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BEYOND THE GEOGRAPHICALDIVIDE: THE IMPACT OF INSTRUCTIONAL
PRACTICES AND AUTHENTIC EXPOSURE ON INTERCULTURAL
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ABSTRACT: This study investigates differences in Intercultural Communicative
Competence (ICC) between urban and rural high school students in Quang Tri Province, Vietnam,
and examines the role of instructional practices in shaping intercultural competence. An
explanatory sequential mixed-methods design was employed, involving 240 students and 17
English teachers from Dao Duy Tu High School (urban) and Le Hong Phong High School (rural).
The findings revealed that urban students outperformed their rural counterparts in intercultural
knowledge and communication skills (p < .001), while no statistically significant difference was
found in intercultural attitudes between the two groups (p > .05). The study also identified a
discrepancy between teachers' reported use of authentic materials and students' actual classroom
experiences. Multiple regression analysis indicated that exposure to authentic materials and
instructional practices were stronger predictors of ICC than school location. The findings suggest
that disparities in intercultural competence are primarily associated with unequal learning
opportunities rather than geographical factors. Enhancing students' access to authentic materials
and intercultural learning experiences may therefore contribute to reducing educational
inequalities and fostering intercultural competence among EFL learners.

Keywords: Intercultural Communicative Competence (ICC), urban-rural divide, EFL,
Instructional practices, authentic Exposure.

TOM TAT: Nghién citu niy xem xét sw khdc biét vé ning luc giao tiép lién van héa
(Intercultural Communicative Competence - ICC) giita hoc sinh trung hoc phé thong khu vuee thanh
thi va néng thon tai tinh Quang Tri, dong thoi phan tich vai tro ciia cde thiee hanh giang day doi voi
ndng lwc nay. Nghién cieu sir dung thiét ké phirong phdp hon hop tudn tw giai thich véi die liéu thu
thép tir 240 hoc sinh va 17 gido vién tiéng Anh tai Truong THPT Pao Duy Tir va Truong THPT Lé
Hong Phong. Két qua cho thdy hoc sinh thanh thi dat két qua cao hon hoc sinh néng thén ¢ cdc
thanh 16 kién thirc vén héa va ky ndng giao tiép lién vén héa (p < 0,001), trong khi khéng c6 sw khdc
biét ¢6 Y nghia thong ké vé thdi dé lién van héa giiva hai nhém (p > 0,05). Nghién civu ciing phdt hién
sw chénh [éch gitta nhdn thirc cia gido vién va trai nghiém thuc 1é ciia hoc sinh vé viéc sir dung hoc
liéu xdc thue trong giang day. Phan tich hoi quy cho thdy tiép xiic véi hoc liéu xdc thuwe va cde thue
hanh gidng day c6 anh hwéng manh hon yéu té vi tri dia Iy trong diw bdo ndng lwc giao tiép lién vin
hoa. Két qua khang dinh rang khodng cdch giita hoc sinh thanh thi va néng thén c6 thé diege thu hep
théng qua viéc ting cwong co hoi tiép xiic voi hoc lidu va trai nghiém giao tiép xdc thiee trong day
hoc tiéng Anh.

Tir khéa: Ning lwc giao tiép lién vin héa (ICC), chénh léch thanh thi - néng thon, tiéng Anh
nhwngoqi ngit (EFL), thwe hanh giang day, tiép xiic véi nguon hoc liéu xdc thue.
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1.INTRODUCTION

In the era of globalization, the goal of
English as a Foreign Language (EFL)
education has expanded beyond linguistic
proficiency to include the development of
Intercultural Communicative Competence
(ICC). Scholars such as Byram [2] and
Kramsch [7] emphasize that effective
communication requires not only language
knowledge but also the ability to interact
appropriately across cultures. Consequently,
ICC has become a key objective of language
education and an essential component of
preparing learners for participation in
multicultural societies [1], [4].

In Vietnam, this orientation is reflected
in the General Education Program issued by
the Ministry of Education and Training [9],
which identifies communicative and
intercultural competence as important
learning outcomes for secondary school
students. However, the implementation of
ICC-oriented teaching remains challenging,
particularly in contexts characterized by
unequal access to educational resources.
Significant disparities persist between urban
and rural schools in terms of opportunities for
authentic intercultural exposure, access to
supplementary learning materials, and
learning environments that support
communicative language use [3], [10].

Previous studies have highlighted the
importance of authentic exposure and
instructional practices in fostering ICC
development [3], [10]. Nevertheless, most
existing research has focused on higher
education or general policy issues, while
empirical evidence at the secondary-school
level remains limited. Furthermore,
relatively few studies have examined how
differences in teaching practices and
authentic exposure contribute to the
urban—rural gap in ICC, especially in the
context of Central Vietnam.
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To address this gap, the present study
investigates the ICC of students at two
representative high schools in Quang Tri
Province: Dao Duy Tu High School (urban)
and Le Hong Phong High School (rural).
Beyond comparing students' ICC levels, the
study explores differences in instructional
practices and examines the extent to which
school location, authentic exposure, and
teaching methods predict intercultural
competence.

Accordingly, the study seeks to answer
the following research questions:

To what extent do the levels of
Intercultural Communicative Competence
(ICC), including knowledge, attitudes, and
skills, differ between students at Dao Duy Tu
High School and Le Hong Phong High
School?

How do instructional practices related
to ICC differ between the two schools, and is
there a discrepancy between teachers' self-
reported practices and students' perceptions?

To what extent do school location,
instructional practices, and authentic
exposure predict students' ICC, and which
factor serves as the strongest predictor?

2. LITERATURE REVIEW
2.1. Intercultural Communicative
Competence (ICC)

Intercultural Communicative
Competence (ICC) extends the traditional
concept of communicative competence by
emphasizing the ability to communicate
effectively and appropriately with
individuals from different cultural and
linguistic backgrounds [2], [S]. Among the
various theoretical, Byram's (1997) model
remains one of the most influential and
widely applied in language education
research. Byram conceptualizes ICC as a
multidimensional construct consisting of
five interrelated components: knowledge,
attitudes, skills of interpreting and relating,
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skills of discovery and interaction, and
critical cultural awareness [2]. This
framework provides a comprehensive basis
for examining both learners' cultural
understanding and their ability to engage in
intercultural communication.

Complementing Byram's model,
Deardorff's Process Model views ICC as a
developmental process rather than a fixed
outcome [4]. According to this perspective,
attitudes such as openness, curiosity, and
respect serve as the foundation for the
acquisition of intercultural knowledge and
skills, which ultimately lead to effective
intercultural interaction. Together, these
frameworks suggest that successful
intercultural communication requires not
only cognitive understanding but also
opportunities to apply knowledge in
authentic communicative contexts.
2.2. Authentic Exposure, Context, and
Instructional Practices in ICC
Development

A substantial body of research
highlights the importance of sociocultural
context and authentic exposure in fostering
ICC. Kramsch [7] argues that language and
culture are inseparable, emphasizing that
intercultural learning occurs through
engagement with cultural meanings rather
than through the memorization of cultural
facts. Similarly, Nguyen [10] found that
learners' intercultural development is
strongly influenced by access to supportive
environments, including interaction with
foreigners and exposure to authentic media.
In contexts where such opportunities are
limited, learners often rely heavily on
textbook-based knowledge, which may
restrict the development of practical
intercultural skills.

Within the Vietnamese context,
previous studies have identified significant
disparities in the implementation of ICC-
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oriented education across regions [3]. While
urban schools generally provide greater
access to authentic materials, digital
resources, and intercultural encounters, rural
schools often face resource constraints that
limit opportunities for experiential learning.
As aresult, differences in ICC may stem not
only from geographical location but also
from unequal access to intercultural
experiences and learning resources.

Recent pedagogical perspectives have
therefore shifted from teaching culture as a
collection of facts toward promoting
intercultural awareness and engagement [1].
Effective ICC instruction encourages
learners to interpret cultural perspectives,
negotiate meaning, and reflect critically on
their own cultural assumptions [8]. However,
the implementation of such approaches
remains challenging, particularly in
resource-constrained environments where
teachers frequently rely on traditional,
teacher-centered methods [11].
Consequently, authentic exposure and
instructional practices have emerged as key
factors influencing students' intercultural
competence and may help explain disparities
between urban and rural learners.

Drawing on these theoretical and
empirical perspectives, the present study
examines the relationship between school
context, authentic exposure, instructional
practices, and students' ICC in order to better
understand the factors underlying the urban-
rural divide in intercultural competence.

3. METHODOLOGY
3.1. Research Design

This study employed an explanatory
sequential mixed-methods design to
investigate the relationship between school
context, instructional practices, authentic
exposure, and students' Intercultural
Communicative Competence (ICC). The
research was conducted in two phases. First,



quantitative data were collected to examine
differences in ICC levels and identify
significant predictors of competence.
Subsequently, qualitative interviews were
conducted to provide explanatory insights
into the quantitative findings, particularly
regarding instructional practices and barriers
to ICC development. The integration of
quantitative and qualitative data enabled a
more comprehensive understanding of the
factors influencing ICC in urban and rural
educational contexts.

3.2. Participants and Research Setting

The study was conducted in Quang Tri
Province, Vietnam, involving two high
schools representing different educational
contexts: Dao Duy Tu High School in Dong
Thuan Ward (urban setting) and Le Hong
Phong High School in Nam Gianh Commune
(rural setting).

A total of 240 students participated in
the final quantitative analysis, including 120
students from each school. Participants were
Grade 11 and Grade 12 students aged
between 16 and 18 years. In addition, 17 EFL
teachers (10 from the urban school and 7
from the rural school) participated in the
qualitative phase of the study. The selection
of these two sites allowed for the
examination of ICC development under
contrasting conditions of resource
availability, authentic exposure, and
intercultural learning opportunities.
3.3.Research Instruments

Data were collected using two
complementary instruments.

First, an Intercultural Communicative
Competence Questionnaire (ICCQ) was
adapted from Byram's (1997) ICC
framework and previous studies by Tran and
Seepho (2016) [2], [12]. The questionnaire
employed a five-point Likert scale and
consisted of three sections: (1) demographic
information and cultural exposure, (2) self-
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assessment of ICC dimensions, and (3)
perceptions of classroom instructional
practices.

Second, semi-structured interviews
were conducted with teachers and selected
students to explore their experiences with
intercultural learning and to provide
explanations for the quantitative findings.
Particular attention was given to the
implementation of student-centered
activities, the use of authentic materials, and
challenges affecting ICC-oriented
instruction.
3.4.Data Analysis

Quantitative data were analyzed using
IBM SPSS Statistics 26. Reliability of the
questionnaire was assessed using Cronbach's
Alpha coefficients. Descriptive statistics and
Independent Samples t-tests were employed
to compare ICC levels between urban and
rural students, while Chi-square tests were
used to examine demographic differences
between groups. To identify the strongest
predictors of ICC, a stepwise multiple linear
regression analysis was conducted using five
variables: frequency of contact with
foreigners, perception of authentic material
use, internet use for English learning,
academic achievement, and school location.

Qualitative interview data were
analyzed through thematic analysis. The
analysis focused on identifying recurring
themes related to instructional practices,
perceived barriers to ICC development, and
discrepancies between teachers' reported
practices and students' classroom
experiences. The qualitative findings were
subsequently used to interpret and explain
the quantitative results.

4. FINDINGS
4.1. The Geographical Divide: Contextual
and Demographic Disparities

The initial analysis of the research
participants reveals a stark contrast in
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cultural affordances and educational
resources between the two settings. While the
groups were statistically comparable in terms
of gender and grade level, significant

disparities emerged regarding their exposure
to the English language and intercultural
opportunities.

Table 1. Demographic Profile and Cultural Exposure Context

of the Research Participants

Dao Duy Tu Le Hong Phon -value
Characteristics Classification (Urban) g _ g P-
_ (Rural) (n=123) | (Chi-square)
(n=123)
1. Gender Male 48 (39.0%) 51 (41.5%) .684 (ns)
Female 75 (61.0%) 72 (58.5%)
2. Grade Level Grade 11 60 (48.8%) 63 (51.2%) 702 (ns)
Grade 12 63 (51.2%) 60 (48.8%)
3. Years of English | 17400 7 years 5 (4.1%) 18 (14.6%) 004
Study
7 years or more | 118 (95.9%) 105 (85.4%)
4. Extra English Yes 98 (79.7%) 35 (28.5%) .000
Classes
No 25 (20.3%) 88 (71.5%)
5. Internet usage for
F 99 .89 .
English requent 102 (82.9%) 76 (61.8%) 001
Rare/Never 21 (17.1%) 47 (38.2%)
6. Experience with | vy 86 (69.9%) 15 (12.2%) 000
Foreigners
Never 37 (30.1%) 108 (87.8%)

Note: (ns): not significant;, ** p < .01; *** p < .001.

The data in Table 1 illustrates a “double
disadvantage” for rural students. First, there
is a significant gap in formal and non-formal
educational investment. While nearly 80% of
urban students at Dao Duy Tu High School
attend extra English classes, only 28.5% of
their rural counterparts at Le Hong Phong
High School have access to similar
supplemental instruction (p<.001). This
reflects the socio-economic reality of Quang
Tri province, where urban centers offer
concentrated educational services that are
often absent in agricultural communes [3],
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[10]. Second, the disparity in authentic
exposure is even more pronounced. A vast
majority of urban students (69.9%) reported
having had direct interaction with foreigners,
likely due to the school's proximity to
tourism hubs and urban centers. Conversely,
a staggering 87.8% of rural students have
never interacted with a foreign national. This
lack of “real-world” contact limits rural
students to “textbook culture”, which
Nguyen [10] and Ho [6] argue often presents
a sterilized or static view of intercultural
communication. Even in the digital realm,



where geography is theoretically less
restrictive, a significant gap remains. 82.9%
of urban students use the internet frequently
for English consumption compared to only
61.8% of rural students (p=.001). This
suggest that urban students are more
integrated into Global English networks,
whereas rural students remain heavily reliant
on local, formal education as their primary
source of linguistic and cultural input [9].
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4.2. Current Status of Intercultural
Communicative Competence (ICC)

The comparative analysis of ICC
dimensions reveals a significant
performance gap between urban and rural
cohorts, yet it also uncovers an unexpected
area of convergence. Table 2 provides a
detailed statistical breakdown of these
differences based on Byram's (1997) five-
factor model [2].

Table 2. Comparison of Intercultural Communicative Competence (ICC)
between Urban and Rural Students

ICC Components Dao Duy Tu Le Hong Phong T-test
(Byram, 1997) (Urban) (n=120) (Rural) (n=120)

M SD M SD
1. Knowledge 3.82 0.74 3.15 0.81
2. Attitudes 4.15 0.65 4.08 0.72
3. Interpreting & Relating 3.54 0.78 3.02 0.85
4. Discovery & Interaction 3.68 0.82 2.65 0.91
3 Lritical Cultural 3.25 0.88 295 | 094
Overall ICC Mean Score 3.69 0.58 3.17 0.65

Note: M (Mean); SD (Standard Deviation); (ns): Not significant; *** p < .001; * p < .05.

The Knowledge and Skills Disparity

The data indicates that urban students
significantly outperform their rural
counterparts in nearly all cognitive and
functional domains. The most striking
disparity is observed in Skills of Discovery
and Interaction (t = 9.18, p < .001), where
rural students scored the lowest across all
categories (M = 2.65). This reinforces the
finding in Section 4.1 regarding the lack of
authentic contact. Without the “real-world”
laboratory of interaction, rural students
struggle to move beyond theoretical
understanding to practical application [2][5].
Similarly, the Knowledge gap (M_ {diff} =
0.67, p < .001) suggests that urban learners
benefit from a richer “cultural ecology” that
extends beyond the classroom [10].

Attitudes: The Rural Potential

Crucially, the study found no
statistically significant difference in
Attitudes (p = .431). Rural students at Le
Hong Phong High School maintained a high
mean score (M =4.08), nearly equal to that of
urban students (M = 4.15). This finding is
pivotal; it suggests that rural students possess
the necessary “mindset” curiosity,
openness, and readiness to suspend disbelief
about other cultures [2] - but lack the
“toolset” to operationalize these attitudes.
This result challenges the stereotype of rural
learners as culturally insular. Instead, it
aligns with Tran and Seepho (2016) [12],
suggesting that the desire for intercultural
engagement is present across geographical
divides, but is being stifled by environmental
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constraints. The high attitude score
represents significant “untapped potential”
that could be realized through targeted
instructional interventions [3][11]. Critical
Cultural Awareness (CCA). Both groups
recorded their lowest scores in Critical
Cultural Awareness (M =3.25 and 2.95). This
dimension, considered the “core” of ICC by
Byram [2], requires the ability to critically
evaluate perspectives in one's own and other
cultures. The relatively low scores across the
province may reflect a broader pedagogical
reliance on “cultural facts” rather than
“critical inquiry”, a common challenge in the
Vietnamese EFL context where textbooks

often prioritize surface-level cultural
information [6][8].
4.3. Pedagogical Divergence: The “Illusion
Gap” in Instructional Practices

To understand the environmental
factors shaping student competence, the
study analyzed the frequency of ICC-related
instructional activities. A critical metric
employed here is the “Perceptual Gap”,
calculated by subtracting student scores from
teacher scores. A high positive gap indicates
that teachers may be overestimating their
communicative output - a phenomenon often
termed “Social Desirability Bias” in
professional self-reporting [ 11].

Table 3. Comparison of Frequency in ICC Instructional Activities:
Teacher vs. Student Perspectives

ICC Instructional Dao Duy Le Hong
Practi Tu Phong
ractices (Urban) (Rural)
Teacher | Student Ga Teacher | Student Ga
(m=10) | (n=120) P (n=7) m=120) | P
1. Traditional
(Teacher-centered)
Explaining cultural 4.60 435 | +025 4.80 455 | +0.25
facts in textbooks
Comparing
Vietnamese-English 4.20 3.95 +0.25 4.30 3.80 | +0.50
differences
2. Experiential
(Student-centered)
Using authentic materials
(Videos/News) 4.10 3.80 +0.30 3.90 2.45 +1.45!
Group discussion on
cultural 3.80 3.50 +0.30 3.20 2.10 +1.10!
misunderstandings
Role-playing
communicative situations 3.60 3.40 +0.20 2.90 1.85 +1.05!
3. Expansion
(Interaction)
Interacting with
foreigners/guest 3.20 3.05 +0.15 1.40 1.10 +0.30
speakers

Note: Scale 1 (Never) to 5 (Very Frequently). “!” indicates an alarming discrepancy (Gap>1.0).
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Consistency in Urban InstructionAt
Dao Duy Tu High School, there is a high
degree of pedagogical alignment. Both
teachers and students report a frequent use of
both traditional and student-centered
activities, with gaps remaining negligible
(ranging from +0.15 to +0.30). This suggests
that the urban environment, supported by
superior resources, allows for the consistent
implementation of the communicative and
intercultural goals outlined in the MOET
(2018) curriculum [3][9].

The Rural “Illusion Gap”™

In contrast, Le Hong Phong High School
exhibits a significant misalignment in student-
centered categories. While rural teachers
claim to utilize authentic materials (Mean =
3.90) and group discussions (Mean = 3.20)
relatively often, their students report these
activities as rare (Mean = 2.45 and 2.10,
respectively). The resulting gaps (+1.45 and
+1.10) are statistically alarming. This
discrepancy suggests that rural teachers may
suffer from a “perceptual inflation” regarding
their teaching efficacy. Under pressure to meet
the standards of the national curriculum [9],
they may interpret brief mentions of culture in
the textbook as “using authentic materials” or
“discussion”. However, students perceive the
reality to be a far more traditional, exam-
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oriented environment where the textbook
remains the sole authority [6].

Barriers to Implementation

The lack of interaction with guest
speakers in the rural school (Mean = 1.10)
confirms the geographical isolation
discussed in Section 4.1. This findings align
with Sercu [11], who argues that teachers in
resource-poor settings often fall back on
traditional transmission models despite
holding positive views toward intercultural
teaching. In Nam Gianh, the “Gap”
highlights a systemic failure where policy
intentions for ICC are lost in the transition to
classroom practice [3]. Without authentic
resources, the “Attitudes” of rural students
(identified in Table 2) cannot be translated
into functional “Intercultural Skills”.
4.4. Predictors of Intercultural
Communicative Competence

To investigate the underlying drivers of
ICC and test the hypothesis that behavioral
factors outweigh geographical location, a
stepwise multiple linear regression analysis
was performed. The model used the Overall
ICC Mean Score as the dependent variable.
The final model reached an adjusted R*2 of
0.62, indicating that the included predictors
account for 62% of the variance in students'
intercultural competence.
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Table 4. Stepwise Multiple Regression Analysis for Predictors of Overall ICC

. Std. .
Unstandardized Standardized
Predictors s anBar e Error andardize t-value Sig.
(SE) b

(Constant) 1.15 0.28 4.10 .000
1. Frequency of contact 0.38 0.05 0.45 760 | 000
with foreigners
2. Perception of teacher’s 0.32 0.06 0.36 533 | .000
use of authentic materials
3. Frequency of internet 0.21 0.07 0.22 3.00 | .003
use for English
4. Final English academic
grade 0.15 0.06 0.14 2.50 013
5. School location 135
(Dummy: 1=Urban, 0.12 0.08 0.09 1.50 '( )
0=Rural) ns

The Dominance of Exposure and
PedagogyThe regression results offer a
critical insight into the development of ICC.
The strongest predictor identified was the
frequency of contact with foreigners (\beta =
0.45, p < .001). This confirms that direct,
authentic interaction is the most potent
catalyst for developing the skills of discovery
and interaction [2], [4]. Following closely is
the perception of the teacher's use of
authentic materials (\beta = 0.36, p <.001).
This suggests that even in the absence of
direct contact, a classroom environment
enriched with “real-world” media (videos,
news, films) can significantly bridge the
competence gap [1][8].

The De-neutralization of Geography

The most significant finding in Table 4
is the statistical insignificance of School
Location (\beta = 0.09, p = .135) once
behavioral and instructional variables are
introduced into the model. This provides
empirical evidence for the study's central
argument: geography is not destiny. While
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Table 2 showed that urban students currently
have higher ICC scores, Table 4 reveals that
this is not due to their physical location
(urban vs. rural), but rather the opportunities
for practice and instructional quality that
typically cluster in urban areas [3], [10]. If
rural students are provided with similar
levels of authentic exposure - whether
through digital means or improved
instructional practices using authentic
materials - their ICC levels could
theoretically match those of urban students.
This aligns with Baker's (2012) view that
intercultural awareness is a process of
engagement rather than a byproduct of a
specific environment [1]. Academic
Performance and Digital Literacy. While
academic grades (\beta = 0.14) and internet
use (\beta = 0.22) remain significant
predictors, their impact is secondary to direct
exposure and instructional methods. This
highlights that being “good at English”
(linguistic proficiency) does not
automatically translate to intercultural



competence [2], [7]. Furthermore, the
significant role of the internet underscores
the potential for “virtual mobility”, to
compensate for the lack of physical
foreigners in rural areas like Nam Gianh
[5][10].

5.DISCUSSION

5.1. The Attitude - Skill Paradox

One of the most notable findings of this
study is the disparity between students'
attitudes and their intercultural skills.
Although rural students demonstrated
attitudes toward intercultural learning
comparable to those of urban students, their
scores in the Skills of Discovery and
Interaction dimension were significantly
lower. This finding suggests that differences
in ICC are not primarily attributable to
motivation but rather to unequal learning
opportunities.

The positive attitudes observed among
rural students indicate that they possess the
openness and curiosity considered essential
foundations of ICC [2]. This result is
consistent with previous studies showing that
Vietnamese EFL learners generally hold
favorable attitudes toward intercultural
communication [12]. However, positive
attitudes alone do not automatically translate
into intercultural competence. As suggested
by Deardorff [4] and Fantini [5], learners
require opportunities for authentic
engagement in order to transform
intercultural awareness into practical
communication skills.

The findings therefore highlight the
importance of learning environments. While
urban students benefit from greater exposure
to authentic intercultural experiences, rural
students rely largely on textbook-based
learning and have fewer opportunities to
interact with diverse cultural perspectives.
As aresult, the observed skill gap appears to
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be a consequence of limited exposure rather
than limited willingness to engage
interculturally.

5.2. Instructional Practices and the
Urban-Rural Gap

Another important finding concerns the
discrepancy between teachers' reported
instructional practices and students'
perceptions, particularly in the rural school.
While teachers reported relatively frequent
use of student-centered and intercultural
activities, students perceived these activities
as occurring much less often. This gap
suggests challenges in translating policy
expectations into classroom practice.

Several factors may explain this
discrepancy. First, examination-oriented
instruction continues to shape classroom
priorities. In many contexts, teachers remain
under pressure to prepare students for
grammar-focused examinations, leaving
limited time for intercultural activities and
communicative tasks [3], [8]. Second,
limited access to authentic materials and
technological resources may constrain the
implementation of student-centered
approaches in rural schools. Consequently,
teachers tend to rely more heavily on
textbooks and teacher-centered instruction,
which may support linguistic knowledge but
provide fewer opportunities for intercultural
engagement.

These findings support previous
research indicating that successful ICC
development depends not only on curriculum
objectives but also on the availability of
resources, institutional support, and
appropriate teaching practices [3],[11].

5.3. The Role of Authentic Exposure and
Technology

The regression analysis provides strong
evidence that authentic exposure and
instructional practices are more influential
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than geographical location itselfin predicting
students' ICC. Once behavioral and
instructional variables were included in the
model, school location was no longer a
significant predictor, suggesting that
geographical disparities can be mitigated
through educational interventions.

Among all predictors, contact with
foreigners and exposure to authentic
materials showed the strongest effects on
ICC development. These findings reinforce
the view that intercultural competence
develops through meaningful engagement
with authentic cultural perspectives rather
than through the acquisition of cultural facts
alone [1], [8]. In contexts where direct
intercultural contact is limited, authentic
digital resources such as videos, online
interactions, and multimedia content can
provide valuable opportunities for
intercultural learning.

The positive contribution of internet use
further highlights the importance of digital
literacy in supporting ICC development.
Technology can function as a form of “virtual
mobility,” enabling students in rural areas to
access diverse cultural experiences beyond
their immediate environment. Therefore,
improving access to digital resources and
integrating authentic materials into English
instruction may represent effective strategies
for reducing the urban-rural gap in
intercultural competence.

6. CONCLUSIONAND IMPLICATIONS

This study examined differences in
Intercultural Communicative Competence
(ICC) between urban and rural high school
students in Quang Tri Province and explored
the factors influencing these outcomes. The
findings revealed significant disparities in
intercultural knowledge and skills between
the two groups, while no significant
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difference was found in their attitudes toward
intercultural learning. More importantly, the
regression analysis demonstrated that school
location itself was not a significant predictor
of ICC when instructional and behavioral
variables were considered. Instead, authentic
exposure, contact with foreigners, and the
use of authentic materials emerged as the
strongest predictors of intercultural
competence.

These findings suggest that the
urban—rural gap in ICC is largely associated
with unequal learning opportunities rather
than geographical location. Rural students
possess the motivation and openness
necessary for intercultural learning but have
fewer opportunities to develop practical
intercultural skills through authentic
engagement.

Based on these results, several
pedagogical implications can be proposed.
First, English instruction should place
greater emphasis on authentic materials and
intercultural learning activities rather than
the transmission of cultural facts. Second,
professional development programs should
support teachers in implementing student-
centered and intercultural teaching practices
more effectively. Third, technology and
digital resources should be utilized to provide
rural students with greater access to authentic
intercultural experiences. Finally,
assessment practices should be expanded to
include intercultural dimensions in order to
encourage the integration of ICC into
everyday classroom instruction.

Overall, the study highlights that
effective instructional practices and
authentic intercultural exposure can help
reduce educational disparities and promote
more equitable development of intercultural
competence among EFL learners.
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