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ABSTRACT

This article presents the results of the first phase of the project “Design, development and evaluation of an
App to promote the development of Intercultural Competence and ICT Competence in teachers of Higher
Education” that was carried out in the Department of Antioquia in Colombia. The main objective of the
first phase of the study was to analyze the perceptions of higher education teachers about their Intercultural
Competence “Culturally Appropriate Pedagogical Strategies” in Virtual Learning Environments. The study
has a quantitative approach, with a descriptive and non-experimental design that allows observing and
analyzing the phenomena of the study. To identify participants’ perceptions, a survey was conducted in
which 69 teachers from various educational institutions in the Department of Antioquia in Colombia
participated voluntarily.

Keywords: Intercultural competences, online learning, intercultural pedagogical practice, virtual learning
environment.

INTRODUCTION

Intercultural competence is an emerging concept that has a great impact on the university context, with special
empbhasis on the training of teachers at various educational levels, acquiring an essential place for secondary
education teachers, who are the true architects of the implementation of a comprehensive education and
attention to educational diversity, as reflected in some research (Dominguez, 2006, 2015; Medina et al.
2010). In Latin America university context, twelve essential competencies have been identified (Medina,
2013) for the improvement of teaching-learning processes, with intercultural being the least appreciated, as
it is associated with other competencies such as innovation, research and institutional. Some authors such as
CE (2018) and Rodriguez-Izquierdo (2015) consider that the intercultural competence is one of the keys to
lifelong learning that every educator should have in order to know how to work with diverse students and
also to be able to teach it to others. Hiller and Wozniak (2009) have defined it by recognizing the holistic
dimensions from the attitudes, knowledge and skills to interact effectively and appropriately in intercultural
situations, highlighting the need for reflective practice in context, so that we are able to recognize and accept
visions different from our own.

Another important factor, according to pedagogical trends and the dynamics of flexible education, is the need
to address the intercultural competence of teachers in virtual learning environments. At present, there are
several training modalities recognized, such as Learning Environment Enhanced with Technology, Online
Learning Environment and Blended Learning Environment. In this way, it is evident that information and
communication technologies provide us with the opportunity for greater virtual contact with culturally
diverse people and that according to Schmelkes (2004), they lead us to a reflection on our cultural references
versus those of the people with whom we interact. According to Navarro et al. (2018), there are several
methods and processes of teaching-learning that favor the development of Intercultural Competence in
environments mediated by ICTs. In this study, we value the pedagogical guidelines defined by Ricardo
(2017) for the design of virtual environments of intercultural learning in which the competences and the
teacher role are evidenced from the technological and intercultural dimensions.

In this research, intercultural competence is understood from the perspective of a virtual tutor or teacher
who assumes the role of intercultural advisor of the teaching and learning process (Arredondo et al., 1996;
Byram, 2008; Gomez Zermeno; 2009; Malik, 2003; Ricardo, 2017; Sue et al., 1992; Sue & Sue, 1990).
From this approach, the proposal of basic competencies required in an intercultural approach is considered
to be constituted by three sub-competencies, which include three dimensions that are attitudes, knowledge
and skills or abilities, which are equivalent to the three domains of the Bloom’s taxonomy (Bloom, 1956;
Krathwohl, 1973): cognitive (mental skills, knowledge), affective (growth in feeling an emotional areas,
attitude) and psychomotor (manual and physical skills, skills). The sub-competencies are grouped as follows:

* Beliefs and attitudes, knowledge and skills of the virtual teacher about the awareness of their own
values and prejudices

* Beliefs and attitudes, knowledge and skills of the virtual teacher about the cultural perspective of the student.

* Beliefs and attitudes, knowledge and skills of the online teacher about culturally appropriate strategies.

In this paper we analyze the third sub-competency related to the pedagogical strategies applied by a teacher
to design flexible learning environments that promote the intercultural competences of students. For each
dimension (Attitudes, Knowledge and Skills), indicators are recognized that make it possible to identify the
level of development of this competence (Table 1).
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Table 1. Indicators by Dimensions of the Competence “Culturally Appropriate Pedagogical Strategies”

Attitudes and Beliefs

Knowledge

Skills or abilities

1. They respect their students’
beliefs, because they know
that these influence both their
worldview and their educational
practice..

2.They respect the cosmovision
(world view) and know the
structures of their communities.

3.They value bilingualism and do
not perceive other languages as
an impediment to carrying out
educational work.

1. They have a good knowledge
of teaching-learning strategies
for multicultural contexts and
understand that their teaching
practice may conflict with the values
of different cultural groups.

2.They are aware of the social and
institutional barriers that prevent
access to educational opportunities
for some cultural groups.

3.They are aware of the bias of
assessment instruments and apply
procedures to interpret results that
take into consideration the cultural
and linguistic characteristics of
students.

4.They know the family structures,
hierarchies, values and beliefs from
different cultural perspectives and
have enough information about the
characteristics of the cultural group
and the resources of the community
they serve.

5.They must be aware of the
discriminatory practices of both
society and the community itself,
which affect the well-being of the
educational community they serve.

1. They are able to provide a variety of
educational responses, and send and
receive verbal and non-verbal messages.
They do not settle for a single teaching
method or educational approach to
provide their service, as they recognize
that styles or approaches must consider
a cultural framework; when they feel
that their style is limited and potentially
inappropriate, they can anticipate and
modify it.

2.They are able to apply pedagogical
strategies for the benefit of their
students; they can help students
determine whether a“problem”
stems from the racism or prejudice of
others, so that the student does not
mispersonalize these problems.

3.They are not opposed to seeking
advice from traditional healers, religious
or spiritual leaders, and physicians in
treating students when appropriate.

4.They interact in the language required
by the student and, if not possible, direct
her/him, to an appropriate teacher;

recognize that a school problem may

arise when the teacher’s language skills

are not on par with those of the student;

in this case, virtual teachers should seek
out an appropriate translator or refer
the student to a competent bilingual

teacher.

5.They are trained and experienced in

the use of assessment instruments, and
not only know the technical aspects of
these instruments, but are also aware

of their cultural limitations, which
allows them to use various traditional
assessment instruments for the benefit
of the students.

6. In carrying out an assessment, they
must attend to and work towards
the elimination of bias, prejudice and
discriminatory contexts, develop their
sensitivity and intervene in issues
such as oppression and racism, and
take responsibility for their students’
educational processes by setting goals,
expectations, rights and supporting
their guidance.

7.They take responsibility for educating
students about their rights, goals and
expectations and provide cultural
orientation.

Although the development of students’ intercultural competence is a joint work of students and teachers, in
the case of this study, focusing on teachers, the fundamental requirement is teacher training. One training
strategy is the design of integrated didactic units oriented to the intercultural competence, configuring training
situations, which are isomorphic to those that will be worked with the students (Dominguez et al., 2018;
Medina, 2017, 2018, 2019) as well as generating a training spiral typical of innovative didactic laboratories,
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as confirmed by other researches (Baches & Sierra, 2019; Dervin et al., 2012; Garrote & Fernandez, 2016).
The contributions of these investigations confirm that the mastery of intercultural competence by teachers
is intermediate, which evidences the necessary updating and professional development of teachers in this
priority competence. Dominguez et al. (2012) research also confirms that university teachers must continue
to seek harmony and training in intercultural competence in close relation to what is intended by secondary
school teachers, with a singular focus on interaction with communicative, social and intercultural dialogue

skills.

There is also a need for more extensive and justified training in the field of intercultural competence for
teachers, with emphasis on the challenge of the first university year (Dominguez et al., 2018; Medina
et al., 2019). It is highlighted the need to address the challenges that future generations of teachers will
experience, especially those who share their lives with other colleagues (Gomes et al., 2014; Yilmaz, 2016),
in culturally diverse realities (Baches & Sierra, 2019; Bakker & Avest, 2019; Benson, 2019; Moreira et
al., 2019; Quintriqueo et al., 2017; Vogt, 2016). These authors recognize the incidence and potentialities
in the development of the intercultural competence, on having applied the principles of flexibility and
collaboration and, at the same time, on involving intensely in the multiple visions and contributions of the
respective areas, from the plastic, religious and musical education, especially regarding the knowledges and
disciplines that contribute the numerous and adaptive forms of working the intercultural education.

Training in intercultural competence is understood as a dialogic-transformative process based on social
justice, building a creative circle. The aim is to give teachers back a new awareness and meaning of the
ways of knowing, acting, being and living together in the knowledge society and in the face of the impact
of educational technologies. In this sense, Ricardo (2017) notes that the training processes must promote
a global vision that makes the educational community aware of the prevailing need to favor more inclusive
educational models where cultural aspects must be integrated into the curriculum.

Similarly, it should be noted that the results of some studies (Borjas et al., 2014; Iriarte et al., 2015; Navarro
et al., 2018; Ricardo, 2017; Ricardo-Barreto, et al. (2020) show that teachers have deficiencies in the use
of both ICT tools and interculturalism in the classroom. This makes it necessary to think about training
processes that link both competencies, and that aim at strengthening ICTs and intercultural competencies.
In this way teachers can assume the role of designers and tutors of virtual environments for intercultural
learning.

According to the findings of this research, there is a need for awareness raising and training to develop
intercultural competence. In this way, virtual teachers will be able to adequately use the cultural elements
present in the communities as a support. In such a way that the multicultural presence is recognised and
handled appropriately in virtual learning environments. Likewise, it is necessary for universities to assume,
as an institutional policy, the education and training of their teachers in intercultural education. Course
content should include topics such as the design of teaching-learning strategies that take into account the
role of cultural and ethnic differences in teaching practice. Similarly, intercultural educational evaluation
and the importance of culture in the integral formation of the human being, among other topics, should be

handled.

Ruiz-Cabezas and Medina (2014) claim an education characterized by a global and reforming educational
approach to educational practice should facilitate interaction and intercultural dialogue.

INTERCULTURAL COMPETENCE AND THE PRINCIPLE OF DIALOGUE

The understanding of intercultural competence from the meaning and transformation of the dialogical
process has been proposed by various authors (Dominguez, 2006; Huber, 2014; Ruf and Gallin, 1998).
These authors have delved into the transformation of the intra-, inter- and multi-personal meaning of the
dialogical principle and the relevance of training students in the use and development of the “learning
notebook”. This vision, which generates a new culture of diversity of people and teachers, has been made
explicit in research (Dominguez et al., 2018). It also highlights the significance of new approaches (dialogic-
interpersonal) that enrich each teacher and resituate him or her in the face of the great challenge of new
cities, human ecosystems and cross-border dialogue. These challenges bring new ways of understanding
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dialogue between people across borders, and the value of richness, commitment and genuine collaboration
between human beings.

According to Kourova and Modianos (2013), students are considered unprepared for culturally diverse encounters,
and may face difficulties when interacting with other cultures different from their own. Therefore, formative
scenarios could be offered that minimize that gap and can be adapted to global perspectives to encourage culturally
appropriate behaviors. In this sense, teachers, from their training role, can promote intercultural communication
and foster positive attitudes and understanding of other people to lead to tolerance, overcoming stereotypes and
reducing prejudice and self-centeredness (Kourova & Modianos, 2013; Wang et al., 2020).

On the other hand, Thapa (2019) analyzes the importance of developing intercultural competence as a
fundamental strategy in teacher training, to strengthen intercultural sensitivity and communication in
newly trained teachers, and thus foster skills and knowledge related to consideration, criticality, and cultural
sensitivity. She highlights the gap in relationships that exists between teachers and culturally diverse students,
which causes these students to leave the school systems. To close this gap, training processes to strengthen
intercultural communication skills and the application of pedagogical strategies appropriate to the new
realities may be relevant.

POSSIBILITIES OF TECHNOLOGICAL RESOURCES AND VIRTUAL LEARNING
ENVIRONMENTS IN INTERCULTURAL COMPETENCE

The technological resources favor the intercultural approach from its possibilities for synchronous or
asynchronous information and communication (Ciftci, 2016; Cruz et al., 2019), as well as to overcome
stereotypes and prejudices (Rodriguez-Izquierdo, 2015), offering a wide range of possibilities to create
learning communities based on interculturality (Garrote et al., 2018). These resources (educational platforms,
web 2.0 resources, and others) offer an adequate framework to enrich the interactions between teachers and
students (Cacheiro et al., 2019). These technologies and other emerging ones such as App (Moreno et al.,
2016) or virtual reality (Rodriguez-Garcia et al., 2019) allow to experience other realities without spatial-
temporal limitations, promoting the involvement of teachers and students in the classroom and virtually
and reducing the digital gap. On the other hand, the Apps provide flexibility, availability and interactive
force, which contribute to the communicative, digital and cultural dialogue competences. An example is
the CrossCult project that has allowed in its pilot phase to create a mobile web platform for historical and
cultural content (Daif et al., 2018).

This new dialogical approach brought about by the advance in digital competence questions the typology of
coherent technological resources (Cacheiro, 2011, 2016), in order to respond to the multifaceted and changing
modalities of use and impact on the development of intercultural competence. Studies on the use of ICTs to
promote language and cultural learning and increase intercultural competence show that intercultural competence
improved with the use of these technological mediations, especially through the interaction presented for video
creation and exchange and classroom discussion (Chiper, 2013; Wang et al., 2020; Yeh, 2018).

Authors such as Aguaded et al. (2013), Navarro et al. (2018), Ricardo (2017) and Valverde (2010) consider
that a teacher who assumes a role of guidance in the virtual classroom and with intercultural competencies
must have the ability to identify his or her culture, beliefs and attitudes and those of others; to accept and
respect worldviews and differences; to strive to reduce stereotypes, prejudice, racism from the teaching and
learning process and any type of discrimination by race, gender, age, among others. The teacher becomes a
guide, a mediator of the process that allows affective and effective interaction within the virtual environment
privileged by the intercultural pedagogical practice (Ricardo, 2017).

This implies, however, an intercultural and technologically competent teacher. In this sense, Ricardo (2017)
presents some pedagogical orientations of a constructivist and socio-cognitive approach that takes elements
from the artistic and socio-communicative theory (Medina, 2009), which serve as a guide for the design
of virtual environments of intercultural learning. The aspects to be considered are: the context of virtual
teaching and learning, the conception of learning, the actors of the process (teacher and student), the
interaction, the virtual learning environment, the educational materials, the tasks and learning activities and
the evaluation of learning.
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PURPOSE OF THE STUDY

Previous studies by Essomba (2006), Gosselin and Meixner (2013), Jordan (2001), and Ricardo et. al (2017)
show that teachers are not able to identify culturally appropriate strategies, even when they apply them.
Teachers also express the development of intercultural projects, but unconsciously reinforce stereotypes and
prejudices. According to these authors, it is important for teachers to have the ability to understand the
cultural context of the class in which they teach, and to be aware of their intercultural educational practice,
without forgetting or annulling their own

This study focuses on higher education teachers and on the level of development of their inter-cultural
competence “Culturally Appropriate Teaching Strategies”. Therefore, the following questions are considered:

1. What is the level of development of the dimension “Attitudes” of the competences of higher education
teachers in the Department of Antioquia?

2. What is the level of development of the dimension “Knowledge” of the competence of teachers of
higher education of the Department of Antioquia?

3. What is the level of development of the dimension “Skills and Abilities” of the competence of higher
education teachers of the Department of Antioquia?

METHOD

The study reported here was conducted on teachers of Higher Education in the Department of Antioquia in
Colombia. The study has a quantitative approach, with a descriptive, non-experimental design that allows
the study phenomena to be observed and analyzed in the way they occur without any modification or
manipulation (Creswell & Creswell, 2017). The next sections describe the sample and identify details of the
instrument used.

Participants

Socio-demographic characteristics of participant teachers of Colombia are as follows: 69 teachers (29%,
women and 71%, men). In terms of age, 36.2% were between 31 and 40, 36.2% between 41 and 50,
and 24.6% were over 50, while the remaining 2.9% were between 21 and 30 years old at the time of
application. On the other hand, 90% came from Antioquia, more specifically, 68% from Medellin and 3%
from Armenia. Regarding the workplace, 45% work at the University of Medellin, 35% at the University
of San Buenaventura, 12% at the University of Antioquia, the Digital University of Antioquia with 4%
and the Pontifical Bolivarian University with 3%. Consequently, 84% work in Medellin, and the rest in
other locations in Antioquia. Likewise, academic programs in Economics, Administration, Accounting and
related careers are the most frequent among participants, representing 33%, followed by Social and Human
Sciences with 26% (Figure 1). 42% of the teachers expressed that they had between 1 and 10 years of
experience, 28% between 11 and 20 years, and the remaining 26% had more than 21 years of teaching
experience (Figure 2).
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Figure 1. Distribution of the sample according to the performance area
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Figure 2. Distribution of the sample according to years of experience

Data Collection and Analysis

To collect the data for the study, a digital survey was applied in various institutions of the Department
of Antioquia given the emphasis of the call in which the project was funded. Teachers from participating
institutions volunteered to participate in the project. The results would be used as an input for the next phase
of the project, which consisted of the Design of an App for the Self-Training of Higher Education Teachers
in Intercultural Competence and ICT Competence. From the data collected, a descriptive study was carried
out in order to identify the characteristics of the selected sample.

For the analysis of the quantitative results, goodness of fit tests were applied (Llinas, 20006), in order to study
if the percentage of the answers given by the teachers is distributed uniformly or not at a population level,
taking into account the different categories of response of the survey that will be described later (Very good,
Good, Fair and Poor).
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The Scale

A four-point Likert-type scale entitled “Intercultural competences of the virtual teacher” developed by
Ricardo (2017) was used to determine the levels of Intercultural competences of higher education teachers.
The scale consists of 80 questions corresponding to three sub-dimensions (Attitudes, Knowledge and
Skills) in the three sub-competences included: Awareness of one’s own values and prejudices, Cultural
Perspective of the student and Culturally Appropriate Pedagogical Strategies of the teaching staff. In each
Dimension, indicators are defined (see Table 1) that facilitate the analysis and interpretation of the results.
The Cronbach Alpha internal consistency coeflicient of the scale was .964, which shows a high correlation
between the instrument items for each variable. This paper focuses only on the sub-competence of Culturally
Appropriate Teaching Strategies, and all the analyses were carried out on these three sub-dimensions of
Attitudes, Knowledge and Skills.

The instrument categories used are “Very Good”, “Good”, “Fair” and “Poor”, and the scores assigned to each
category are 4, 3, 2 and 1, respectively. These can be defined as follows (Ricardo, 2012, p. 34):

*  “Very good”: the respondent’s answer evidences a high knowledge, attitude, and ability very favorable
to the development of the intercultural competence of him/herself and his/her students.

* “Good”: the answer of the interviewee evidences an adequate knowledge and a not very favourable
attitude and ability towards the development of the intercultural competence of him/herself and his/
her students.

* “Fair”: the response of the interviewee evidences low knowledge, an unfavorable attitude and skills
towards the development of the intercultural competence of him/herself and his/her students.

*  “Poor”: the answer of the interviewee shows a lack of knowledge, an unfavourable attitude and skills
towards the development of the intercultural competence of him/herself and his/her students.

FINDINGS

The results obtained are described below, presenting the results of the teachers’ perceptions of intercultural
competence taking into account the dimensions and criteria defined in each of them.

Teachers’ Perception from the “Attitudes and Beliefs” Dimension

Table 2 presents the results taking into account the indicators of the “Attitudes and Beliefs” dimension.

Table 2. Results (by indicator) in the “Attitudes and Beliefs” dimension of Sub-competency 11

Frequency and percentages (%) X df

ind Poor Fair Good Very Good (*)
1 0 (0.00) 3(4.35) 42 (60.87) 24 (34.78) 33.13 2
2 2(1.45) 10 (7.25) 81 (58.70) 45 (32.61) 113.88 3
3 1(1.45) 11 (15.94) 28 (40.58) 29 (42.03) 32.28 3

Note: Ind.= Indicator; X = Chi-square statistic; df = Degrees of freedom;
() It is always fulfilled that P-value < 0.05

Because P-value <0.05, with a 95% confidence level, we can say that the percentages of responses given by
respondents for each of the categories (Good, Very Good, Fair, and Poor) are not equal. In all the indicators,
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it is important to highlight the fact that the response percentage in the categories Poor or Fair was less than
16% and, even more so, in the first category the maximum percentage was 1.45%, with some percentages

of 0.00%.

In indicator 3 of the Attitudes dimension (They value bilingualism and do not perceive other languages as
an impediment to carrying out educational work), no statistically significant difference was found between
the response proportions corresponding to the categories Good or Very Good. In indicator 1 (Respect the
beliefs of their students, because they know that these influence both their world view and their educational
practice) and indicator 2 (Respect the world view and know the structures of their communities) of this same
dimension, a higher proportion is found in the Good category.

Perception of Teachers from the “Knowledge” Dimension

Table 3 presents the results taking into account the indicators of the “Knowledge” dimension.

Table 3. Results by indicators in the “Knowledge” dimension of Sub-competency 111

Frequency and percentages (%) X df
Ind.
Poor Fair Good Very Good (*)

1 9 (4.35) 61(29.47) 94 (45.41) 3(20.77) 72.94 3
2 7 (5.07) 5(25.36) 6 (55.07) 0(14.49) 77.94 3
3 2(11.59) 9 (25.00) 128 (46.38) 47 (17.03) 77.30 3
4 7 (3.38) 4(11.59) 115 (55.56) 61(29.47) 132.54 3
5 0(0.00) 1(1.45) 3(47.83) 35(50.72) 31.65 2

Note: Ind.= Indicator; X = Chi-square statistic; df = Degrees of “freedom;
(*) It is always fulfilled that P-value < 0.05

Because P-value <0.05, with a 95% confidence level, we can say that the percentages of responses given
by respondents for each of the categories (Good, Very Good, Fair, and Poor) are not equal. In all the
indicators (except indicator 3), the fact that the response percentage in the Poor category was less than 6%
is highlighted, and even more so, there is an indicator that has a percentage of 0.00% (indicator 5 [They
must be aware of the discriminatory practices of both society and the community itself, which affect the
well-being of the educational community they serve]).

For all indicators, the highest proportion of responses is in the categories Fair, Good or Very Good. There is
no homogeneity in the results found for each indicator and each dimension. For this reason, we will compare
these three proportions in each case.

In indicators 1, 2 and 3, the highest proportion is concentrated in the response categories Fair and Good,
with the latter being higher.

Indicator 4 (They are aware of family structures, hierarchies, values and beliefs from different cultural
perspectives and have sufficient information about the characteristics of the cultural group and the resources
of the community they serve) and indicator 5 (They should be aware of discriminatory practices in both
society and the community itself that affect the well-being of the educational community they serve) show
a lower proportion of teachers in the Poor and Fair categories. In These indicators, the highest proportion is
concentrated in the response categories Good or Very Good, with the former being higher. In indicator 5,
no statistically significant difference is observed between these two response proportions.
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Perception of Teachers from the “Skills or Abilities” Dimension

Table 4 presents the results taking into account the indicators of the dimension “Skills”.

Table 4. Results by indicators in the “Skills or abilities” dimension of sub-competency III

nd. Frequency and percentages (%) X df
Poor Fair Good Very Good (*)
1 8(2.32) 38(11.01) 181 (52.46) 118 (34.20)  213.76 3
2 1(1.45) 2(2.90) 1(59.42) 5(36.23) 64.97 3
3 1(1.45) 9(13.04) 4 (63.77) 5(21.74) 61.03 3
4 33 (1 5.94) 9(28.50) 0(28.99) 5(26.57) 9.33 3
5 1(7.97) 3(16.67) 1(51.45) 3(23.91) 58.52 3
6 9(4.35) 44 (21.26) 103 (49.76) 51 (24.64) 87.24 3
7 0 (0.00) 10 (7.25) 74 (53.62) 54 (39.13) 46.61 2

Note: Ind.= Indicator; X = Chi-square statistic; df = Degrees of freedom;
(") It is always fulfilled that P-value < 0.05

Because P-value <0.05, with a 95% confidence level, we can say that the percentages of responses given by
respondents for each of the categories (Good, Very Good, Fair, and Poor) are not equal. In all the indicators,
except for indicator 4 (Interact in the language required by the student and, if not possible, direct them to an
appropriate teacher; recognize that a school problem may occur when the teacher’s language skills are not on
par with those of the student; in this case, virtual teachers should seek an appropriate translator or refer the
student to a bilingual and competent teacher), the fact that the response percentage in the Poor category was
less than 8% is highlighted, and, even more, an indicator with a percentage of 0,00 is presented (indicator
7: They take responsibility for educating students about their rights, goals and expectations and provide
culturally appropriate guidance).

Summarizing, in all indicators, the highest proportion of responses corresponds to the categories Fair, Good
or Very Good. There is no homogeneity in the results found for each indicator and each dimension. For this
reason, we will compare these three proportions in each case.

In indicator 1 (they are able to provide a variety of educational responses; send and receive verbal and
non-verbal messages; do not settle for a single teaching method or educational approach to provide their
service, as they recognize that styles or approaches must consider a cultural framework; when they feel that
their style is limited and potentially inappropriate, they can anticipate and modify it), indicator 2 (they are
able to apply pedagogical strategies for the benefit of their students; can help students determine whether a
“problem” stems from the racism or prejudice of others, so that the student does not mispersonalize these
problems), indicator 3 (do not object to seeking advice from traditional healers, religious or spiritual leaders,
and physicians in treating students when appropriate), and indicator 7, the largest proportion concentrates
on the response categories Good and Very Good, with the former being larger. For indicator 4, there is no
statistically significant difference between the response rates for the categories Fair, Good or Very Good.
In indicator 5 (they have training and experience in the use of evaluation instruments, and are not only
aware of the technical aspects of these instruments, but also of their cultural limitations, which allows them
to use various traditional evaluation instruments for the benefit of the students) and indicator 6 (When
carrying out an evaluation, they should pay attention to and work on the elimination of bias, prejudice and
discriminatory contexts, develop their sensibility and intervene in aspects such as oppression and racism, but
they also take responsibility for the educational processes of their students, establishing goals, expectations,
rights and supporting their orientation), we found that there is no statistically significant difference between
the response proportions corresponding to the categories Fair and Very Good, but at the same time, these
proportions are statistically lower than the response proportion of the category Good.
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DISCUSSIONS AND CONCLUSIONS

Results will be discussed according to the dimensions of the sub-competency studied, that is, Attitude and
Beliefs, Knowledge, and Skills or Abilities. Regarding the dimension “Attitude and Beliefs”, results indicate
that the majority of teachers consider that they respect the beliefs of their students and their worldviews,
have a knowledge of the social structures of the communities present in the classroom, and give importance
to the mastery of languages because they consider that it affects their intercultural pedagogical practice
(Gomez, 2009; Ricardo, 2017), which is recognized with special relevance (Chiper, 2013; Yeh, 2018; Wang,
et al., 2020), because sharing language as a code gives education the inherent sense of putting in common,
connecting education with communication in an intercultural sense. However, there is a proportion of
teachers that, in the three indicators, are in the category of Poor and Fair, that is, they consider that they do
not have a mastery of their intercultural competence in the dimension of Attitudes and Beliefs. They are not
aware of the cultural differences in the classroom, nor of the importance of applying culturally appropriate
pedagogical strategies. In this way, according to Ricardo (2017), Dominguez et al (2018), and Navarro et al.
(2018), it is necessary to sensitize and train the academic community, especially the faculty, to incorporate
elements of cultures for the strengthening of the learning process in students, as well as the dialogue between
cultures. Findings also indicate that teachers still need to advance in strengthening their Attitude dimension
to generate learning scenarios that recognize differences and diversity in any training modality, and thus
overcome the impediments that may arise in their educational work from the attitudinal dimension.

According to the results of the “Knowledge” dimension, they indicate that there is a high proportion
of teachers at the institution who know teaching and learning strategies that integrate the intercultural
dimension in the classroom, and also have a critical attitude towards the institutions where they work that
allows them to identify strategies to promote or not respect for differences and diversity. Likewise, the results
show that a proportion of teachers have assumed evaluative practices as being linked to intercultural training.
However, according to the findings, in the Fair category, a significant percentage of teachers state that they
do not have knowledge of multiculturalism in the classroom, which is consistent with the intermediate level
of intercultural competence reported by researchers in other contexts (Baches & Sierra, 2019; Dervin et
al., 2012; Garrote & Fernandez, 2016 They also claim that they do not know how to apply teaching and
learning strategies and evaluative practices that promote intercultural encounters in favor of training in
student diversity from any modality (virtual, face-to-face, combined, distance) (Ricardo, 2017; Dominguez
et al., 2012). In particular, some authors note deficiencies in the intersection between the use of ICT tools
and teachers’ intercultural competence (Borjas et al., 2014; Iriarte et al., 2015; Navarro et al., 2018). In
general terms, results in this dimension indicate that the vast majority of faculty members have knowledge
of the cultural groups in their institution’s academic community and are also aware of the discriminatory
practices that affect the well-being of these communities. According to Ricardo (2017) it is necessary to
advance in the design of institutional policies related to the formation of the educational community in the
design of teaching and learning strategies and evaluative practices with an intercultural approach.

Regarding the “Skills or Abilities”, results indicate that a representative proportion of teachers have the
skills and abilities to apply different teaching methods and pedagogical strategies that integrate the culture
of the communities represented in the classroom, and identify problems that stem from racism, prejudice
or stereotypes that can affect the teaching and learning process and the relationships among the actors in
the process. They recognize their cultural limitations and how to overcome them to the benefit of their
pedagogical practice and student training, providing adequate cultural orientation when required. They
appear to have language skills and seek solutions when this need arises in virtual or face-to-face training.
In this same sense, they attend to and work on the elimination of bias and discriminatory elements in
evaluation instruments to promote more inclusive practices. Such results seem promising, since teachers
would have the ability to develop an inclusive practice, which from the doing would consider the differences
and diversities existing in the classrooms. However, in this dimension, we find that there is a proportion
of teachers who do not have these skills and abilities and that deserves their attention from processes of
sensitization; these teachers do not take into account the needs of students or their cultural references when
they select didactic methods and design learning strategies and activities, or when they select and design
educational resources or evaluation strategies that are sensitive to the cultural plurality of the classroom
(Ricardo, 2017). This situation highlights the need to strengthen intercultural competence, since the gaps
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generated between some students and others would be notorious for the impossibility for teachers to make
adaptations to their strategies, teaching methods and designs. Thapa (2019) also highlights the gap between
students and teachers, proposing as a solution the training processes aimed at strengthening intercultural
communication skills and the application of pedagogical strategies.

The findings of the three sub-components show that strengthening teacher training processes from an
intercultural perspective is both desirable and necessary. In addition, it is important to do so in contexts and
conditions that favor its materialization, among them, virtual learning environments and those mediated by
technologies, which favor an adequate framework to enrich interactions (Cacheiro et al., 2019).

As a conclusion, the results of the study show that the three components of the sub-competency, “Culturally
Appropriate Strategies”, tend to have a higher proportion of responses in the categories Good, Very Good
or Fair, which can be interpreted as encouraging the intercultural competence of teachers, thinking about
the possibility of a more inclusive education. However, by deepening the analysis it is possible to detect that
the components “Attitudes and Beliefs” and “Skills or Abilities” present better results than the component of
“Knowledge”. That is to say, teachers feel more qualified to develop intercultural teaching practices from what
they believe or think they know how to do, than from the knowledge they think they have of the culturally
appropriate strategies to develop their teaching work from an intercultural perspective. In responding, they
honestly show that they do not necessarily have knowledge of each of the indicators referred to in that
knowledge. In this sense, it is possible that the skills and attitudes of teachers to face intercultural situations
are mediated by some ignorance, and although it is considered to act taking into account the intercultural
contexts, it may not be experienced in practice. The literature considers the complementarity of the three
components: “Attitudes and Beliefs”, “Knowledge” and “Skills or Abilities” (Hiller & Wozniak, 2009;
Rodriguez-Izquierdo, 2015).
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