clear instructions for response formatting. In order to 
prevent data being skewed to one set of co-teachers in future years, overall expectations for the 
length and detail of the responses can be set in the beginning of the Project. Another issue that 
arose with the WRFs was that, during the first week (only three days long), co-teachers were 

10 The translated survey was administered to the youngest class and a reference copy was given to the second 
youngest class to provide if students were having difficulty understanding a specific question.  
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uncertain what to put as responses because many of the questions did not seem relevant to their 
classroom dynamics and activities. Because forms were only filled once weekly, lack of 
comprehensive responses in the first week greatly decreased the amount of data attained by this 
tool. Future researchers could consider using this tool more frequently in the second and third 
weeks, instead of surveying teachers during the first week. However, having teachers complete 
forms only once weekly promoted lengthy, rich responses. An increase in forms would lead to a 
trade off between quantity and quality of survey responses. As an alternative to increased 
frequency, questions could be more open-ended to facilitate meaningful responses during the 
first week.  

One overarching lesson learned from the Project’s research tools is that open-ended, 
general questions may better accommodate variations between classes. Teachers finished their 
literature on different timelines and used disparate classroom activities. Their different styles 
made it difficult for them to answer questions about specific teaching activities and techniques, 
which they may or may not have used. Because the questions on the daily teacher surveys were 
based on specific activities, such as making character maps or predictions, not all were relevant 
each day. Moving forward, researchers should consider making survey/reflection questions for 
the co-teachers broader to accommodate a wider range of pedagogical practices. 

Conclusions 

The findings of the 2019 ABC Project’s research team indicate that literature-based 
activities in an informal learning context are an effective tool for expanding students’ ICC in the 
attitudes and skills domains, but not necessarily in the knowledge domain. Literature can be used 
to build students’ personal connections to others across lines of cultural and social distances. 
When coupled with filmmaking and dramatization modules, students are able to apply the social 
skills they learn to interactions with peers. However, teachers should take care to ensure students 
fully understand how the concepts they discuss relate to the real world and how to translate their 
lessons in empathy and understanding into their own actions. Further research is needed to 
establish effective methods for using literature to expand students’ cultural knowledge and world 
views. 
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