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ABSTRACT

This studyexamines a relativelgew phenomenon in study abroatie practice of
intervening in studentso6é intercul tural l earnin
refer to this type of intentional and focused action taken by educators to fadiliggatdearning
abroad as a 6study abroad intervention. 6 Thi s
intervention that is taught esite while students are participating in a semester abroad. Created
and implemented by the Council on Internatidadiicational Exchange (CIEE), the Seminar on
Living and Learni ng Aredtatdrcufutaltsémenarshatisiofferedad ) i s
numerous CIEE sites around the world. It is one of the lgrijjesit the largeststudy abroad
interventionscurrently in existence.

This mixedmethods case study not only examines the outcomes of participation in the
Seminar on Living and Learning Abroad, but it also explores the process involved in facilitating
student sé intercul t uaamurse.dTderestacipenvesited twd shies wherg h s u
the Seminar was being taughone in Western Europe and one in Affican fall 2010, where
she observed several sessions of the Seminar, interviewed the instructors multiple times, and
interviewed the partipants. The primary data sources include these observations and interviews,
in addition to interviews with the Seminaradmsirti r at or s at CdrmEEobst heandtqud
pre-/posttest scores from the Intercultural Development Inventory (IDI).

The findhngs demonstrate that the students participating in the Seminar on Living and
Learning Abroad at these two sites made significantly greater gains in their intercultural
sensitivity than would be expected if they were not participating in a study abroae iivien.
Furthermore, the findings illustrate that the
during study abroad can be highly complex, and they highlight the importance of having skilled
facilitators teach such courses. This studpaheds light on the applicability of several
pedagogical theoriésincluding the Intercultural Development Continugifammer, 2009,

2012) the challenge/support hypothegEanford, 1966)and Experiential Learning Theory
(Kolb, 19849 to this process.
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CHAPTER |: INTRODUCTION

According to the Commission on the Abraham Lincoln Study Abroad Fellowship
Program(2005) @A What nations dondét know can hurt then
are that simple, that straightfvard, and that important. For their own future and that of the
nation, coll ege graduat es t (dip yorthmsureason,the i nt er n
Commission sed goalto send one milliot.S. college studentstsoad annually by the year
20162017. This would represemore thara fourfold increase frora decade earlier, when
241,791U.S. studentgarticipated in study abroatiiringthe 20062007 academic yedinstitute
of International Education, 2008)'he implicit assumptiomade bythe Commission, as well as
by most educators, students, and their parents, ip#nttipants will learn byirtue of spending
time in another country. More specifically, itdemmonlyassumed thattudy abroad will
improvepartici pant sd& i nwhehcanbéldfinedaskthéd ab mpet gnt e,
communicate effectively and appropriately in i
knowl edge, s ki(Deardorff,2008,¢.32)t t i t udes o

While there is indeed evidence that study abroad can lead to numerous positive
outcomesd increased intercultural competence among thehere are alsoeasons to believe
that the desired outcomes are astautomatic gsreviously assumedin fact, t is becoming
increasingly apparent thathen left to their own devices, study abroad particip@mswverage
do not develop interculturally much more than they would at haede Berg, Connelkinton,

& Paige, 2009) As a resultmany leading study abroad professiort@se begun intervening in
student s & | €has study willexamiberpmagraim. that is doing just that.

A numberof educators have created progréanpimarily creditbeaing courses that are
taughtorsiteaconlinedt hat aim to f aci | ilearaingaendievelopchennt s6 1 nt
while they are abroadSuch programs arftenr e f er red t o as O6study abros
the fact that they actively seek to intervene in the student learning préddble outset of this
study, research hdzken published oonly three suclinterventions. Two¢onductedoy
Willamette and Bellarminaniversitiesand the University of Minnesotarepotentiallywide-
reaching interventions that are conducted thrabghuse of technologigee Cohen, Paige,

Shively, Emert, & Hoff, 2005; Lou & Bosley, 2008; Paige, Cohen, & Shively, 2004g third
run by the America University Center of Provends,conducted on amaller sale, onsite in a
faceto-face formaf(see L. Engle & Engle, 2004Fre-/postt e st measures of stude

intercutural developmenguggest theeefforts have been quite succesgtulEngle & Engle,



2004; Lou & Bosley, 2008) Such study abroad interveatts, however, are still quite limited, as

is the research on their effects.
The Research Problem

Thestudy abroad interventiorisat currently existirawon literature and theory from the
fields of international education, intercultural communicatioml, stadent developmeramong
others They draw upon many of the same intercultural concepts and pedagogical theories, such
asit he constructivist and devel opment al perspec
intercultural sensitivity (M. Bennett, 9 9 8/andle Berg & Paige, 2009, p. 438 d Kol b 6 s
(1984) Experiential Learning ¢cle. While these concepts and theories togeghevidea
framework for facilitating students6é intercult
of their application has not beempiricallyexamined. The researcbn study abroad
interventions that does existcuses primarilyon outcomes Theneednow isto better understand
theprocesof facilitatingst udent s6 i ntercultur al devea opment
study abroad interventiazontribute to th@utcomes we are seeing? Whatappeningetween
thepreandpost est s that is affecting studentsd inter

and theorieshat inform these interventiomisanslating into practice?
Purpose of the Study

The purposef this study isthereforeto examine th@rocessnvolved in facilitating
students6é intercultural d e v e || ogkspeaifitallydtiar i ng a s
study abroad intervention created by the Council on Intemaltiducational Exa@mge (CIEE)
called theSeminar on Living and Learning Abro&d6 t h e S kfonusonawo 8itesvhere
the Seminawas reported as havirgeensuccessfuin previoussemestersThe point is not only
tomeasurst udent sd i nt er c udutcomelatialsotb exareihedhp pnecess as an
involved in that development. How are facilitaterggaging with an@mplementing the

curriculum including the pedagogical framew@rkow are students responding?
Proposed Research Questions

To betterunderstad t he process of intentionally faci

development during study abroad, the followbrgadquestions guidémy research:



1.1l n what ways does a study abroad interventi ol

a. What aspectsf the intervention do the administratarsstructorsand students each
consider the most supportive of intercultural development? What aspects do they
consider the most challenging?

b. Regarding intercul tural devimlsa p mewitor sWwh at
studentsodé perceptions of the role of the
intervention: themilieu, theinstructor the students, and the curriculum?

2. Apart from the intervention itself, what other aspects of the experience duodeats

consider to be supportive of their intercultural development?
The Setting

The Council on International Educational Exchan@H=E) is one ofthe largest sty
abroad providers in the United Statds Seminar on Living and Learning Abro#&lone of the
most significant study abroad interventions to date, as it combines the reach of interventions that
have previously only been conducted from afar via technology with the depth provided by on
site, faceto-face interactionslt is an interactivelearnercentered seminar conducted on site over
the course of the semesthat students are abroad. The Semist@ughtby an onsite staff
me mber , oftenti mes the Resident Director. The
headquarterm the Lhited States and is available, along with trainer resources, to Seminar
instructorsabroad via a passwofuotectedntranetwebsite. Theeoplewho designed the
curriculum alscengagen continuous training efforts with the iteinstructors The Semar
began as a [uit at approximately ten sites in spring 20@&h the intention to eventually expand
it to the majority, if not all, of the 41 countries where CIEE has programestnal pre/posttest

data fromthe Seminathavebeen promising.
Overview of Methods

This researcinvolvesamixedmethodsc a s e st u dSemioaf on Citing &4 s
Learning Abroadluring the fall 2010 semestat two sitesone in Westerfizurope and the other
in Africa, where itwas reported to be successhotording tdhe lead administrator and based on
pastsemester prgpost IDI data | visited both sites for approximately three weeks between
mid-October and the end of November 20R3imary data sources include my observations from
these site visits, during whidhsat in on the Seminanultiple times interviews with Seminar

instructors, students, and administrators; and IDI scores from the students and instructors.
3



Definition of Terms

Table 1. Definition of Terms

Term

Definition

Study Abroad

Intercultural
Competence

Intercultural
Sensitivity

Intercultural
Development

Intercultural
Learning

Worldview

Study Abroad
Intervention

Study abroad fers to creditbearing study that occurs outside cultural or
political borders of the United States.

I ntercul tur al competence i s fit
appropriately in intercultural situations based onfose i nt er ¢
knowl edge, s k i(Deardorff, 2008,¢0. 3t t | t uide s
ability to think and act(Hammerj nt e
Bennett, & Wiseman, 2003, p. 422)

he
u l

I ntercultural sensitivity refers
rel evant cul (Hammmedetad, 2003, e 422furthermobe,
fi geater intercultural sensitivity is associated with greater potential for
exercising i nt e (Hammeteuat,2003,p.d22)p et e

The Intercultural Development Continuum (IDC) posits a continuum of fi
worldviews of increasing sophistication in dealing with cultural déffiee,
moving from more monocultural to more intercultural mind¢dsmmer,
2009) The five primary worldviewsra Denial, Polarization, Minimization,
Acceptance, and Adaptation. Intercultural development refers to mover
along this continuum. I n ot her
increasingly capable of accommodating cultural difference thatitates
devel o@MnmBemettpl993, p. 24)

I ntercul tur al l earning is fAthe a
competence; that is, competence that can be applied to dealingagi$h ¢
cultural contact in general, not just skills useful only for dealing with a
parti cul ar (MoBemettr 2010QUThettannms éentiercultural learnin
and intercultural development are often used in cotijpimén this paper; it is
assumed that they go hamdhand. The basimterculturallearning goals
are generally agreed upon, encompassing culturahsglfeness, other
culture awareness, and various skills in intercultural perception and
communication(Gudykunst & Hammer, 1983; Paige & Martin, 1983)

Worl dview is defined as o0 n(éd8enett&
Bennett,200dand in this study refers s
sensitivity level according to the IDC.

A study abroad intervention is defined in this paper as intentional and
focused action taken by educators before, during, or after study abroad
aims to facilitate student learning. This study focuses specifically on
interventios t hat take place during st
to facilitate intercultural learning and development.



Term Definition

Facilitation In this paper, facilitation refers to the process of trying to encourage
student s6 intercul t tithreugh intertianal prognag
design and delivery.

Significance of Study

This study is significant for a number of reasons. First, it is theefingtiricalstudy to
examine the facilitation of study @deespad part.
Like other research on study abroad interventionssthdyincludes pre-/posttest dataising a
tool called the Intercultural Development Inventory (IDI), whadsesses t u d iaterculsudal
development. Unlike previous studies, howeitewjll also includeextensivegualitative data
regarding what happens between those two points in time.
Second, this study is significant because of the magnitude of the study abroad
intervention being researcheds mentioned previously, CIEE ine ofthe largest U.S. study
abroad providerslt is anticipated that th8eminar on Living and Learning Abroaduldbe
offeredat CIEE sites in more than 40 countrieshe future In other words, this intervention has
the potential to affeéche intercultiral developmendf more study abroad participants in a face
to-face form than any other similar program currently in existéandis likely already doing
so). Therefore, even if the learning that comes from this stvehgnot generalizable beyond this
Seminar, its impact would still be significant.
However, | anticipate this study will also be significant because it will in fact be able to
inform future research and practice. Its exploratory and descriptive nature will paint a @icture
how theimplementatiorof this particular study abroad interventiors af f ect i ng st uden
intercultural development. My intention is that watlchinformation, study abroad practitioners
will be able to make what Stak&995)c al | s naturali stic generalizat
can learn much that is general from single cases. They do that partly because they are familiar
with other cases and they add this one in, thus making a slightly new fyomn which to
generalize, a new opportunity to modify old ge
understanding of the facilitation process will serve as a jumping off point for new research in the

area.



Outline of Chapters

In the next chgter, | review the elevant literature and researahd outline a conceptual
framework forresearching CIE& Seminar on Living and Learning Abroath chapter thred
discusgheresearch methodology for this studihe findings are presented in chapti®ur and
five. Lastly, h chapter sixl discuss those findings in light of recent research and offer some
concluding thoughts.



CHAPTER II: REVIEW OF RELEVANT LITERATU RE

The purpose of this chapter is to review relevant literature, concepts anéshand
empirical research to create a conceptual framework for examining a study abroad intervention
that aims to facilitate studentsdé intercultura
primarily on literature from the fields of interculturalmmmunication and training, study abroad,

and student development.
Introduction to the Issue

As mentioned in chapter one, there existddespreadind longheld assumption that
participation in study abroad leads to intercultural learning. This stemsaftamplicit belief
that such learning results by virtue of being in contact with and immersed in another culture.
However, study abroad scholars and practitioners are increasingly questioning that assumption.
In this section, | examine the basis for tassumption and explain why it is under scrutiny. |
thendiscusshow the maturation of the intercultural communication and training fields, as well as
two broader trends in higher education, have provided the impetus and tools for integrating more
intercdtural training into study abroad. Lastly, | explain that the result of these trends is that
increasing numbers of study abroad professicadd®cate interveninop studens Earning

while they are abroad.

Changing Assumptions iBtudy Abroad

For yeas, the focus in study abroad programming has been on immersion. Study abroad
practitioners have long believed tlgaeateiimmersion leads to more learning. For this reason,
theyhaveextoled program components such as direct enrollment and homese@ys oviii s | and
programs, 0 for exampl e. The assumption is tha
immerse themselves in the local culture and develop meaningful relationships with people from
the host culturelt is further assumed thatudentswill reduce their prejudice, increase their
tolerance, and become more interculturally competent as a result of these experiences.
Unfortunately, the reality is not that simplMany study abroad professionals now recognize not
only that it is increasigly difficult for students to become truly immersed in the host culture, but
also that doing sdoesnot necessariljead to intercultural development

To begin with, despite all the focus on immersion, the amount of authentic contact

students are havingith people from the host culture may nonetheless be quite limited. First of
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all, students abroad are able to remain connected to their home culture more than ever before.
Email, blogs, Skype and other popular technologies mean studeétswdroftentines d@
communicate more with friends and family back home than with people in the host culture. Not
only are students connected with people back home, they also often spend much of their time
with other U.S. Americans abroad, and study abroad programoétanedesigned in a way that
inadvertently promotes this practice. As will be discussed later, tension and disequilibrium are
necessary components of the learning abroad pré&der, 1975; J. Engle & Engle, 2002;
Savicki, 2008a) However, in an effort to attract more participants, many programs are
accommodating studentsd needs and desires, as
the experience of such uncomfortable moments. In addition, U.S. danesulture is becoming
increasingly wubiquitous around the worl d, with
of the earth and U.S. American movies playing in their original format even where English is not
the native language. These cultural cortd provide easy refuge for overwhelmed students. The
result is a lack of authentic intercultural contact with people from the host culture. As Engle and
Engle(2002)summarize:

While earlier study abroad offered a marked, desired break with the familiar, the

pervasive effects of global economic, social, and technological homogenization

have made the potentiallrich and rewarding encounter with difference less

easily accessible. Furthermore, against this background of superficial cultural

sameness, our professional role as educators has too often, these last decades,

morphed insidiously into that of consumamnsdce providers. The result, with

rare exceptions, is a foreign landscape increasingly strewn wisiiteforeign

study programs facilitating an international education which is neither

significantly international nor truly educative. (p. 25)
In other words,studentsabroad may be having a largely U.S. experience vgiiply beingin
the vicinity of another culture.

To summarizeimmersion and authentic intercultural contact can be difficult to achieve.
To add to the challenge, it is becoming inciegly evident that these are necessary but
insufficient conditions for student learning abroad. Theggasvingrecognition that contact
with other cultures in and of itself does not lead to the kind of deep learning it was previously
assumed to producd&he Intergroup Contact Theo(llport, 1979)argues against this common
belief tha contact between people from different cultures will lead to harmonious relations

bet ween t hem. Whil e research on this theory h
8



pr ej uRettigreavp2006)it has also identified a number of important conditions riagtbe
present for that to happen (such as a safe, qopaér crosscultural situation). Furthermore, as
M. Bennett (2010) explains, reduced prejudice
433) . As he states, #fATheatghoya!l nooft ifvwtsetr ctuollteurraar
Bennett, p. 432) ThereforeM. Bennett concludes:
For study abroad programs, insofar as they incorporate relatively-gopelt
immersion experiensg the payoff will be an increase of tolerance without much
additional e f f or t-cultural iménmkrsion @xperiemdéenntp ara Ccr 0 S S
intercultural learning experiencmestake an additional effort(p. 433; original
italics)
Therefore, study abroad professionals increasingly recognize that students not only need
to have authentic intercultural experiences in the host culiuteéhey also need help processing
and making meaning of those experiences if they are to benefit fully from the learning
opportunity. The Asink or swimd method of pro
students to their own devices to take adagatof and learn from those experiences is no longer
appropriate, if it ever was. As Engle and En@e02)explain:
Our students are, in the vast majority, insufficiently prepared to deal with the
cultural weight they are bearing. In the smkswim challenge of local
integration, sink most do, into the foreign student bar, reassuringly anonymous
traveling, paallel worlds furnished comfortably with familiar cultural symbols.
The services we do provide are too rarely connected to mechanisms for
meaningful, regular cultural contact and reflection upon that interaction by a
philosophy informing all aspects of qgram design, and thus end up simply
isolating our students further. (p. 34)
This realization has also been fueled by two broader trends in higher education: the
assessment moveméolen, 2007; Vande Berg, 2007én)d a growing emphasis in higher
education on learnerentered practicg&uh, Kinzie, Schuh, & Whitt2005; Tagg, 2003; Vande
Berg, 2007b) With regards to the first trend, colleges and universities in the past few decades
have been increasingly requitedy state legislatures, professional accrediting bodies, and even
st udent &tddemenstrate dy are teaching useful knowledge and skMande Berg,
2007b) Study abroad is no exception and research that measures the efésstivestudy
abroad has increased dramatically over the past three d€Camhep, Gladding, Rhodes,

Stephenson, & Vande Berg, 2007ncorporating assessment into study abroad is especially
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important because the extraordinasein enrollmenthasled to increased visibility of the field
and, therefore, a greater need to demonstrate what studergaraieg.

The increased attention to assessment is closely related to another relevant trend in higher
education, which is a discernible movement from a focus on teaching to a greater focus on
student learning. As Vande Bg@@P07a)pointsouti Cogni ti ve psychol ogi st s
researchers have provided compelling evidence in support of the view that students learn by
constructing, rather than simply passively abs
teaching and learning ta sprung up at colleges and universities around the country to promote
more learnecentered teaching. Faculty are lecturing less and incorporating more systematic use
of active and collaborative pedagog(&sih et al., 2005) They are identifying and designing
their courses around desired learning outcomes and encouraging students to write about and
reflect on what they are learning and to apply theiw knowledge outside the classrofvande
Berg, 2007b)

These trends are causing educators, including study abroad professicnatene
more intentional about defining desired student learning outcomes and designing programs with a
focus on achieving those goals, a process refe
student sé6 intercul taaltloud dtentimesinpdicd gaal ofiseidya pr i mar
abroad, focus has turned to how to do so, stimulating numerous research studies that explore the
relationship between specific program el ements
Engle and Englé2003; L. Engle, 200&have identified seven defining components of study
abroad programs that they believ@ the most influential in student learning. These components
are: (1) length of sojourn; (2) entry tardahguage competence; (3) language used in
coursework; (4) context of academic work; (5) type of student housing; (6) provisions for
guided/structurd cultural interaction and experiential learning; (7) extent to which guided
reflection is incorporated into the experience.

The identification of these program and learner characteristics has fueled research that
seeks to better understand how these @mapts affect various study abroad outcomes. Several
such studies are discussed later in this chapter. Many of the findings of these studies challenge
previousy heldassumptions about student learning during study abroad. Broadly speaking,
research initates that not all students learn and grow as much as we would hope simply by virtue
of being abroad. In addition, several findings suggest that program elements that create the most
immersive experiences may not necessarily lead to the most intercdéuedopment if not

coupled with adequate support measxnde Berg et al., 2009)
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It is worth noting that CIEEG6s Seminar on L
withinEnge and Engl ed6s guaedeefididn orctite mytuwah experienceut
also includes aspés of the sixth compamt, provisions for guided/structured cultural interaction
and experiential learning. The role of these two components has received very little attention in

the research.

Intercultural Training in Study Abroad

The growing realiation that immersion alone is oftentimes insufficient to produce
intercultural learning has been coupled with an increasing integration of intercultural training in
study abroad. This has been made possible by the evolution and maturation of theéurdercul
communication and training fields. Edward T. Ha®59, 1966)s widely recognized as the
father of the intercultural communication field, and his work in the 1950s and beyond laid the
foundation for intercultural training as we know it todd: Bennett, 2010; Pusch, 2004pne
of the first to use the term Aintercul tur al co
training from studying other cultures to learning how to communicate with people from different
cultures. He was also among the first to emphasize the importance of developawgaselfiess
of onedés own cultural conditioning. 't is i mp
from abstract intell ect uahceandwas builtgnpiactidalut e mer
appl i ¢Pagch, 20040p. 15)Experiential learning techniques have played an important role
in intercultural training ever since.

These advances in the intercultural communication and training fields set the backdrop
for a change in the conception of O6culture sho
primarily in an effort to help individuals living and working overseagecwith the difficulties
they encountered in adapting to their new surroundings. These difficulties and resulting
frustrations came to be known as prablemithtatur e s hoc
needed to benanagedYershova, DeJaeghere, & Mestenhauser, 208@)er (1975)was one of
the first scholars to suggest culture shock is not necessarily negative, but thattttoas
encounters and the tension and disequilibriung theoke offer opportunities for personal growth
and devel opment. I'n his seminal work about wh
(i mmersion in a new culture), Adler explains,
with negative consequees, it can be an important aspect of cultural learningdesiélopment,
and personal growtho (p. 14) . He goes on to s

from a state of low selfand cultural awareness to a state of high selfl culturalaa r e ness o ( p.
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15) . Since Adlero6s first reconceptualization
recognizedhat the challenges posed by an intercultural experience offer great opportunities for
learning and personal development.

Because culire shock was originally viewed as a process to be managed, most
intercultural training for sojourners at that time focused on teaching participants how to adjust.
Approaches were mostly didacticandcultarp eci f i ¢, of ten takGshgande f
dondts. o E a(L959;1966)0AdIdr (197Y) and athets, however, provided both the
impetus and the tools for a new approach to emerge. As Vandé®éep)e x pl ai n s, AThe
maturing of intercultural communi cation as a |
educatorscaigi ve students the intercul tural t ool s, |
them to focus on their own | earning in new and
There is now general agreement on the basic learning goals of intercudtaralioication; they
include cultural sefawareness, othewlture awareness, and a variety of skills in intercultural
perception and communicatig@udykunst & Hammer, 1983; Paige & Martitf83) As a
result, training in study abroad has become more cuffeneral and focused on learning to
communicate across cultures, rather than just learning about another culture. Approaches are
more experiential and often focus on learning howaonéMcCaffery, 1993) The didactic
approach and use of cultuspecific content have not become obsolete, but experienced trainers
now recognize the need to balance these with experiential approaches anebeméues
material as wel(J. Bennett, 1986; Fowler & Blohm, 2004; Gudykunst & Hammer, 1983; Paige,
1993c)

The maturation of the intercultural training field, in addition togheviously discussed
developments in study edrd, has led practitioners to call for greater integration of training into
the study abroad experience. This becomes even more important as participationtarrshort
programs increases. As Sel@p08)e x p|l ai ns , fi Cu rymust inctease asthat ent i on
period abroad decreaseso (p. 8). Initially, t
to departure, with the incorporation of more cultgeneral, experiential training in poeparture
or one-shot, onsite orientatins. More recently, practitioners have begun to emphasize the
importance of providing more integrated training throughout the entire expédriemdeading
pre-departure, ircountry, and reentry training(Cushner & Karim, 2004; La Brack, 1993,
1999/2000; Martin, 1993; Martin & Harrell, 2004PDne of the earliest, most successful, and
long-standing programs (established in 1975) to do this is the intercultural training program

started by Dr. Bruce La Brack at the Maisity of the Pacifi¢La Brack, 1993, 1999/2000; Vande
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Berg & Paige, 2009) La Brack developed two academic, crdubfiring intercultural training

courses for study abroad participantSrossCultural Training | ad 116 to be taken before and

after the experience abroad. This strategiedlly si gned training program i

[intercul tur al l earni ng] i nt(baBlacknB9® pl.250)r i ent at i
Unfortunately, very few programs have been able to achieve the level of integrated

training that the University of the Pacific has. Nonetheless, many institutions and study abroad

providers now not only offer preéeparture orientations, batso incorporate some kind of re

entry training into the student experience, either by providing information to students just prior to

their departure from the host country or througleméry workshops and orientations upon their

return home. The wouwntry piece, however, has been largely ignored until relatively recently.

The Need to Intervene in Student Learning Abroad

The changing@assumptions abogtudy abroad and the improved understanding
surrounding interculturdtainingare fueling a shift wthin the field. Study abroad professionals
increasingly argue that we need to intervene i
reap the benefits the opportunity presents. However, as is often the case in higher education, the
field has ben slow to react to changing times. According to Vande B897b) A Ther e i s a
widening gulf between what U.S. studigroad professionals believe their students ought to learn
through studying abroad and what many progr ams
Nonethelesspumeroudeading study abroad professionals are now advocating for and
instituting intervention stragei es meant to facilitate(@Ci#tronudent so
2002; Cohen et al., 2005; J. Engle & Engle, 2002; L. Engle & Engle, 2004; Lou & Bosley, 2008;
Paige, Cohen, Kappler, Chi, & Lassegard, 2006; Va&wtg, 2007b; Vande Berg, Balkcum,
Scheid, & Whalen, 2004)As Engle and Engl@002)explain:
For those stuents who set out to achieve a deeper cultural understanding of their
new environments (é) sustained professional
we cannot realistically entertain the hope that more than just a happy few will
deal responsibly and suasfully with their difficult dayto-day cultural (and
often linguistic) interface. Unfortunately, only a small minority of programs
today respond appropriately to this need. (p. 26)
Vande Berg2007b)c oncur s, @Al think a strong case can be
intervention in their learning, most U.S. students just do not learn very effectively at all while

abroado (p. 394). I n (2008&)wmotes, that eicannpas cyrriculagakenax i ¢ a |
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building-up approach, moving from the introductory to the advanced, yet study abroad takes the
opposite approach to developing intercultu@npetence by throwing students into the deep end
with insufficient knowledge and skills.

Therefore, it is argued, we should not throw students into the deep end of the pool, but
take them in at the shallow end and teach them how to swim before thexypacted to survive
alone in deeper intercultural waters. Study abroad professionals can do this by intervening in
studentsdé | earning before, during, and after t
during the program. Without such inteniemt, students may return with a rich experience, but
with limited transferable skill§Selby, 2008) However, as Paige and God@809)point out,
although it is increasingly evident that facilitatiora n si gni fi cantly enhance

intercultural learning abroad, such facilitation is scarce and uneven.
Theoretical Framework of Study

In this sectionl outline the theoretical framewor k o
(1983)concept of the fAfour commonpl aces of educat
research study. S e ¢ ¢260d)model of snierouliuaal corzpetenteeaadr d o r f f
P ai ¢280%)slimensions of intercultural learning, which both addwesatconstitutes
intercultural learning. Third, | discuss three theories that subgedb facilitate intercultural
learning, particularly during study abroad. These include the Intercultural Development
Continuum (IDCYHammer, 2009) S a n(1966&)ctaflemge and support hypothesis, and
Experiential Learning Theory (ELT). also explain how the laghiree theoriesnentionedorm

the pedagogical frameworsf the Seminaron Living and Learning Abroad

Four Commonplaces of Education

Schwg@b83)soncept of the fifour commonpl aces of
organi zational framework through which to exam
Abroad. S c¢c h wa b ldesause ib recognipet thd cemplexstyeirfvalved in educational
endeavors and identifies four interconnected and interdependent elements that could likely affect
the extent to which a study abroad interventio
devdopment. S ¢ h w dobr@mnmonplaces include whag calls the subject matter, the learner,
the teacher, and th{gociocultural)milieu. Schwab says these are all of intrinsically equal

importance. The relationshiggnongthese four commonplacesth respect to the Seminds
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depicted inFigurel. This representation demonstrates how the subject matter, leamher, an

teacher all interact with oranother within the milieu

Figure 1. Schwabds Foof EducatiomAppliadp b a€CeEEEG6s Seminar or
and Learning Abroad

Learners
(Seminar Participants

Subject Matter Teacher
(Curriculum) (Seminar Instructor),

MILIEU

Adaptationbased orschwab, J. J. (1983). The practical 4: Something for curriculum professors to do.
Curriculum Inquiry, 13 239265.

With regards to ClIlEEOG6s Seminaleumefarstcallvi ng an
that surrounds a studentds experience abroad,
country, the study abroad program itself, and the context in which the Seminar is taught. The
learners are the students enrolled in tbmi®ar. The teacher refers to the Seminar instructor,
whois an onsite staff member (in some cases two staff membetsamh),andoftentimes the
Resident Director of the program. The subject matter is perhaps more appropriately referred to as
thecurf cul um, which has been designed by the Semi
the United States.

Usi ng S ¢la8R)lr dosmmonplaes as an organizational framework for this
study is meant to help understand the interrelationship among these four aspects of the Seminar.

In an effort to facilitate studenctaréahatist ercul t
then implemeted at sites around the worl@he curriculum is the one constant across sites,
whereas théearners, the instructors, and the milieus at, and even within, each site are highly
diverse.The success of the intervent i aependsaugonalr di ng
of these factors and their complex interrelationship. So the question becomes this: What is
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necessary on the grouddvith respect to the interaction between the students, the instructor, the
curriculum, and the milieli to effectively impat the Seminar in a way that helps participants

learn and develop interculturally?

Intercultural Learning

Dear d @oof)inddled ofinteral t ur al ¢ o mp e@R0DFdineensmnsdf Pai geod
intercultural learning offer a framework of what study abroad participants should ideally learn. In
an effort to develop a consensual definition of intercaltatompetence, Deardorff conducted a
Delphi study on the topic with 23 leading intercultural scholars. Her model of intercultural
competence emerged from this research. In it, Deardorff identifies three key elements of
intercultural competence: knowleglgnd comprehension, skills, and attitudes. Knowledge and
comprehensi on c¢ o-avaleress, deep cufiurallkhowledgea [and]saciblihguistic
awarenegs(Deardorff, 2008, p36). Relevant skills include listening, observing, evaluating,
analyzing, interpreting, and relating. Attitudes related to intercultural competence include
irespect (valwuing other cultures), openness (w
(tol er at i n(Qeardonifp20a8,uypi 36)Peardlorff explains that these three elements
interact to produce the desired internal and external outcomes. The primary desired internal
outcome is an Ainformed frame of reference shi
c e nt r gDeardorf,|2@08, pp. 388). The main desiredveand ernal
appropriate communicati on a n(deardoefh2808,pa3®) i n i nt e
Deardorff emphasizes the fact that educators need to help study abroad participaopsatel el
hone these competencies while they are abroad.

Similarly, Paigg2005)outlines five dimensions of culture learning, which pertain to
both process and content, that provide more detail about what statevdsl should learn.
These dimensions are presented briefly here.

1. Learning about the self as a cultural beingtudents need to become aware of how the

culture(s) in which they are raised contribute to their identities, preferred patterns of

behavior, alues and beliefs, and ways of thinking. Cultural-aglareness is critical

because it enables students to understand that culture influences all of their interactions

and enables them to compare and contrast their culture(s) with others to predide possi

culture clashe@Paige et al., 2006)

2. Learning about the elements of cultuieTo be ef fective culture | ¢

under st afPdige&Gbada) 20@90p. 337M. Bennett(1998)distinguishes
16



between objective culture, which includes the institutions and products of a cultural

group, and subjective culture, which refers
behaviors, and values of groups of interacting peopld p. 3) . Learning dut
abroad should involve both, but the latter is most relevant to developing intercultural
competence.

3. Culture-specific learning.For study abroad participants, cultigecific learning
involves becoming knowledgeable abbwoth objective and subjective culture in the host
culture. Paige and Good2009)not e t hat Athis is the di mens
commonly supported by international education professid s 6 (p. 337) .

4. Culture-general learning.Culturegeneral learning refers to learning that could translate
across cultural contexts. Key concepts include values and communication styles, and
phenomena like intercultural adjustment, adaptation, cultuwekslacculturation and
assimilation(Paige et al., 2006, p. 40)

5. Learning about learningThe pr emi se here i s tempowerddstr at e
and more effective | dPaigeebal, 2006 p. dOAxTRaibet ur e | e a
and Gooeé (2009)e x p | ai n, AEffective culture | earnin
understanding of the culture (Crawfeltdnge & Lange, 1984), participating in the
culture, and netteoatitnongabnerwpebdsences (Kol b
Pai 200kl i mensi ons of i nter cul204)madelofl ear ni ng

intercultural competence outline what type of learning a study abroad intervention should
endeavor to facilitate. The next section will introduce several theories that suggest how that
might be done.

Facilitating Inteécultural Learning

The primary theori es p(le6s)ehallengedandseppeet i ncl ude
hypothesis, the Intercultural Development Continyttammer, 2009)and Experiential
Learning Theor y(1984¢Experemtial bebrhing gcke.o Thésé theories outline
means by which a study abroad intervention can
addition to presenting these theories, | briefly discussthey are used tmform the

pedagogical framework of the Seminar on Living and Learning Abroad.
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The Challenge and Support Hypothesis

Sanf ¢leed)ohsllenge and support hypeslis contends that educators need to
balance the level of challenge that learners face with the amount of support they receive in order
to keep them engaged in the learning process. To promote student development, Sanford says,
educat or s mudents]withpstromgchatiengeg, appraise accurately [their] ability to
cope with these challenges, and offer support
Kegan(1994)says fiPeopl e grow best where they continuc
challenge and supporto (p. 42). Similar to Sa
abroad experience,the Yerkbso d son Law st ates t hattedivimatkda mum | €
student 6s anxiety is at a moderate | evel. Wh e
When anxiety is too hi gHhCitromoHKlinevaol,ip.®23) i s i nhi bi

Drawing from Sanford1966) as well asSenningef2000) Vande Berg applies the idea
of challenge/support to the study abroad contee¢ Vande Berg & MediradpezPortillo,
2010) His representation is depicted in FigareHe explains that if study abroad participants
are overly challenged, they will fegiwlyasmt o a fApa
result. For example, they may retreat from a challenging cultural situation by spending more time
with other U.S. Americananddoing the types of things they would do back home. On the other
hand, if students are not sufficiently challedgthey will become overly comfortable and their
ability to learn will decrease as well. Vande Berg, like Sanford, says the level of challenge
students experience must be fAjust righto for |
intoandstg i n t he Al ear nliBegetfd993) eho discusses mwthea r | vy,
challenge/ support hypothesis can be used in in

supported, no learning takes place. If the learner is ogbdifenged, the learner flees the

|l earning contexto (p. 122). She explains that
di fferent for each individual. Therefore, ATHh
participants and carefullybalamc chal | enge and sup@dennetttl®3, max i mi
p. 122)

What the challenge and support hypothesis highlights is that educators working with
study abroad participants need to be constantly aware of the level of chalfehgexiety each
student is experiencing at any given moment and provide the support and/or chatlesggary
to promote opti mal |l earning. However, creatin

discussed earlier, many study abroad programsl@signed in ways that, often unwittingly,
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fkeep students in their comfort zones and, t hu
(Citron & Kline, 2001, p. 23) Therefore, programs must be designed and implemented with the
challenge/support hypothesis in mind, and interventions that seek to facilitate intekcultura
developmehmust endeavor to achieve the necessary balandgallenge and support for each

i ndi vi du 6993b)inteRsiyifagterd can help educators assess how challenging the

experience may be for indduals; therefore, we turn to these now.

Figure 2. Vande Berg's Challenge/Support Representation

Panic Zone

Learning Zone

ComfortZone

FromVande Berg, M., & Medind.0pezPortillo, A. (2010).Learnercentered study abroad: What
students are learning over therehat they're not, and what we can do abouPdrtland, OR: Summer
Institute for Intercultural Communication Workshop Materials.

Paigebs I ntensity Factors as Indicators of Cha

Pai ¢189lyintensity fators identify specific ways in which study abroad
participants may or may not feel challenged by their experience. Paige identifies ten situational
and personal variables that can affect the level of intensity of a sojourn abroad. These offer a lens
through which educators, and students themselves, can gauge the level of challenge particular
students may experience, which in turn suggests the level of support and/or additional challenge
they might need. The ten factqedl summarized from Paige, 1993k briefly explained here.

1. Cultural differencesPai ge suggests that studentsd stre
cultural difference between their home and host cultures increases. Iorgdta more
negatively students evaluate the cultural differences between their home and host
cultures, the more intense the experience will be.
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2. EthnocentrismEt hnocentrism is relevant to a stude
First, students witimore ethnocentric mindsets, particularly those who hold Denial and
Polarization worldviews according to the Intercultural Development Continuum (see next
section), will find intercultural experiences more threatening. Second, students who are
studying alboad in cultures or communities that are more ethnocentric will also
experience a greater degree of stress.

3. Cultural immersion.The more immersed a student is in the host culture, the more
psychologically intense will be the experience.

4. Cultural isolation The more isolated sojourners are from their own cultural group, the
more stressful their experience may be.

5. Language.Students who do not speak the language of the host culture may likely
experience more stress than those that do. In addition, tieeanitical language abilities
are to host culture integration, the more stress students may experience.

6. Prior intercultural experienceThose who have little or no prior,-thepth intercultural
experience will likely find the experience more stresdiahtthose with such experience.

7. Expectations.Students who have positive but unrealistic expectations about the study
abroad experience may feel let down when those expectations are not met. In addition,
students who have high expectations of themsehasreact negatively when they
experience normal adjustment problems.

8. Visibility and invisibility. Students may experience stress if they are physically more
visible in the host culture than they are accustomed to being in their home culture.
Alternatively, they may feel stressed if an important aspect of their identity is either
ignored by members of the host culture (e.qg., religious beliefs) or must be kept hidden
because it is not accepted in the host culture (e.g., sexual orientation).

9. Status.Statts can affect a studentédés experience ir
are not getting the respect they deserve, or they may feel they are receiving undeserved
attention and recognition. Also, they may not understand their own level of status in the
host community. All of these issues can present students with challenges.

10. Power and control.The more study abroad participants feel a loss of power and control
over events, the more stress they will likely experience.

As Paige and Good@2009)contend, understanding these intensity factors can help educators

facilitate student learning and development because they offer a means through which to assess
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the level of challenge individual studentsyree experiencing and to therefore provide the

necessary support and/or additional challenge they need.
The Intercultural Development Continuum

In this section, | outline the Intercultural Development Continuum (I&mmer, 2009,
2012) which is a model of intercultural competence grounded in the Developmental Model of
Intercultural Sensitivity (DMIS) originally conceived Iby. Bennett(1986, 1993) I first briefly

summarize the theoretical foundations af tBC and then explain the model.
Theoretical Foundations

The Intercultural Development Continuum (IDC) is based, in part, on personal construct
theory and its extension, radical constructivigmBennett & Bennett, 2004 Personal construct
theory posits that fexperience is a d@nction o
Bennett & Bennett, 2004, p. 153According to George Hlg (1963)

A person can be a withess to a tremendous parade of episodes and yet, if he fails

to keep making something out of them... he gains little in the way of experience

from havihg been around when they happened. It is not what happens around

him that makes a man experienced; it is the successive construing and

reconstruing of what happens, as it happens, that enriches the experience of his

life. (as quoted in J. Bennett & Bennett, 2004, p. 153)
In other wordshow people experience events depends upon the categories they possess and use
to describe them. The IDC focuses specifically on how people develop their ability to construe,
and thereby experience, cultural difference.

The model also draws on cognitisguctural theories of student development, most
not abl y1968ESchenye@fsEthical and Cognitive Developm@ntBennett & Bennett,
2004; Pascarella & Terenzini, 2005; Pusch & Merrill, 2008}hile a full explanation of the
foundations of the IDC is beyond the scope of this paper, this is important to mention because it
highlightsthee act t hat the |1 DC Ais one of the few the
communi cati on and (EhdicottaBock d&daneaézoZB npedns) la other
wordsf aci |l itating studentsdé intercultural develo

learning that will serve students well long after their study abroad experience ends.
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Explanation of the Intercultural Development Contim

Drawing from the theories mentioned in the previous sediibiBennett(1986, 1993)
created the Devel opment al Model of I ntercultur
the observed and reported experiences of peopleii nt e r ¢ ul t(l Bearett &sBerinettat i on s
2004) Itwasdevelopedusimy grounded theory approach, #Awhict
concepts to explain a pattern (MIBenbett,0B4 p.ges fr o
72). I n the DMI S, i nt er cul tituto discrimmatenandi t i vi ty i s
experience relevant cultwural differences, 0 whe
think and act in int @ammedetal, 2003, p. ¢22)atgrcplturalpr i at e w
competence involves culturally sensitive knowledge, attitudes, and behavior. The DMIS is based
on the belief that Agreater intercultural sens
exercising intercdl u r a | c o(Hgmmer et alc 20@3, p. 422)

The Intercultural Development Continuum (IDC) is an adaptation of the original DMIS.
Based on the DMIS, Hammer ahtl Benrett (1998)created a measurement tddtnown as the
Intercultural Development Inventory (I}t o assess oheds umlri entation
difference. Extensive research using the IDI has resulted in the adaptation of the DMIS into a
more empirical measure of the constructs identified in the original tligarpmer, 2007) The
result is the 1 DC, which Arepresents a progres
consequently a less complex experience of cultutadlyed patterns of difference to a more
compl ex experience @amomern2009)xThid continuwamlincladdesfieer si t y 0
worldviews(also called orientation®)f increasing complexity from a mondtural mindset to a
more intercultural or global mindset. They are: Denial, Polarization (which can take the form of
Defense or Reversal), Minimization, Acceptance, and Adaptation. iadiiview is briefly
described here.

Denial. People in Denial aiply ignore or are unaware of the existence of cultural
di fference. They believe AdMBdnnett, 4993, p.B0Yyer si ty
Those in Denial foften have a kumtued)] $beheob
(Hammer, 2009, p. 248)While thisworldviewmay s eem r ar esinglynglobabzdday 6 s i n
heterogeneous world, it may be maintained through physical isolation or intentional separation

from cultural difference.
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Figure 3. ThelIntercultural Development Continuum (IDC)

| Denial | Polarization| Minimization| Acceptance| Adaptation |
(Defense /
Reversal)
Monocultural Mindset > Intercultural Mindset

From Hammer, M. R. (2009). €hntercultural Development Inventory (IDI): An approach for assessing
and building intercultural competence. In M. A. Moodian (E@gntemporary leadership and intercultural
competence: Understanding and utilizing cultural diversity to build succesgfniaations(pp. 245261).
Thousand Oaks, CA: Sage.

Polarization.Po |l ari zation is fia judgmental orienta
6t h gHatder, 2009, p. 249)It can take two forms: Defense or Reversal. In Defense,
people recognize the existence of cultural dif
threat iesnstto odne®sualdty and thus to oneds ident
one cul t (M. Bdnnett, 2983, ppt3850 People in Defense may try to fight the
differences in order to preserve the sanctitthefr ownworldview either by denigrating other
cultures through stereotyping, by claiming the superiority of their own culture, or both. The other
variation of Polarization is Reversal, in which culturaldiffe nc es ar e aludand pol ar i
Otnn,édbowever that polarization is reversed. Tha
6ot her cultural group6 are HanemeraD09aps24H uperi or
Most commonly found in longime sojourners such as Peace Corps volunteers, this has also been
called Agoing native. o0

Minimization. People in Minimization maydfamiliar with other cultures and aware of
differences between cultures, but they tend to focus more on similarities. H&2HRY
describes Minimization as fAa transitional mi nd
universal values and principles that can mask a deeper understanding and consideration of
culturd di f f er e nM. Bennett(19%3)explhids 2hat the challenge with thisrldview.

eéis the napve assertion that, despite diff

characteristics, such as individual motivation for achiexgtm These assumed

universal characteristic are almost always derived from the native culture of the

person making the assertion, who is usually a member of the dominant culture of

a society. (p. 42)
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Dominant group members in Minimization tend to taks focuson-similarities approach due to
limited cultural seHawareness. Nedominant group membevgho holdthis worldview may be
focusing on similarities in an attempt to figo
Acceptancel n Acceptance, fAmpledtpgculualidiferencesn of t h
ar i fHansnier, 2009, p. 250)Cultural differences are lawowledged and seen as viable
alternative solutions for organizing human existence. The existence of difference is not evaluated
as negative or positive, but accepted as necessary. People in Acceptance are beginning to
understand the importance of coriteXhis worldview is typically manifest first through respect
for cultural differences in behavior, then through respect for cultural differences in values. In
Acceptance, fAoneds own et hical positionn become
cul t ur a(J. Bennatt & Benrteth, 2004, p. 156)hed r awback i s that #@Athe
effect of this relativity is to make all positions seem equally valid and therefore to preclude a
choice of position based on t( 8encett&lBednetap.i st i c
156). Or, as Hammer expl ains, ahizelarmadgriowledgedi vi du
the relevance of culture and cultural context, they are unclear on how to appropriately adapt to
cultural differencedo (p. 250).
Adaptation. People in Adaptation possess a level of-eective consciousness that
enables a percemlshift into different cultural contexts, which allows them to experience
different organizations of reality and construct appropriate alternative forms of befdavior
Bennett & Bennett, n.d.) I n Adaptati on, Aiskills for rel at i
ot her cul t ur (MsBermettel998, p.lbH)hicirapdréant to note that these skills
i a r alredio gadditvepr ocess, 0 meaning that they fextend
s ki (Ml Berinett, 1993, p. 52, original italics)nitially this takes the form of cognitive frame
shifting, which is Athe attempt to organize exrg
characteristic of ano(.Bennett& Benrtetty 2084Peoplean of oned
engaging in cognitive frarmghifting are learning to shift their cultural frame of reference in an
intentional and temporary way. Later they mayrdardo so in a more unintentional and
permanent way. This is known as behavioralesdei f t i ng, where fAthe feeld]i
another culture i s gi v(é Benfet& Bennetn20@pppl5& pr i at e b

Training for Intercultural Development

In this section, | discuss how the IDC, in aamgtion with the challenge/support

hypothesis, can be used to train for intercultural development. The idea to incorporate these two
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to guide intercultural training was first explored hyBennet{1993, 2003, 2009]. Bennett &

Bennett, n.d.; J. Bennett, Bennett, & Allen, 2003he development and evolution of the
Intercultural Development Inventory (IDfHammer, 2007; Hammer & Bennett, 198&he
assessment tool mentioned previously that is based on thedMiSIed to an improved ability

to tailor intercultural training efforts to individuals based on their le¥@itercultural sensitivity.

The idea is that trainers should assess where students are on &heitB€ informally or,

ideally, through more formal means such as thé IBi the beginning of the program, then tailor

their training to purposefully fadgiate development. The way to do so differs according to the

| ear ner s 6 warldvieve For eathwordriew) there are different developmental tasks

the learners face, stag@propriate competencies they need to develop, and challenge and support
patterns the trainer must consider. These are briefly outlined here, focusing on the developmental
tasks of each worldview and the type of challenge leadnpasticularly study abroad

participant® may experienceThis information is also summarized itiadble inAppendix 1.

Denia. The devel opmental task of | earners in D
cul tur al (dBehnete& BemettensdQp.DEN3) Learnersd experienceé
presents a high degree of challenge, so educators should emphasize a high level of support.
Discussing objective culture can provide this support, and the concept of sibgedtivre can be
introduced to pique studentsdé curiosity and ch
is unlikely, however, that many people who ssdfect to participate in study abroad will be in
Denial.

Polarization. Because learnera Polarization feel threatened by cultural difference, the
devel opmental task here is to fimitigadle pol ari
Bennett & Bennett, n.d., p. DEE3Yhe level of challenge learners experience is at a maximum
here, so educators must provide an equally high level of support. Students abroad who are in
Defense, the more common form of Polarizatiwill likely find the experience of immersion
quite challenging, which further emphasizes their need for supjpoBennet{2003)explains
that with |l earners in this stage, the educator
of providing a safe context for exploring human similarities. For this stage, and this stage only,
the emphasis can be placed on characteristitse st udent s share with othe
One way for educators to support learners in Polarization that is particularly relevant to the study
abroad experience is to allow structured opportunities for students to share their concerns. To
challenge students to move to the next ledelBennet{2003)suggests emphasizing basic

intercultural competencies, such as tolerancéemes, and seldliscipline.
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Minimization. The developmental task for students in Minimization is to develop cultural
selfawar eness. i B u ralvateinasg) theolaarnerswcantexamiaelthe soatiladt
between their own cultures and other culsugd. Bennett, 2003, p. 163uch as the one in
which they are studying. Educators need to help students in Minimization begihitdo
question their assumptions about similarity by examining their own culture. The experience of
difference presents only a moderate challenge to students with this orientation, so educators can
begin to deemphasize support and introduce morelehgle, for example by presenting
theoretical frameworks to help students analyze and understand cultures, especially thdir own.
Bennett(2003; J. Bennett & Bennett, n.dyggests more sophisticated intercultural competencies
should be emphasized for learners in Minimization; these include cedtemnalral knowldge,
openmindedness, cultural sedfwareness, listening skills, the ability to withhold judgment, and
the ability to perceive others accurately. It is quite common for study abroad participaoit$ to
a Minimization worldview; vithout someone challengirthem a bit further to acquire these more
sophisticated intercultural skills, they may not be able to see beyond the superficial cultural
sameness that is most readily apparent, especially if they are unable to engage in much authentic
intercultural contet.

AcceptanceWhen | earners have reached Acceptance,
systematically increase the complexity of categories they use for analyzing difference and to
begin to develop their skills for frardd-r e f e r e n ¢ (8. Benhett, 2a03, p. §6&&d)Vith
regards to moving from Acceptance to AdaptatidnBennett(2004)e x p | a © ateept théi T
relativity of values to cultural contegé ) [learners] need to figure out how to maintain ethical
commit ment in the face of such relativityo (p.
people in Acceptance seek it out, which metheir experience of difference is Attmeatening
and rather lowchallenge. Therefore, educators can introduce more challenging content and
riskier processes, such as experiential activities.

Adaptation. In Adaptation, the developmental taskist@o nt i nue devel oping
frameof-reference shifting skill§J. Bennett & Bennett, n.d.)The experience of difference
presents low challemgfor these students, so educators can incorporate higher levels of challenge.
Students in Adaptation need to master ethnographic techniques, such as cultural observation and
intercultural interviewing skills.J. Bennet{2003)e x p| ai ns, A l-tolearrs t hese | ec
strategies that support | ifelong | earning duri
should also practicedmeof-reference shifting and intercultural empathy by examining critical

incidents and more complex case studies.
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Of course, group settings such as a study abroad intervention will typically include
students with various different interculturabridviews. When this is the casé, Bennet{2003)
suggests instructors use the IDI or some form of informal assessment to judge whejeribe ma
of learners fall on the developmental continuum. The curriculum should then be designed to
address the learning needs of the two or three worldviews around which the participants cluster,

and facilitators can provide challenge and support to iddais as they see fit.
Experiential Learning Theory

Experiential Learning Theory (ELT), like the IDC and challenge/support hypothesis,
suggests a means by which a study abroad intervention can help facilitate student development
anditis partof thefrae wor k upon which CIlIEE6s Seminar on L
designed and implemented. While the IDC focuses specifically on intercultural development,
ELT is more broadly aboug¢arning and developing through experientteis highly relevant to
the study abroad context because of the obvious experiential nature of study abroad. | first
present the theoretical foundations and main propositions of the theory, then specifically discuss
Ko | [L@84)Experiential Learning ¢cle, and finally relate experiential learning to study

abroad and intercultural development.
Foundations of Experiential Learning Theory

Numerous scholars have emphasized theabéxperience in their theories of human
learning and development. Most notable among these are John Dewey, Kurt Lewin, Jean Piaget,
William James, Carl Jung, Paulo Freire, William Perry (whose theories also influenced the
development of the IDC), and @&ogers, among others. The basic premise of ELT is that
experience provides a rich foundation for learning, but experience alone does not necessarily
produce learning. Dewdi997)explains:

Activity that is not checked by observation of what follows from it may be

temporarily enjoyed. But intellectually it leads nowhere. It does not provide

knowledge about the situations in which action occurs nor does it lead to

clarification andexpansion of ideas. (p. 87)

According to ELT, #fAlearning is the process
transfor mat i dqkolb,d984 pe 38p Ehe keeto traesforming experience is focused
reflection, which is a skill that can be learr(&avicki, 2008hb) As Joplin(1995)explains,

AExperience alone is insufficient to be called
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process which turns expe (as@uatedén Citront& &lineg 20ple r i ent i
p.20) Itin(19995)adds t hat experiential education invol\
supported by reflection, cr istructoredlto remuirathey si s, an
l earner to take initiative, ma k @s ciled io Citkon& ns, an
Kline, 2001, p. 2Q) Thus, experiential education is defined by the Association for Experiential
Educationn.d)as both fAa philosophy and met hodol ogy i
with learners in direct experience and focused reflection in order to increase kyevdedelop

skills, and clarify values. 0
Kol béds Experienti al Learning Cycle

CIlIEEGs Seminar on Living and Learning Abroa
Kol f@84)mo d el of experiential l earning, which ©br
Deweyb6s, and Piagetbds model s. Kol b says | earn
concrete experiencabilities (CE),reflective observatioabilities (RO),abstract
conceptualizatiorabilities (AC), andactive experimentatioabilities (AE). He explains:

That is, they must be able to involve themselves fully, openly, and without bias

in new experiences (CE). They must be able to reflectnohadoserve their

experiences from many perspectives (RO). They must be able to create concepts

that integrate their observations into logically sound theories (AC), and they must

be able to use these theories to make decisions and solve problem&@g,).

1984, p. 30)
While |l earners tend to prefer using one or two
l earni ng st yl atitis neceksary tengagealipfduratyipes of altilite$or optimal
learning to occur

Kolb (1984)describes the experiential learning process as astage cycle involving
these different abilities. Savick008b)explains:

According to this model, experiential learning occurs as a cycle starting with

concrete experience, witi is then processed by observation and reflection about

that experience, leading to new understandings, skills, and affective reactions,

which are, in turn, tested for effectiveness, thus generating a new concrete

experience.
In other words, experientidarningmust involve not just having an experience, but also

reflecting on that experience, drawing meaning from it, and using that new understanding.
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Savicki(2008b)furtherep | ai nearmangfili s seen as not only
a repetition of cycles that move the learner along a trajectory of more complete and sophisticated
thought, f eel(p.79 Thiscytltal frecdsacan be vietved as a spiralhith
|l earners bring to each new experience the | ear
i s perceived through changed | erfPRuEls&Mernili a mor e
2008, pp. 303804). Students encounter each new experience, then, from a more advanced

starting point.
Experiential Learning and 8ty Abroad

Viewed through the lens of Experiential Learning The@yT), many study abroad
program® perhaps the majorify lack the essential ingredients for turning these international
experiences into truexperientialearning opportunities. Most progns are designed to provide
students with a concrete experience, but the assumption is that the experience itself will be
sufficient to generate intercultural learning. ELT, however, stipulatesnhiais neededor the
experience to result in learnings LuttermanrAguilar andGingerich(2001)explain, A Any
educational endeavor, including study abroad, that does not structure reflection and critical
analysis of the international experience itself into the curriculum is not engaging in experiential
educationo (p. 45).

Several scholars have wirie n about how educators can faci
through the experiential learning cycle and what intercultural training activities are most relevant
to each of thelifferent kinds oflearningabilities (see, for example, Hugh&&'einer, 1986; Lucas,
2003; Pusch & Merrill, 2008; Savicki, 2008bJThe following is a brief review of that literature
by learning type.

Concrete experienceStudy abroad provides a rich opportunity for students to engage in
corcrete experience. However, as discussed previously, opportunities for authentic intercultural
contact may be limited due to numerous factors. Therefore, educagio design their
programs to purposefully create opportunities for authentic contdctive host culture to

increase the experiences from which students can learn.
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Figure 4. The Experiential Learning Cycle
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Abstract
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Adapted from Kolb, D. A. (1984Experiential learning: Experience as the source of learning and
develpment.Upper Saddle River, NJ: Prentice Hall.

Reflective observationAccording to ELT, reflective observation is necessary to move
students from concrete experience to abstract conceptualization, or a higher level of
understanding. As will be discussedmore depth later in this paper, Laubscfi€94)found
that study abroad participants had difficulties progressing beyond the concrete experience stage
on their own. The majority were not able to translate their cutipeeific observations tmore
culturegeneral learning, which suggests students need more help reflecting on and trying to
understand their experiences.

At the reflective observation stage, a key
reactions to concrete experienceniin at e v e r  f (8avioki, 2008b, p. &K Ruscle and
Merrill (2008)emphasize that in intercultural contexts, it is particularly important that the
reflective stage does not turn into a judgment phase. Having a cultural mentor or fatdlitato
help students learn to attribute to a behavior the same cause or reason that someone in the host
culture would (which Triandi§1990)callsisomorphic attributiol, rather than judging that
behavior based on their own cultural lens, can be particulahpfii at this point.J. Bennefth &J.
Bennett & Bennett, n.dpopular Describé Interpret Evaluate activity is one example of an

exercise thatan help facilitate this process. Hugh¥giner(1986)suggests that introducing
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students to relevant intercultural concepts an
to help them move through reflective obsron.

Abstract conceptualizationSavicki(2008b)refers to this stage of the cycle as the
Aiforming new knowledge nodedo (p. 7 S¢vationsStudent
and reflections to content and theories in order to form new knowledgeludisesWeiner
(1986)ar gues, to move into abstract conceptuali za
cognitive mafplsear n Ttheyi dnairstt i f-held eogndivetheosieds, t hei r
and make modifications or ev oghesWainsrtprd@lt new o
This type of cognitiveshift canbe quitel i f f i cul t because +hdldbeligfal | enge
and values and Ait entails a period of -uncomfo
awareness and intellectual openness in addition to hijyldyv e | o ped a nHughest i cal sk
Weiner, p. 491)

Active experimentationFinally, in order to respond appropriately in a given intercultural
situation, students must be able to coemngrectly
an accurate interpretation of the situationodo
model)(HughesWeiner, 1986, p. 491) Educators may want to encoul
new ways of thinking, feelpp, or behaving, while emphasizing t
they are not true to themselves, 0 but instead
to wring the most benef i (Sawckit2008bfp.8hei r t i me st

HughesWeiner(1986)emphasizes that applying the experiential learning model to
intercultural learning can help students learn howdorlen . AParticipants will/l
culturespecific and the culturgeneral information, to acquire the procedures, skills and
strategies required to | ear n (HughesWeinercpu30t)ur e and
In this way, applying the experiential learning model to study abroad can help students acquire

skills that will benefit them long after their sojourn ends.
TheSeminar on Living and Learning Abraatiheoretical Framework

The three main theories outlined in this sedlidhe challenge/support hypothesis
(Sanford, 1966)thelntercultural Development Continuugilammer, 2009)and theExperiential
Learning Gycle (Kolb, 19849 are included in tl theoretical framework of this study because of
their relevance to the process of facilitating intercultural learning during study abroad. However,
they are also fundamental to this study because they form the pedagogical framework of the study

abroadim er vention in question, CIEEG6bs Seminar on
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theories helped shape the curriculum and arematsmtto guide the way instructoteachthe

Seminar. The idea is that the instructors will (1) tailor their teachgpgoach to participants
according to the studentsé intercultural orien
support each student expardes, and (3) teach around the Experientidriing Cycle and push

participants to learn in new andférent ways. In other words, these should be important aspects

of the process involved in facilitating studen

the Seminar, which is what this study examines.

Summary

This section has presented severakepiis and theories that, taken together, provide a
framework for examining ClIlEEG6s Semi d@/t, on Li vi
1973, 1983koncept of the four commonplaces of education serves as an organizational
framework. It highlights the importance of examining the complex intéioakhip among the
students, the instructors, the curriculum, and the milieu.

Dear d @oo8)in@del of intercul t uf@b)diceosimpseft ence a
intercultural learning outline what participants ought to learn. Deardorff says intercultural
competence involves knowledge and comprehension, skills, and attitudes. Paige suggests
students should learn about the elements of eulind that they are cultural beings.

Furthermore, the process should include both culgereeral and culturspecific learning and
seek to empower students with tools to become effective independent intercultural learners.

The Intercultural Developme@ontinuum(Hammer, 2009)the challenge and support
hypothesigSanford, 1966)and Experiential Learning Theory suggest means by which a study
abroad intervention can facilitate studentsod i
CIEEG6s Seminar on Living antlelCeandrchallengg/support o ad .
hypothesis emphasize that thetructorsof such an interventioneedtcu nder st and st uden
level of interculturakensitivityand provide th@ppropriatebalance of challenge and support
each individual needs to experiengptimal learning.J. Bennet{1993, 2003, 2009)rovides a
framework for educators to try to achieve this balance for students in each of the IDC
orientat i ons .(1984)Expdrientiahletarring clb éngphasize the importance of
incorporating reflection and critical analysis into the study abroad experience in order to

transform experience into learning
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A Review of the Research

In this section, | review the research related to study abroad interventions and the need to
facilitate participant s discussdaveral studids that dembnsticite vel o p
intercultural learning duringtudy abroad is inconsistent; that is, it is not an automatic or equally
distributed outcome. Secondsummarizeesearch findings that actively call for intervening in
studentsdé intercultur aldsdustlrae studpaproawteivdantonsa b r oa d .
and the research that has been conducted on them. The résetingjs supporthe
devel opment of programs t h dearningwhilethey &eabroadn st ud
and suggestve are now at a point where we need to begikilty at the process by which those

programs attempt to facilitate said learnindp&iter understand how toaximize their impact.

Intercultural Learning is Inconsistent

Several research studies indicate that the
intercultural learning and development are inconsistent and are affected by factors such as the
duration of the program, studentsd initial |l ev
experience abroad, the levels of challenge and support they exqeer@ed whether they have a
cul tur al ment or or 6écoachd® to help them proces

As patrticipation in shosterm study abroad programs has increased, so have the number

of studies examining the relationship between duration of sojourn and varitcomegsee
Dwyer, 2004; Kehl & Morris, 200:2008; MedinaLopezPortillo, 2004) MedinaL6pezPortillo
(2004)specifically compared the development of intercultural sensitivity of students on a seven
week (n = 18) and a Wweek program (n = 10) in Mexico. She used a questionnaire, interviewed
students, and admatered theritercultural Development Invento@Pl) b ot h pri or t o st |
departure and after the completion of their program. The primary finding was that both
guantitative and qualitative dai@monstratedreaterinterculturaldevelopmenamongthe
students on the longer program than those on the shorter prgeatimalLopezPortillo, 2004)
In her analysis of the qualitative data gathered from the two groups, MealeaPortillo
explains how the reflections of tiudents on the sheterm program (in Taxco, Mexico)
compare to those of the students on the longer program (in Mexico City):

Their comments and descriptions convey the impression that for them, study

abroad provided a pleasant vacation in beautiful laistbric Taxco; they had

relatively little time to examine and reflect upon cultural, s@gonomic and
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political issues. The opportunities they had for significant intercultural

development were cut short. By contrast, the Mexico City students, exjmosed

cultural differences for sixteen rather than seven weeks, had greater opportunities

for developing intercultural sensitivity. (p. 190)

In addition to MedindL6pezP o r t {2008)@search, several other studies have found
a correlation between length of study and various positive outc(maser, 2004; Kehl &
Morris, 20072008) Nonetheless, shererm study abroad has become the new norm. Despite
the fact that the length of the average program has drastically decreased and the climate in which
students are studying abroad has draratiyichanged, it is still commonly expected that students
will become more interculturally competent simply by being abroad, even if for as little as a few
weeks. What this highlights is the importance of developing and implementing programs that are
veryintentional in facilitatingp a r t i dnitegwtural Isaéning.

In another study, Hammén.d.) conducted an independeagsessment of the impact that
a tenrmonthAFS (American Field Service) study abroad exparéhad on high school students
in 20022003 (n = 1,50 . The study examined studentsodé int
of a pre/posttest design (using the IDI) and a control group (n = 600). While the study found
that the AFS experience was effectiitmleo i n incre
revealed that it was not equally effective in
overall result is that the AFS program has a significant impact with students that begin the
program in more Ethnocentric (less interculturally corapgtstages anllas little impacbn
students who begin the program in the more dev
added). As discussed previously, the experience of difference presents only moderate challenge
to individuals in Minimization(J. Bennett, 2003; J. Bennett & Bennett, n.d.; M. Bennett, 2004)
so if students are not encouraged to acquire more sophisticated intercultural skills, they will likely
not see beyond the superficial cultural sagsn H a mmessuport this ided.i n g

In another study, McKeow2009)examined whether participation in study abroad
afect ed studentsd intellectual devel opment. He
variable® gender, language of the study abroad country (English 6Engtish), structure of
the study abroad program (direct immersion or study center), and pravieurstional travel
experienc had an i mpact on studentsdé intellectual d
McKeown measured intellectual development by administering an instrument called the Measure
of Intellectual Development (MID), which is based an P r ($9683categories of intellectual

development (from which the IDC draws), paad posisojourn to 226 students who parniated
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in a semester study abroad program.mfentionedearlier in this chapter, although the concepts
of intellectual and intercultural development are different, they are interrelated in some ways (for
example, they both involve the development of freshifting abilities) and are both important
aspects of human development that we would hope students could gain while studying abroad.

Overall changes in MID scores, however, showed no evidence that mean scores for the
postgroup were higher than the pgeoup. One possible explanation McKeo@009)cites is
the short duration of the program (one semester), and he sudgestithout intentional
components such as reflective journals, group
duration of the onsemester study abroad program may be insufficient for most students to
realize gains in their intellectual devetog nt 6 ( p . 108) . He al so sugage
be sufficiently challenged because such a large number choose to study in Western countries and
cultures that are relatively similar to their own, especially on the surface level. McKeown
e x p | dntelestyal dévelopment occurs in interaction with the environment (King, 1990;
Perry, 1968), therefore, it is possible that if the environmental factors of the treatment are not of
sufficient intensity, then the student will not develop to the next &tagé p . 110) . He su
structuring study abroad programs to more intentionally foster the intellectual development of
participants.

Regarding the relationship between intellectual development and the independent
variables previously cited, the McKeoy2009)study produced only one statistically significant
finding:

Students who had traveled abroad previously for 2 weeksngetostill had

significantly higher prescores than their legsaveled peers, but their pestores

were not statistically different. In other words, students for whom study abroad

was their first meaningful international experience caught up to there mo

experienced peers after one semester abroad. (f§2)91
This is what McKeown refer s ttoatthms fofivthdmestudyi r st t
abroad is their first significant experience abroad are more challenged by the experience and thus
makegreaterstrides in intellectual development, since challenge is necessary to produce growth.
With regards to the students for whom itis nottheirrst per i enc e a btrmaybd , he w
necessaryé ) to build in other programmatic componetasstudying abroad that will challenge
this group of studentso (109).

I n essence, the (009)sldynsggestodfewMitidersoaren 6 s

sufficiently challenged during their time abroad to make significant gains in their intellectual
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devel opment . This supports a need for interve
sufficiently challenged, althougfot so much that they disengage.
A study by Citron(2002)sheds some light on why students may not be sufficiently
challenged. In aase study meant to help understand the cultural adjustment experiences of 16
U.S. undergraduate students studying in Madrid, Spain, Citron found that most of the students did
not acculturate to Spanish norsd they interacted significantly more wittethU.S. peers than
with Spaniards. In fact, Citron found that dtedengr oup f or med what he r ef e
culture, o which was neither Spanish nor U.S. A
As a result of having no family members$pain, knowing they were staying in
Spain for only 14 weeks, and knowing that their U.S. classmates would all be
returning to [their U.S. school] with them when the program ended, the group
members often turned to each other for the support they coufthd@lsewhere.
This furthered the development of the third cult{@itron, 2002, p. 47)
Citrondéds study f whom@ndedaa expectedcetanintegrate idt@thethaest
culture had difficulties breaking out of their U.S. American bubble and getting beyond superficial
levels of communication with host nationals. He quotes one such student:
To be honest, | thought bet came that | would want to [spend more time with
Spani ards], but [ really didnét once | got
really thought that | would like totally want to hang out with them. And | did
want to hang out with Spanish peoplet bjust turned out to be so much harder.
It was, I dondét know, (Citronnpas) t oo hard, so |
In contrast (2009)shggektionathatrstidents who study in Western countries may
not be sufficiently challengediyhei r experi ence, this studentds
perhapsverlychallenged, and therefore retreated from the host culture rather than continue to
attempt to engage in it. Taken together, what these findings demonstrate is a need to better
understand when, how, and the extent to which students are challenged and to try to balance the
challenge and support they experience to optimize their learning. To discourage the creation of a
ithird cultured among s2002kmphasizes thaimponaace ¢fi ci pant
having an orsite cultural orientation and hiringeni t e st aff with bicultur al
sene as O6culture coaches, 8 encouraging students

find meaning in its wayso (p. 53).
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Like Citron (2002) Wilkinson(1998)also found thathe students she tracki@®a group
of sevenU.S. American summer study abroad participants in Féaicé e nded t o band to
the face of unexpected frustrations withcross | t ur al contactso (p. 25).

[Plarticiparts often viewed the immersion setting as a complex and frustrating

environment, where even a simple greeting could result in misunderstanding.

Faced with such unexpected and cryptic difficulties, the students tended to turn to

each other and the security a shared native language and culture to process

their experiencegWilkinson, p. 30)

Although this in many ways prevented students from achieving a deep cultural understanding

because they had only their own cultural perspective with which to make sentersf ac
motivated by another cultureds set of invisibl
positive aspects to the groupbés tendency to st
cligues seemed to represent a concerted effort on the [ibe stfudents to process collectively

the barrage of cul t u@élnson p.8d0)| i Mdweiys thipa od/ii fdfear a
cultural refuggdé )out of which the pr oc@MWkinson,p.3Bdaptati on

Taken together, Wilkinso(1998)a n d  C i(2002)dindidgs suggest that study abroad
participants need to find a balance between challenge and support with regards to their
interactions with their U.S. American pe@ersus host country national$Vhile it is importat
to have a group of supportive, empathetic peers with whom to process the experience abroad, it is
critical that this group not become the primary community with which the students interact. In
addition,their research suggesist ud e nt s 0 eessttheimepper&nceds coulg bemefit
from a knowledgeable cultural mentor.

B a ¢ o(200623research further supports the idea of using a cultural mentor. She
conducted an ethnographic case study of one st
academic adjustment during the fisemester of a yedwng program in Mexico. She describes
the studentdés evolution:

When Lily arrived in Mexico, she committed her cultufalix pasinnocently:

her way of dress, her behavior with men, her independence. As she became

aware of Mexican Maes through class discussions and readings, she rebelled

against what she perceived as culturally wrong: she paid for her own drinks; she

danced by herself; she traveled alone. In the academic context, she habitually

arrived late to class and turned assignments after they were due. She

disparaged the academic system, student affluence, and parental control.
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Consonant with Furnham and Bochneroés (1986
between competence and performaiiBeacon, pp. 644645)
Bacon emphasizeterefore, that competence in an area is not sufficient to guarantee success.
She suggests students could benefit from trying to actively process the challeydasehwith a
cultural mentor, explaining:
The normal, opemminded, intelligent student mavell meet all the qualifications
for study abroad and yet still have to experience conflict in order to adjust.
Because of this contradiction, the ideal would be for students to have a
correspondent, mentor, or 6cobtefeessor d | i st
without attempting to solve their probleniBacon, p. 645)
Taken together, these studies indicate several things. The first is that not all study abroad
participants experience the intercultural learning and development that has often been assumed
(or atleast hoped) to be an automatic result of such a sojourn. The second is that the extent to
which students are challenged by their experience abroad is not adequately understood, but that
this can have a significant impact on their learning and growtk. tfifd, which is a direct
outgrowth of the first two, is the idea that intervening st udent s & bypeoddingi ng ab
themwith a cultural mentor or similér would be beneficial The next section discusses research

that supports this conclusion neoexplicitly.

The Case for Intervention

One of the first researchers to suggest that educators intervene in student learning during
study abroad was Laubsch@®94) who interviewed 30 study abroad participants in order to
identify and categorizthe outof-c | ass | earning activities that t|
in promoting their education while abroado (p.
Afhow those activities helped the stuadents deve
cultural differenceso (p. 97).

Laubschef1994)found that there were three general ways in which the students went
about culture learning outside the classroom: participant observation, personal interaction, and
travel. He notes that thedirtwo categorigs the ones given the most emphasis by studeate
both common forms of ethnographic methodol ogy,
use ethnographic methods to develop an awarene
abllity to use ethnographic methods as an approach to thedfaléss learning activities

contributed significantly to the experiential learning process. Laubscher found, however, that
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students had difficulties progressing beyond the first step in trexiergial learning process on

their own. They were Hequipped to engage in reflective observation and abstract
conceptualization without assistance. As a result, most students were unable to translate their
culturespecific observations to more cultegeneral learning. While they could cite differences
between their host and home cultures, very few discussed what they thought those observations
revealed about the host culture. Laubscher concludes:

Acquiring the data through the use of ethnographithods is therefore a sine

gua non for crossultural learning. But simply having the data available is no

assurance that substantial learning will take place. The students must be able to

use that data for reflective observation in order to reach tred t#vabstract

conceptualization. (p. 106)

Because they were unable to do so on their own, Laubgkd@d)says students need
help moving fromawarenes®f cultural differences tanderstandingf those differences. As
mentioned previously, studdbroad participants need to learn to make isomorphic attributions, or
to attribute to another behavior the same cause or reasons someone in the host culture would
(Triandis, 1990) This is especially important because
experience in thedht of past experience unless there is a decisive intervention in the interpretive
pr o c(8mndlér, 1974, quoted itaubscher, 1994, p. 450).aubscher cites an example of a
case where a group of students experienced a confusing, embarrassing situation; only one of the
students made a conscious effort to understand what happened, and he did so by consulting an
informed authority in the host culture.

As a result of his findings, Laubsch@994)recommends that educators take action to
ensure students have the tools necessary to take full advantage of the learning opportunities study
abroad presents. Referringop K @L98B)Experiential Learning ¢cle, Laubscher argues that
some type of intervention is needed to promote reflective observation and movesstrata
their observations to abstract conceptualizatige.explains:

Once students have been provided with the opportunities for experiential

learning, the skills to take advantage of those opportunities, and the cognitive

frame of reference on whidb base the application of those skills, they will need

a pedagogical mechanism to facilitate their efforts to bring all three components

together in a productive fashion. The key to reflective observation as a step

toward abstract conceptualization e tability to think critically and to analyze

the newly acquired data within the context
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mind. If such a mechanism is not made an integral part of the education abroad

program, students will tend not to take the titoeexercise their critical skills:

The avalanche of sensory stimuli and the allure of new adventures can be

powerful distractions to a student attempting to make the most of a limited

amount of time(Laubscher, p. 112)

Laubschef1994)concludes by proposing future research avenues. He suggests
examining how study abroad participants move from concrete experience to abstract
conceptualization, and emphasizes the need to better understand the role of reflective observation
in contributing to study abroad participantso
research on study abroad has focused on outcom
processes that generate t hostadyrebes dndatanrens gest ( p . 11
program interviews, Laubschalsosuggests future research includesite discussions with
students, faculty, and staff.

More recent support for intervening in stud
the Georgtown Consortium Project (GCPYyande Berg et al., 2004; Vande Berg et al., 2009)
The GCP was a largecale, multiyear study of U.S. student learning alafdlaat sought (1) to
document target language, intercultural, and disciplinary learning of U.S. students abroad and
compare their learning to that of a control group; (2) to identify the extent to which a relationship
existed between student learning, sfieprogram components and learner characteristics; and
(3) to explore the extent to which target language gains were related to intercultural learning
(Vande Berg et al., 2009)To measure intercultural learning, tinéercultural Development
Inventory (DI) was administered t0,297 students (1,159 participants in 61 programs abroad and
138 control students on three U.S. campuses) at the beginning and end of the semester. As they
relate to this research, the findings from the GCP study can be classified in three broad categories
all of which demonstrate significant support for the argument that educators should intervene in
studentsé6é intercultural l earning during study

The first lesson learned from the GCP is similar to one discussed in the previous section,
which is that some students learn more effectively than others during study abroad. The
researchers found that study abroad participants made significantly greater gains in intercultural
sensitivity (averaging a 2.37 gain) than did control students (whose scoreaséel; on average,
.07)(Vande Berg et al., 2009)However, a considerable number of students abroad did not learn
more than those in the cootigroup. For example, ile females abroad, on average, made

statistically significant gains in their intercultural development, mdledd not . Mal es 6 | |
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actually decreased slightly mathematicgWande Berg et al., 20093uggesting that males may
have regressed. A similar gender discrepancy was found with regards to language proficiency
gai ns. The resear cher s c¢ odycsuggedt thatin designingianch e s e p
delivering programs, both before departure and on site, study abroad professionals need to be
attentive to the specifi c(VandetBergetal.l2009,rpal8) | ear ni
However, it is not yet understood holmose learning needs differ. In addition, more than a third
(34.8%) of females abroad showed statistically insignificant intercultural gains or actual decline
from pre to postIDI (Vande Berg et al., 2009)Vande Berg et a(2009)summarize:
In short, many of these students, when left &irtbwn devices, failed to learn
we l | even when Oi mmersedd in another cult
different from their home cultures turned out to be a necessary, though not a
sufficient, condition for their intercultural learning. (p. 25)
Similarto the Hamme¢n.d.) study discussed previously, the GCP found that study
abroad participants who had the furthest to go in terms of their intercultural learning did indeed
experience the greatest gair@@verall, previous experience living, traveling, or studying in
anoher culture was not meaningfully associated witkrcultural competenae the GCP study,

althoughthose with the least prior experience abroad had the lowest initial IDI scores and

demonstrated the greatest gaiiande Berg et al., 2009) Vande Berg et al. <co
exposure to environments of cultural difference in the past, in and of themselves, did not predict

intercul tural proficiency, 0 which Asupports th
interculturally simply through being physically presenaim ot her cul tureo (p. 20

The second category of relevant GCP findings directly links cultural mentoring with
intercultural development. Although the samples are relatively small, students who reported
receiving mentoring Addrematicafivergreftendgsah
development 6; the fivery oftend category showed
second largegivande Berg et al., 2009, p. 59 cultural mentor could help students overcome

some of the hurdles mentiahereviously, for example, byelping students reflect on and make

sense of their experiences Vande Berg et al. state, AOne of
can take in working to maximize studdendigd i nte
programs that feature intercultural mentors at

The thirdimportantlesson from the GCP findings is that there is substantial evidence of
the relevance of the challenge/support hypothesis to study abroad. Several findirags thdic

students who were challenged, but not so much that they disengaged, were the ones who made the
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most progress in their intercultural development. For example, students abroad who reported that
the host culture was fAtaméwhabomdtit 8s8i mi hamé oul
statistically significant gains on the | DI, an
On the other hand, those who found their host
di ssi mi | a reriencea sthtistically sigeificant change in IDI scqkéende Berg et al.,
2009) This suggests that those with the greatest and least degndtucdl challenge did not
benefit as much as those who felt more of a-lenel degree otulturalchallenge.
Similarly, students whtook courses with other U.S. students or in mixed classes (with
U.S., host culture, and international students) made greater gains on the IDI than those who
studied in classes with only host country studévitsxde Berg et al., 2009 his directly
contradicts the assumption thaegter immersion leads to more learnirigke the previous
finding, this demonstrates that too much challenge without the proper support can be detrimental.
According to Vande BergetdR009) A Thi s finding challenges the
normally learn broad when left to their own devices. It underlines the significance of
interventions for student |l earningo (p. 21) .
The challenge/support hypothesis is also helpful in interpreting several findings regarding
student interaction in the host culture. Tbéscores of students who spent the most time (76
100% of their free time) with other U.S. nationals decreased fromqposttest. Students who
reported spending 280% of their free time with host nationals had the greatest intercultural
gains, whegas those who spent-AD0% of their free time with host nationals actually regressed
(Vande Berg et al., 2009)Vande Berg et al. explain how these findings reveal the upper and
lower boundaries of the challenge/support hypothesis:
Students, at one extreme, those who spent mutteoffree time with other U.S.
nationals were interculturally undehallenged and actually became slightly
more ethnocentric while abroad. Students at the other extreme spent so much
time with host country nationals that they became interculturallywhedmed,
lost ground in their IDI scores, becoming more ethnocentric. (p. 24)
This again supports the idea that balance must be found between challenge and support, and the
authors suggest mentors or trainedsdr staff can help students achievershalance. Of
cour s e, these findings assume correlation to s
experiences of challenge and support and their intercultural development needs to be further

explored.
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Vande Berg et a[2009)conclude by noting thelyave identified numerous intercultural
needs that could be addr essed-trared clad mémtoh r ou g h
who meets with students frequently and who designs and delivers those interventions within
Sanfordbés chwapbetehgeil sappprt3n).

Research on Study Abroad Interventions

In this sectionl outline several study abroad interventions currently being implemented
and discuss the research regarding those interventions. The interventions discussed here include
theUnive sity of Minnesotabs Maximizing Study Abro

of Provence program, and an online course at Willamette and Bellarmine universities.
The University of Minnesotabs Maximi zi n¢

The firstinterventionis based on thilaximizing Study Abroaseries, which is a set of
three guided one for students, one for program professionals, and one for language ingbructors
that were created to help students improve their lang@angkculturdearning strategies in der
to maximize their study abroad experiefC®hen et al., 2003; Paige, Cohen, Kappler, Chi, &
Lassegard, 2002; Paige et al., 2008¢veralresearch studies have examined the use of these
guides.

The first stuly explored the impadf the study abroad experience in genaral, in
particular, the impact of an intervention that usedMilagimizing Study Abroa8tudent Guide
(6GhiddPn studentsd intercultural develbfopment , s
learning strategies related to language and cul@oden et al., 2005; Paige et al., 200Fhe
sample cosisted of 86 students from seven Minnesota colleges and universities who were
studying abroad in a Spanispeaking or Frenebpeaking country during the spring or fall
semester of 2003. Students were randomly assigned to a control group or the exalegioent
Students in the experimental group attended alpparture orientation to thguide were
assigned weekly readings from Beide and were asked torail reflective journal entries to a
designated research assistant on a biweekly basise @ihta sources were used to evaluate
student sd i nt e ®analysisofthagourmls, preandppseaonrh IDI scores,
and oneon-one followup interviews with the students from the experimental group.

Results of the prgpostIDI found theparticipants as a whole (including the experimental
and control groups) increased their intercultural sensit{Agige et al., 2004)However, there

were not statistially significant differences between the two groups. Analysis of-jbereals,
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however, demonstrates that tBaidehelped students in the experimental group by giving them
perspective on their experiences and providing them with the terminology axgcessore
precisely describe their experiences. In addition, students reported inji@inas and
interviews that they felt th@uidehelped them improve their intercultural skills. One limitation
of this study is that the control group students/rhave had other sources of support for
intercultural learning; this was later found to be the case in a faljpgtudy(Hoff, 2005)

In addition to the ID, researchers administered thgategies Inventory for Learning
Culture (SILC) an instrument that examines the extent to which the students used culture
learning strategie@Cohen et al., 2005)Researchers examined the relationship between culture
strategy use and changes in IDI scores to better understand whether being more strategic about
learning culture could help students develop their intercultural BétysitSeveral statistically
significant relationships were found between SILC items and IDI scores for the experimental
group, indicating that as students increased their use of certain culture learning strategies, their
intercultural sensitivity improvié(Cohen et al., 2005)Similar correlations were not found for
the control group.

Another interesting finding was that while experimental group students whelasses
with native speakers of the target language made greater gains on the IDI than experimental
group students who took courses intended for study abroad students, that was not the case for the
control group(Cohen et al., 2005)Along with the Georgetown Consortium Project findings, this
further suggests an intervention might provide the necessary support to facilitate intercultural
development when studergre placed in particularly challenging situations.

Based on the-purnals and followup interviews, it was clear that students in the
experimental group used many of the language and culture strategies fi@oidhan fact, all
the students reporteding at least some of the strategi€ohen et al., 2005)Several students
indicated that th&uidereminded them to put into practice concepts and strategielici they
were already aware, but had not thought about actively applying to their experiences. This
highlights the importancef giving students these todlor at least reminding them of thém
while they are ircountry, not simply during a pi@epartureorientation. This is reinforced by the
fact that many students in the experimental greaigthey found theGuideparticularly helpful
because they received little or no guidance esitssupport from their study abroad program
beyond logistical matte(Cohen et al., 2005)

Analysis of the gournals indicates timing of readings and activities is an important

factor in such an interventiq€ohen et al., 2005)Material needs to be presented when it is most
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relevant to the studentsd experience. Cohen e
Bennett, Benett, and Allen (1999) who argued that when training occurs at the rigtd time
meaning that students are being challenged and supported sufficiently at the neces3ahetime
skill devel op me n tThisissppoptotie nded td ivtérver(simdent learrdny .
during study abroad, not just before and after the experience.
In a follow-up study to the initiaMaximizing Study Abroarksearch, Hoft2005)
examined the perceptions of the culture learning process of study abroad participants and
compared the culture learning process of students who usediithevi@h a control group. In
addition to using the IDI andjeurnal data fronthe original study, Hoff interviewed students
upon return from their experience abroad and also asked them to respond to a critical incident.
The findings indicate that students in both groups perceived they had gainedgeiteral skills
during theirexperience abroad. Those in the experimental group reported that us&afdae
contributed to their culture learning. Control group students reported other resources that helped
them with their culture learning, including cultural informants and fbooarses.
Although both groups felt they had gained cultgemeral skills, Hof{2005)found the
experimental group studendiscussed theculturelearning process in a more descriptive and
articulate manner than the control group. I n
critical incidentindicates thastudentsin he experi mental group fAgai ne:q
capacityfor understanding and analyzing underlying intercultural issues than those in the control
g r o (HpfHhp. 145) Hoffcorc | ude s, AThe results of this stud
responses, the IDI results and the result of the critical incident suggest that a curricular
intervention such as thdaximizing Study Abroaguide may cause study abroad students to
reflect moreon their experiences, advance the amount of culture learning that occurs and develop
greater inter (Hofl, p.1bt)al sensitivityo
In discussing directions for future research, Ha05)mentions that most studies have
focused on the outcomes of study albraad suggests that future research examine what affects
the devel opment of such outcomes. He recommen
of | earning duri ng t(HoH, p.s49u @ng quastion beasays should ker i e n c e
addressed is whether more intercultural training and reflection could cause greater culture
learning to occur.
In a related, smallescale study, Yngvén Yngve, Ziegler, & Harvey, 201Gpund that
the onlinemedium may be somewhat of a f@rin study abroad interventions. As a result of the

two studies previously mentioned, thaximizing Study Abroad Student Gulzkcame the basis
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for afor-creditcourse for all students participating in University of Minnesota study abroad
programs. fidents were assigned readings fromGuédeand had to enail written reflections

to their designated teaching assistant from the University of Minnesota. Yngve conducted a two
tiered ethnography on the experience of these teaching assistants anthébtinely felt the lack

of opportunity to meet or interact fateface with the students prior to or during the semester
abroad was a barrier to effective teaching. Many of the teaching assistants viewed their ideal role
as that of an intercultural memdut they expressed frustration that the medium made it difficult

to foster the type of relationship they hoped to have with the stu@émse et al., 2010)
The American University Center of Provence Program

Anot her example of a study abroad intervent
intercultural development is being implemented by the American University Center of Rrovenc
(AUCP). Inresponse to decreasing levels ofgeparture foreign language competence, a trend
toward shorter program duration, and an increasing tendency for programs to create conditions
enhancing st Hndleand Englé¢2004 dadided taedesign the AUCP program
witha greater focus on maximizing studentsdé fore
development.
AUCP is a small, independent immersion program in Provence, France, for advanced
French learners. Based on their direct experience with AUCP partigifamgiie and Engle
(2004)foundt hat ft wo factors | ead -cultoral tomgeterce iether dev el
American student group: as much direct, authentic contact with the host culture as possible, and
skillful mentoring which guides, informs, inspires, and stimulates ther@éntial learning
processo (p. 232). Thus, this is what the red
are taught in French, eithermuse by French faculty or at the local university. The primary
program components include consistent userehch, coursework, required intercultural contact,
guided cultural reflection, and individual homestays. The program makes concerted efforts to
link in-class and oubf-class learning. The central program component is a requiragé®
cour se rceanlclhedCudR ur al Patterns. d Engl e and Eng
Intended to bring to light the dynamic relationship between hidden cultural
values and assumptions and the visible characteristics of culture and society, this
required course adesses the central concepts of cultural awareness (e.g., time,
space, highand lowtext context communication, etc.) as well as the concrete

particulars of daily life as they occur, with their adversarial tensions and rewards.
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Experiential learning compents such as the individual home stay and required
community service provide students with lived situations, conflicts,
misunderstandings, fears which become rich topics of discussion and collective
analysis(L. Engle & Engle, 2004, p. 222)
In other words, the entire program hasrbetuctured intentionally to promote intercultural
learning and development. In that sense, the entire program is a studyiatexahtion to
some degree. In additioncare component of the prograsia curricular intervention focused
onfaciitathg studentsdé intercultural | earning.
To evaluate the effectiveness of the program, Engle and E2@d)administered two
standardized instrume@sheTest dO6Eval uat i comeabwe ldAguaga - ai s ( TEF
acquisition, and the 13l to participants preand postsemester. They exandd IDI results from
six semesters from a total of 187 esemester AUCP participants. They measured results in
terms of each individual studentoés achievabl e
the gap between his or her enleyel intercut ur al competence and a fdperf
found that student groups attained, on average, 33% of collective achievable progress. While a
closer look reveals that 14% of students regressed in their intercultural sensitivity, 52% of
students tested heved between 30% and 100% of achievable prognetise IDI (L. Engle &
Engle, 2004) It is noteworthy that males and females on the AUCP program made similar gains
on the IDI (L. Engle, personal communication, March 4, 2010), which suggests an intervention
such as this one could help reduce omestéminate the gender gap in intercultural development
found by the GCP study.
The IDI was also administered a third time to a small numbAUGP studentsrf =25)
who continued for a full year (they took the test at the beginning, middle, and #redyefar),
although participantsintheyeerong program do not take the O6Fre
in their second semest eyearprogranhparticipents méké s i ndi cat
significantly more progress than others in areas of @lltunderstanding and cressltural
communication and that their rate of(Lprogress
Engle & Engle, 2004, p. 235)This finding is particularly significant because it contradicts
previous findings that indicated intercultural learningelevoff after the first semesté/ande
Berg et al., 2009) What this contradiction suggests is that a curricular intervention may provide
students with tools to help them continue developing their intercultural sensitivity on their own.

In other words, students learn how to learn
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One limitation of the AUCP study is the absence of a control group. It is not possible to
assess whether students developed more as a result of the program redesign than they would have
had the changes not been made. It is also not possible totatgéins in intercultural
devel opment purely to the implementation of th

various program components act as a system on student development.
Willamette University and Bellarmine University Intercultural LaaCourses

In another study, Lou and Boslé008)report that IDI data from their study abroad
programs indicated that studerdsded to gain very little in the way of intercultural development
when | eft to their own devices. They argue th
effective, multifaceted immersion and providing the space and time for reflection and guided
dscussion with oneds home (xavé)t ure peers and/ or
Therefore, Lou and Boslg2008) faculty at Willamette and Bellarminaiversities
respectively, designed a course that uses Blackboard software to cindgetbroad
participants to home culture peers in cultural immersion programs in other countries, as well as to
international students attending the home univegsityhome university instructorsin addition
to interacting online throughout the semestiee group meets in person during a-geparture
andaposprogram wor kshop. The course is designed
interculturalistcontructivist methods, focusing on a progression of critical analysis: moving from
the examination otheselfto theotherand t hen t o the synth(eoe&s or i
Bosley, pp. 27280; original italics) Another interesting feature of this intervention is that the
IDI is not simply used as a measurement tool, but also as an assessment tool to help inform
teaching. The i nst r aldnterculturalwerldveewsand eseottiis st udent s
information to try to help foster their development. In addition, students are put into small groups
with other participants with similar IDI scoresith whom they interact throughout the semester
Overall, the nt ent of the course fAis for students to
another culture and thereby capitalize on the transformative experiential learning potential of
study @Gduk8asldydp. 277)
Al t hough the data sets are too small to be
indicate the potential for significant developmentalghg in contrast to the postprogram IDI
data of their study abroad peer glom&Boskeyi d not h
2008, p. 288) Lou and Bosley report that careful rev

this claim. In addition, the authors have observed during teatrg workshop that participants
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are more effective at understanding and communicateglévelopmental growth they have
achieved, and at recognizing the transferability of the lessons they have learned, than the typical

study abroad student.

Summary of the Research

To summarize, the research indicates that intercultural development is anbbmatic
outcome of study abroahd some participants learn more effectively than others. Quite notable
and perplexing is the finding that males do not develop their intercultural sensitivity nearly as
much as females do; yet in one study this gagpieared when educators took a more
intentional, interventionist approach to facil
significant are the somewhat contradictory findings regarding the relationship between length of
time abroad and intercultal development. The research suggests length of study may be
positively correlated to intercultural development up to a semester, but that development plateaus
after a semester unless educators actively intervene to help students learn how to continue
learning from their experience. Understanding how to help students make the most of whatever
amount of time they are spending abroad is fundamental, espgpieiythe proliferation and
growing popularity oshortterm programs.

Research also indicatdsat without sufficient guidance and facilitation, study abroad
participants may have problems reflecting on and analyzing their experience and, as a result, are
often unable to translate their experience abroad into more cgkuneral learning. Numerous
studies suggest that stwudy abroad intervention
(1966)challenge/support hypothesis may be a helpful framewaork for doing so.

With regards to future research avenues, many of the studies reviewed here point to the
importance of studying intercultural learning as a process, not simply an outcome. In other
words, what affects the development of the outcomes and how? The resg@aied on
current study abroad interventions further highlights this need. Several study abroad
interventions are currently brgg implementeénd research on them indicates the outcomes are
positive. However, that research is limited and focuses piin@aripre/posttest design using
guantitative measurement tools, especially the IDI. The only interviews conducted took place
after the conclusion of the intervention, once students had returned to the United States. In
addition, the only observationdata on these interventions gmémarily anecdotal.

Thestudy abroadhterventionthat is the focus of this researistunique from the ones

previously studied because it combinespheentialreach of the interventions conductedine
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with the depth bthe faceto-face format used in the AUCP intervention. The question remains
whether it is feasible to effectively implement ansite intervention on such a large scale. One
of the major barriers in doing so is likely finding and/or training a cafls&itbed intercultural
facilitators who could make such an intervention successful at study abroad sites around the
world. Therefore] now turn to that issue.

The Role of the Facilitator

No discussion about facilitating intercultural development woelddmplete without
addressing the role of the facilitatdfor that reasarl now review the literature about
intercultural trainer competencies and also discuss the limited research on the role of study abroad

staff in facilit adevelopgnenst udent sé i ntercultur a

Intercultural Trainer Competencies

Paige(1993hb, 1993c; Paige & Goode, 2009; Paige & Martin, 1983)written
extensively on intercultural training and the competencies required of intercultunelsrar
facilitators. Paige and Marti{1983)summarize the multifaceted nature of the job:
The complexities and demands of culture learning require exceptional
competencies of the trainer. These includiégh degree of selhwareness and a
recognition of oneds skills | imitations, S €
ability to respond to the problems that culture learners encounter, an awareness
of the ethical issues involved in cresgltural training, conceptual/theoretical
understanding, prograwhesign skills, and research/evaluation skills. (p. 57)
As discussed earlier, culture shock occurs as part of a broader-te#tumeg process
that fAchallenges onedsndewasrl|(Rhide, W9a, H. 2Asaul t ur al
result, the experience can be quite intense, and intercultural learning can (and should) be
psychologically challenging. Trainers must béeab provide learners with opportunities that
challenge them in such ways and also with conceptual frameworks that will help them understand
this aspect of intercultural learning. Yet facilitating intercultural development is more complex
than simply trasmitting curricular content. Accordingto Paj{@®93c) fiThe experi ence
trainer, above all else, will have the ability to provide personal support to the learner by means of
effective |istening, advising, and counselingbo
Paige (1993c)has compiled an extensive list of 32 trainer competencies, which include

cognitive knowledge, behavioral skills, and personal attributes. He classifies these into the
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following eight categories: (1) intercultural phenomenajr@rcultural training, (3) trainer
learner issues, (4) ethical issues, (5) cutspecific content, (6) trainer issues, (7) international
issues, and (8) multicultural issu@sige, 1993c, pp. 17B90) Paige recognizes no trainwill
possess all of the competencies across all of these categories, but says ethical trainers should
constantly strive to improve in all three areas (knowledge, behavioral skills, and personal
attributes) and will recognize their strengths and wealksess

Although a discussion of all these competencies is beyond the scopepaiptéist is
worth highlighting some of the most important and relevant points. For example, trainers must
know how to help students cope with the pressures of intercuiaraiing, and they should be
personally and culturally sefware(Levy, 1995; Paige, 1993c)n addition, Paigél993c)says
it is critical that trainers understand the pr
interpreting) a learningxperience in a way which enables the learners to better understand the
meaning of what they have experienced and to integrate it into the structure of knowledge and
skills they currently possesso ( poleisinéti) . Tr ai
serve as expefiswhich could create dependency in studéntsut rather to promote learner
independence byi mgnpha@aw i tzo ndgre@vick@od)mdys, | | s . A
exploration, not explanation, should be the primary method. Renwick also emphasizes the role of
the group and says trainers must help the grou
common meaningo i n or der MtBenngtt(d993)suggests tamérd ect i v e
should be operating in one IDC orientation beyond that which is being trained for; in other words,
if the goal is for students to reach Acceptance, the trainer should ideally be operating in
Adaptation. Paig€1993c)summarizes:

Intercultural training demands of its practitioners the command of a large body of

knowledge, a wide range of behavioral competencies, and a number of special

personal qualities. This author would subthat it takes extensive exposure to

another culture, relevant academic training, years of experience, and exposure to

skilled professionals to become an authentically competent trainer. This requires

considerable commitment to this field and an ahilitgleed a sense of delight, in

di scovering ways to achieve oneobs own i

competency as a trainer. (p. 196)
In other words, being an effective intercultural trainer is not easy, which suggests that anyone
giventhetaskoffacl i t ating study abroad participantsd i

extensive preparation.
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Study Abroad Staffdéds Role in Facilitatin

Despite the importance of the trainerés rol
growth, there is very little research that explicitly examines the role-siterstudy abroad staff
in facilitating studentsdé inter((00examnedl devel o
faculty perception of their role as -@ite directors of study abroad. She interviewed 15 faculty
members at a private, Resga | institution located in the southern United States who had led
home institutiorsponsored programs abroad. Faculty in the study said their primary goal was to
Aifacilitate and foster student growtshiththbange;
hopes that i ndepende(Rasch, pviddyHoweveh they did otyappeantd uct o
know how to do this effectively. Rasch framed her study according to theories of cognitive
development and maturity and found it was not clear whether faculty directors were cognizant of
the challege of assisting students as they moved from lower levels of maturity to a more mature
level of behavior. She found that they seemed to focus more on intellectual development and
expanded international per spectschveednmentdsahat on st
future research examine the role faculty study abroad leaders play in student learning outcomes.

Similarly, Goode (2007-2008)explored the role of study abroad faculty directors at one
Uu. S. undergraduat e, l i ber al arts coll ege, f ocu
intercultural development. He administered thedBbdl interviewed faculty regarding their role
in study abroad. Faculty directors participating in the study described four dimensions of their
rol e: (a) the fADean of Studentsod dimension, (
dimension, andd) the academic dimensig¢@oode, 2002008) However, the faculty
emphasi zed their ADean adfthe lBdstabostthe istérculturall e t he m
dimension of their job. This is perhaps not surprising given that participants lacked formal
preparation for serving as faculty directors,
demanded much of theirtantion.

Faculty directorsdé overal/l | DI devel opment a
both the Minimization and Reversal scales. Go@®®72008)e x pl ai ns, A These res
the faculty in theminimizationstagd c har act eri zed by 6an effort to
weight of cultural similariti emdcipdnBeeraijestt t, 199
beyond Ain transiti onas msitfattiumsg & oan ds febfaihdaoMygrd rt a |
aspects of Acceptance/ Adaptation, which implie

behavior from one culturetothenexta s n ot (Gogue, p. d6d) Tihese findings are
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important because faculty directors | i mi t ed degree of intercultura
their ability to foster intercultural development in their students.

Goode(2007-2008)also found that although faculty directors were able to talk about the
intercultural challenges their students faced and the intercultural development outcomes they
hoped their student s nsierably thoraabdtractewhen disctisingthe i we r e
role they played in thei mproesdudent sl 3i;ntoeri gu intad
Most of them focused on cultuspecific rather than more transferable cukgemeral knowledge
and skills. h fact, none of the faculty in this study were able to articulate concrete ways in which
they actively supported students in their intercultural development process. Goode concludes by
recommending that facul ty dianekexplicdcostenttratc ei ve fic
supports them in examining their own intercultural development and exploring how they can help
facilitate their study abr pald7)studentsd interc

In another study, Ziegld2006)examined study abroadeni t e st af f 6s percep
culture learning process and their role in that process. She interviewed 17 study abroad
professionals from 15 pgrams in five cities in France and two cities in Senegal. Participants,
who included eight host nationals and nine expatriate U.S. Americans, also took the IDI. Staff
were asked how they believed culture learning occurs on site, and their responsetefaiivo
main categories: direct encounter with difference, and reflection on experience. Ziegler notes
that these coincide wi(1984)Exgerentidl Learsing@ledvo st ages
concrete experience and reflective observation. However, while every interviewee mentioned
direct encounter, only some discussed the reflection aspect, and it was evident that the extent to
which structured riéection is incorporated into the study abroad programs varied widely. Ziegler
thus concludes, AWhil e the experiential l ear ni
in study abroad programs, the reality shows us that most programs do notum@gsthrough
the entire | earning cycl e, potentpil®4)!l y | eaving

Ziegler(2006)also found that the amount of formal intercultural trainingsite staff had
varied widely and that this influenced trainin
primarily on their own experience or consultation with colleagubefevhose with extensive
training have a wide repertoire of models and theories to draw on in assessing the situation at
hand and i nter v(@eglempp. 162168).r o plrn aa ded iytoi on, st af f |
intercultural sensitivity levels were related to the strategies they used to facilitate ¢edtrning.

Ziegler interprets the differences she found between the strategies used by staff in Minimization

versus those in Acceptance/Adaptation:
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This is an interesting pattern because it suggests that people who function in an

acceptance/adaptatiovorldview spend their energy conceptualizing, assessing,

and facilitating their studentso6 intercul t

coordinating a rigorous academic program, blending culture learning with other

content areas, and guiding student®ng in their intercultural learning

experience. Those operating in a minimization framework tend to see themselves

as interpreters, devoting significant energy to explaining cultural differences, and

helping people to prevent or overcome culturbisedmisunderstandings. They

tend to focus on culturspecific learning and adaptation. They spend less time

teaching and helping students to develop a culjerseral conceptual framework

from which to approach questions of cultural difference that mayradocany

setting.(p. 151)
Thesefndi ngs suggest that to be successful in fac
during study abroad, esite staff needs to hawignificanttraining and should ideally be in one

of the more intercultural mindsets of Acceptangepoeferably Adaptation according to the IDC.

Summary
I n summary, the literature recognizes the i
in facilitating |l earnersé intercultural develo

and behavioral competencieaihers ought to possess. Yet research regarding the role of study
abroad staff in facilitating studentsd develop
studiegGoode, 2002008; Rasch, 2000 n f acul t y6s r olsetheylack st udy ab
adequate preparation for the complex task of facilitating intercultural development. The one
study | identified that addressesen t e st af f 6 s (Ziegldr,2006smilatlyffdured pr oc e s
that the amount of formal intercultural training staff had varied widely and that this influenced

their own practice. Osite staff wih more training and a higher level of intercultural sensitivity
implemented more sophisticated training practices with students than their peers with less training

and lower levels of intercultural sensitivity. In addition, all of these studies reatalttiny

abroad leadeés whether they be faculty or esite stafé have multiple responsibilities, and
facilitating studentsdé intercultural devel opme
immediate aspects of their job. These findings suggest futseaneh on study abroad
interventions should not only examine the faci

processbutalsopay particular attention to study abroa
54



Conclusion

As | have discussed, interculédi learning has long been a primary, although often
implicit, goal of study abroad. However, research demonstrates that not all study abroad
participants are experiencing the type of intercultural development that has often been assumed
(or at least hogd) to be an automatic result of such a sojourn. Study abroad professionals now
know too much to be content with providing immersion experiences for students and leaving
them to their own devices to make the most of their time abroad. Therefore, mang &ady
abroad scholars and practitioners are now advocating for and practicing more interventionist
strategies that ai m t dearhirggcAithough thetresearciion suehnt s & i n
interventions is limited, the findings are quite preimg.

What is missing, however, is a better understar@iagicher picturd of the complex
process involved in facilitating studentsd int
abroad. Facilitating intercultural learning is not as simple as pgregerlevant material to the
students. This complexity is magnified in a study abroad intervention by the dynamic,
experiential nature of study abroad; the fact that intercultural learning involves cognitive,
affective and behavioral domains; and theamance of incorporating nlass and oubf-class
learning. However, as mentioned previously, research on current study abroad interventions has
relied primarily on quantitative data about the outcomes, while the process involved in achieving
those outcmes has remained relatively unexamined.

In addition, the research on study abroad interventions that existed at the outset of this
study was limited to two interventions that are facilitated virtually from abroad and one that is
conducted ossite but on @mall scale, at only one location. The study abroad intervention that is
the subject of this research combines the-tadace, onsite format of the AUCP program with
the broad reach that has only previously been achieved via technology, whichihzitatishs.

The Seminar on Living and Learning Abroad was created and is administered by CIEE, one of
the largest U.S. study abroad providers. Initiat/pastIDI data from this interventioare
promising, although gains across sites are uneven. rés@arching two sites that have been
successful in past semesters in order to explore what is involved in this complex process.

| have presented a theoretical framework that outlines the areas that are important to
examine in researching the processeoftfi | i t ating studentsd intercul
study abroad i n (1683)comaept of therfour cortnohplacedod education

offers an organizational framework through whiclstiodysuch an intervention; it takes into
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account the complex interrelationships among the learners, the instructor, the curriculum, and the
mil i eu. (2D, 2008/ pad 16 sof i ntercul t u@@5bculkuempet enc
learning dimensions highlight whaitich learning entailsThe Intercultural Development
Continuum(Hammer, 2009)the challenge/support hypothegsanford, 1966)and Experiential
Learning Theory and Kol kb, 194)suggst hosvithis mightbeL e ar ni
facilitated and in fact provide the framework for several study abroad interventions that are
currently offered, including CIEE®&6s Seminar on
theoreticaframework, | seek to address théldwing research questions:

1.l n what ways does a study abroad interven

development?

a. What aspects of the intervention do the administrators, instructors, and

students each consider the most supportive of interculturalajgnent?
What aspects do they consider the most challenging?

b. Regarding intercultural development, w
instructorsé, and studentsd perception
specific aspects of the intervention: the miligwg instructor, the students,
and the curriculum?

2. Apart from the intervention itself, what other aspects of the experience do the
students consider to be supportive of their intercultural development?

In the next chapter, | explain the methodology usealddress these research questions.
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CHAPTER Ill: RESEAR CH DESIGN AND METHOD OLOGY

As mentioned previously, the purpose of this study is to examir@dleessnvolved in
facilitating studentsd intercultufMadothidével opme
conducted a case studytoth e Counci | on Internati oSemihar Educat.i
on Living and Learning Abroad at two sites where students had previously demonstrated positive
gains on the Intercultural Development Invent@iiammer & Bennett, 1998)In this chapter, |

present the research design and methodology.
Background on the Seminar on Living and Learning Abroad

Thi s study examines the process of facilitat
takes place in the context of a particularly innovative study abroad intervention cre&teE)y
one of the larggt U.S. study abroad providerélthough a full desdption of the cases and their
contexts is included in the analysis section, | wish to provide some background information about
the Seminaand the siteat this point.

IEE

The Council on International Educational Exchange (CIEE) is gonofit, non
governmental organization. Its missioriis o hel p peopl e gain understa
knowledge, and develop skills for living in a globally interdependent and culturally diverse
w o r [Cduicil on International Educational Exchange,-a)d.For more than half a century,
CIEE has been a leader in study abroad and played an important role in advancing and shaping
the field of internationalducation(see Sideli, 2010) CIEE has been sending students abroad
since 1947 and has been developing its own study abroad programs since the late 1960s. Today,
the organization offers more than 150 programs in 41 countries throughout Africa, Asia,
Australia, Europe, Latin America and the Middle E&uncil on International Educational

Exchange, n.db).

TheSeminar on Living and Learning Abroad

The Seminar on Living and Learning Abroad was @edibr many of the reasons cited in
chapter two. That is, it is a response to the findingsntlaaty study abroad participants are not

gaining the type of intercultural knowledge and skills abroad that educators previously assumed.
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Itisrooted inthedei ef and the research findings that su

while they are abroad can help facilitate their intercultural learning and development.
Origins

I'n fal/l of 2005, Dr . Mi chael Vandme Ber g, Cl
began a series of projects that would eventually lead to the creation of the Seminar on Living and
Learning Abroadsee Vande Berg, Quinn, & Menyhart, 2012 fdt fistory of the project)a
creditbearing, semestdrong el ecti ve course offered to stud
around the world. Through these projects, the Porttesdd staff began to recognize that:

[1]f students enrolling in CIEE prognas were to learn and develop effectively

and appropriately, resident staff and faculty were going to need to train them to

develop the intercultural capacities that would allow them to meet their particular

programbs l earni ng out ddennstaff.membetsnad because

faculty were familiar with the basics of intercultural teaching and learning,

Portland staff would have to develop an intercultural course curriculum for that

purpose(Vande Berg, Quinn et al.022, p. 388)
Curriculum and Pedagogy

This realization eventually led Vande Berg to hire Meghan Quaind together they
developed the first version of the Seminar on Living and Learning Abroad curriculum. The
curriculum draws from pedagogical theory, expntial learning theory, developmental learning
theory, intercultural communication, and social psycholMgnde Berg, Quinn et al., 2012)
Using this framework, the Seminar is meant to be developmental, experiential, and haligtic.
regards to the first point, students take the Intercultural Development Inventory (IDI) at the
beginning of the semestemnd instructors are supposed to teach to the group and to the individual
in ways that are developmentally appropriate for tim@rcultural worldview(s). Second, the
curriculum is desi gned (1984)Egperierdiad Learmingfckent s ar oun
Aihel pi ng lesttoruwhat they hiad expdrienced through an activity, become aware of how
they made meaning of these experiences, and focus on the extent to which the meanings that they
attached to the experiences were allowing them to interact effectively and apphppvitit
ot h ¢viardd@®Berg, Quinn et al., 2012, p. 39Third, the Seminar is holisicmeant to engage
students in learning through affective and behavioral dimensions, in addition to the more typical

cognitive way of learning.
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The overarching goal of the Seminar is Ato
perspective and to interact more effectively a
(Vande Berg, Quinet al., 2012, p. 383)This is broken down into threesired learning
outcomes. FirstSeminar participants will become more culturally seifare. Second they will
increase their cultural literacyhat is, they will become more aware of others imithar own
cultural contexts. fAird, asstudentdecome aware of the differences between themselves and
culturally different othergheywill develop the skills to bridge that gap. The curriculum is
designed around these different desired learningpougs.

Originally, the curriculum was almost entirely culttgeneral, with the expectation that
instructors would incorporate more culttggecific material by connecting the concepts and
theories to their VaweBengQuimnttald 2002Esprovwecnaonmp | e s
difficult than expected. In addition, student feedback indicated they were hungry for more
culturespecific material. As a result, Vande Berg decided to incorporate more exptriic

materials througlthe use of the Cultural Detective serfelofner Saphiere, 2004)
Logistics

The Seminarés curriculum consi st suctor a ser.i
through a passwordrotected intranet siteThis courseintranetsite alsoincludes instructor
guidelines and additional resources. The Seminar meets once parvweethe course of the
semesteand is typically, although not always, taught by Resident Director. Originally
offered as a oneredit course, the Seminar had been increased to two credits at most sites
(including those in this study) by fall 2010. Although the online materials and student readings
are in English, the instructorsay choose whether to teach the Seminar in English or in the local
language, depending upon which is most appropriate for their program and students.

The first version of the Seminar curriculum was piloted at ten CIEE program sites in
spring 2008. At thehe, all students on program at these ten sites were required to enroll in the
Seminar. After significant pushback from students for various regsead/ande Berg, Quinn et
al., 2012) the Seminar was later chamgto an elective course (and was an elective at the time |
conducted my research). The curriculum hadeugone several revisions sirexed was on its
fourth version when | conducted my research in fall 2010 (M. Vande Berg, personal
communication, Aprik8, 2012).
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Instructor Coaching

Over time, it became increasingly apparerbtoVande Berg and his statfiat for most
of the instructors, teaching the Seminar was more challenging than anyone had anticipated
(Vande Berg, Quinn et a012) Initially they had assumed that instructors could learn to teach
the Seminar effectively by attending workshopthatheadquarters in Portlarat,annual
conferences, dhroughoccasional workshops at CIEE Study Centers abroad. As the liimits o
such training became more obvious, in spring 2009 instructors began to also receive individual
coaching (via telephone or Skype). This coaching is intended to help instructors improve their
abilities in teaching developmentally, experientially, andsticially.

The Sites

In this sectionl provide some background about each of the two sites where | conducted
my research, specifically as it relates to the Senandriving and Learning Abroaadnd
student s6 i nt &heorgahizationabfd mel weoarrkn ionfg t h 1983 udy ,
four commonplaces of education, serves as a helpful lens for examining the twd\8itksthe
curriculumis generally the same at the various locations where the Seminar is taught (with
different culturespecific material incorporated atabasite as instructors see fif)e milieu and
the instructors will obviously differ in some ways, and the studentsamayell. The sites

include a program in Western Europe and one in Africa.
Site #1: Western Europe

The first site is in Western Europe, which obviously provides a much different milieu
than the second site in Africa. Generally speaking, this area wfotthé tends to be considered
more culturally similar to the U.S. English is not the native language at this site; however, the
targetlanguage is one that is widely available for students to study in U.S. high schools and
colleges. The Western Européesslocatedin a mediumssized city. While it is in a country that
is a very popular study abroad destination, the city itself does not typically boast a large number
of U.S. study abroad participants.

There are three different programs of study offeatthis site. The Seminar on Living
and Learning Abroad was offered only to students in the Liberal Arts program during fall 2010.
The Liberal Arts program is considered thest intensivef the three programand students

must have studied thargd language for several semesters in order to be eligible for the
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program. Liberal Arts students may choose to participate in amaptaémmguage commitment
programin which they voluntarily pledge to communicatdlie local language at all times, with
limited exceptions All of the students in the Liberal Arts program (and thus all of those in the
Seminar) live with host families and enroll in at least one direct enrollment course at the local
university in addition to taking several CIEE courses wittepU.S. students from their program.
All of their courses are taught in thergetlanguage. The instructors of the Seminar have also
chosen to teach it in thargetlanguage.

Not only is the milieu different across locations, so are the Semineugtms. At the
Western Europe site, the Seminar isfadilitated by the Resident Director and another staff
member. Both are maand were born and raised in the town where they work. The Resident
Director, who acts as the lead instructor, has beaching the Seminar since his program served
as one of the first pilot sites in spring 2008, whereas hiastauctor only recentlypecame
involved withthe Seminar. Both instructors have been working with U.S. students for many
years, and the ResidenirEctor lived in and attended graduate school in the U.S. for
approximately two years.

With regards to the students, the possible ways in which they differ between sites is not
as obvious from the outset, but | want to acknowledge that differencesxisinehe type of
studens who chaseto study in Western Europe versus Africa. Also, it is important to note that
different marketing techniques are used at the two sites to encourage students to enroll in the
Seminar, which could also make the studemo choose to participate at these two sites different
in some way. At the site in Western Europe, the instructors invited all students to attend the first
session of the Seminar to try it out. They then automatically enrolled anyone who came to that
session in the Seminaaind the students had to drop the course if they decided they did not want
to continue.When | visited the site in fall of 2010, there wehestudents enrolled in the

Seminar out of approximately 25 in the Liberal Arts program.
Ste #2: Africa

As stated previously, the milieu surrounding the student experience is obviously different
in Africa compared to Western Europe. At the
country, whereas site #IIIEEbso mpsiodgeraed i f5d dasleda
capital, a large city. The level of cultural difference between this location and the U.S. is greater
than the level of difference between the U.S. and Western Europe. For example, the Africa site

boasts a largpercentage of Muslims. In addition, this is a country wilegemajority of the
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people are Bck African, which meansnanyof the study abroad participants are in the racial
minority. Locally, people speak several languages. While many people livihg area speak
French, there aneumerouther local languages spoken that students are unlikely to have
encountered or studied previously. One local langpaggominates, howevemost host
families speak that tal language amornfgemselvesand the gidents on program in Africa are
all required to take a course in this language in addition to their French classes.
At the site in Africathere is just one study abroad programd the Seminar is open to
anyone on the program. All of the CIEE studsdite with a local host family, most of whom
speak a local language at home, as mentioned previously. In addition, each student participates in
a weeklong visit to a more rural area where some form of development work is taking place (for
example, sevat students stayed with Peace Corps volunteers). The students had just returned
from these visits when | arrived to conduct my research. Asifgsstudents take all of their
classes with other U.S. American students on their program. HoweverBBep@igram is
housed in a school where there are also programs for local students. Many of the CIEE classes
are taught in English, although students also #ékeenchlanguage course as well as a class in
themost commonly spoken local language. Gidenvarious languages spoken in the country
and the variety of the studentsd | anguage | eve
teach the Seminar in English. All students on program are required to take a course, taught by
CIEE staff,inwhih t hey di scuss iissues relevant in the |
At this site the Resident Director teaches the Seminar on his own, although a new staff
member was sitting in to observe the course during the semester in which | conducted my
research. The instructor in Africa is a male who, although not originally from that particular city,
is a native of the country in which he works. He spent several years in the United States, where
he earned his PhD, and has worked with U.S. studentsdny years. Like the Resident
Director at the Western Europe site, he has been teaching the Seminar since it was piloted in
spring 2008.
With regards to the students, a note must be made again about the marketing/recruitment
strategy for the Seminar dti$ location. At this site, the instructor requires students to write a
short application essay if they would like to enroll in the Seminar. During the semester when |
conducted this research, eleven students completed the Seminar out of approxinmetebjiéd

in the entire program.
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Use of Mixed Methods

This is a mixeemethods case studlgatemploys qualitative as well as quantitative data.
The use of mixednethods research is becoming increasingly more common, particularly in the
intercultural field Both quantitative and qualitative research methods have their strengths and
weaknesses, and their suitability depends upon the research question. When appropriate,
however, combining the two methods can help compensate for the weakness of each and draw
their different strength@ryman, 2006) In social science research involving human behavior,
using quantitative and qualitative data in conjunction can help improve the depth and rigor of
results(Bogdan & Bicklen, 2007; Creswell, 2009)

Previous research on study abroad intervestiwas focused on the outcomes, and
therefore relied primarily on quantitative measuyfeshen et al., 2005; L. Engle & Engle, 2004;
Lou & Bosley, 2008; Vande Berg, 2007 particularly the Intercultural Developmédnientory
(Hammer, 2007) Qualitative research is generally considered more appropriate when process,
rather than outcomes, is the primary issue of interest, as it is stukig. However, an
examination of the process of i begeatlyennchedg i n s
if there arealso data on the outcomes. Therefore, this study takes a-medbds approach,
relying primarily on qualitative data, batso incorporating quantitative data regarding outcomes.

Doing so provides a better picture of the beginning, middle, and end of the story, so to speak.

The Case Study Approach

Given the line of inquiry of this study and the fact that it focuses artacplar program,
the case study approach is the most appropriate. This approach is becoming increasingly popular
in the field of study abroad because of the depth of understanding it can provide. Case studies
have been used in study abroad researclexfample, to better understand the experience of
individual participant¢Bacon, 2002; Citron, 200 nd f acul ty directorsodé6 pe
in study abroadGoode,2007%-2008)
The case study approach is the most appropriate for several reasons. First, case studies
focus on Abounded theapprospadicularly applicablé sinoeexknened
a specific intervention. Second, the case study apipraféers a holistic examination of a
complex system in context, recognizing that multiple factors are at play in the unit of analysis.
As Patton(2002)e x p| ai n s, fCase studies examine most or
distinctly bounded u@OO)wordsasedhé¢ pcad8)studn
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investigators to retain the holistic and meaninghdracteristics ofredl i f e event so ( p.
is especially important in the given study because, as mentioned previously, educational
endeavors such as this one are likely to involve complex interrelatiormshipsgthe students,
the instructor, theurriculum and the milieu. A case study can help understand the complexities
involved in the implementation of the Seminar in the given contexts. Third, the case study
approach is particularly relevant d0Mm2009e sear ch
p. 13) Recall that the primary research question in this study is: In what ways does a study
abroad intervention affect studentsod intercult
guestion. Fourth, the castudy approach is ideal when examining contemporary events over
which the investigator has little or no cont(¥in, 2009) which applies to the study at hand.
This research study emplega multicase approach, examining the Seminar at ttes s
that wereperceivedas successful in past semesters. One of the most fundamental first steps in
conducting a case study is to define the case (or cases), or unit(s) of analysis. In this study,
St aK2eB)}e oncept of the Aquintaind is particularl
analysis. Stake explains:
A quintainé is an object or déadtargep menon or
but not a bull 6scasgee.studlly é Wea womhwé t ineeded
representing the collective target, whether it is a program, a phenomenon, or a
condition. This quintain is the arena or holding company or umbrella for the
cases we will study(Stake, 2006, p. 6)
Stake explains that multiase studies seek better understand the quintaind that the means
for doing so can take various forms. The apprdakbn inthisstudywsa t he f ol | owi ng:
the study is designed as a qualitative rcdtse study, thethe individual cases should be studied
to learn about their setfentering, complexity, and situational uniqueness. Thus each case is to
be understood in depth, gi vi n dStake, 2006)pe6) i mme di at
St ake goes 0 ncase studysoha/progréimiis notisd nuch a study of the quintain as it
is a study of cases for what they tmdindtheus abou
object to be studi€dl was this particular study abroad intervention, the Seminar on Living and
Learning Abroad. This is whatsbughtto understand more fully. Howevertried to do so
primarily by examining two specific cases. The césesparticular units of analyssincluded
a semestelong session of the Seminar at a site in Western Ewaoge site in Africa. My goal
was to better understand the uniqueness and complexity of each of these cases, and consider how

each informs the understanding of the Seminar more broadly.
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There are numerous factors that may guide the selection of aaddfe choice depends
heavily on the research questions. One of the paiposes of the present studysiaa learn
more about how the facilitation of this particular study abroad iaterd i on af f ect s st ud
intercultural development. Thereforepiadethe most sense to purposefully sample cases that
hadbeen successful in doing so. St&R@06)endorses this approach, suggestingtlost
i mportant factor is to choose fNcases that seem
For that reason, I spoke with Dr. Mi chael V
Academic Affairs at the time, whoversaw the creaticendimplementatiorof the Seminar on
Living and Learning Abroad. He identified four sites from which he thought the most could be
learned. These sites, he said, had recorded strofiggatdDI gains in past semesteend he
found the instructors at these sites to lpeemlly adept, particularly in comparison with their
peers, at implementing the Seminar. Three of the sites he idemtdiedh Western Europe, and
the fourth wa in Africa. Dr. Vande Berg contactdte Seminar instructoest these sites and
asked ifthey would be willing to participate in my study. Three of the four volunteered. One of
the instructors had just begteachinghe Seminar and said he did not feel comfortable
participating at that time. It was later determined that the responsibilitgachinghe Seminar
at one of the remaining sites might change, so that site was ruled out as well. As a result, the
cases chosen for this study include a site in Western Europe and one in Bfitiae of these
caseslso providedhediversitybetweensites that | had sought to achievEhe cases are
temporallybound by examining the Seminar in these two sites during one cycle of

implementation, the fall 2010 semester.
Research Design and Instruments

One of the major strengths of case stgds that they employ multiple, complementary
sources of data. This mixedethods case study includes quantitative data frorfposttest
assessments using the Intercultural Development Inventory (IDI), and qualitative data from
observations and intéewvs. In addition, a number of secondary data sources were collected to

give background to this study. In this section, | discuss each of the data sources

The Intercultural Development Inventory

The Intercultual Development Inventory (IDI) veaused irthis study to assess the extent
to which studentsé intercultural sensitivity d

they studied abroad and participated in ClEE®6s
65



Developed by Hammer ard. Bennett(Hammer & Bennett, 199&nd based on the

Developmental Model of Intercultural Sensitivity (DMIS), the IDI is a psychometric instrument

meant to assessn e 6 s

respondents must choose among afive i nt

or i

entation toward cul tur al

answer set ranging

has been extensively tested and valid@téginmer et al., 2003; Paige, Jacdksssuto, Yershova,

& DeJaeghere, 20023)nd is now used in a wide variety of contexts.

As discussed ithe previous chapter, use of the IDI in researchdthfo theadaptation

of the original DMIS resulting inwhat is now called the Intercultural Development Continuum

(IDC). The IDC identifies five orientations al s o

r ef er r etdat @nge frans

di f fer
from
owor |l dv

more monocultural to more intercultural or global mindsets. These orientations are Denial,

Polarization (which includes Defense and Reversal), Minimization, Acceptance, and Adaptation.

The IDI produces a Developmental Orientation (DO), whiehidt i f i es a

personos

orientation toward cultural differences and commonalitiegble2 provides a brief description of

each of the orientations and the corresponding numerical IDI;sad@ional information about

each of theserientationds provided in chapter two The IDI also includes a short section with

demographic questions.

Table 2. Scoring and Description of the Intercultural Development Inventory (IDI)

Orientations
Orientation | Score Description
Denial 557 69.9 People in Denial igne or are unaware of the existence of
cultural difference.
N I n Polarizati on, peopl e ha
Polarization . ~ . !
. 0t hem. o This worldview ca
(Defense & | 707 84.9 hich le vi hei | . I
Reversal) which people view their own cultuees superior, or Re\{ersa,
in which they hold the 6ot
Minimization is considered a transitionabrldviewin which
Minimization | 857 114.9 people_ mqy be aware of cultur_al _dlffgrences, but tend to fo
on similarities. The assumed similarities, however, are
typically derived from one
In Acceptance, people recognize and appreciate the comp
Acceptance | 1157 129.9 | of cultural differences. However, they are often unclear on
how to adapt to such diffences.
Adaptation | 130- 145 People in Adaptation are able to shift perspective and aday

different cultural contexts.
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Observations

Observations of the Seminar on Living and Learning Abroad and the surrounding context
wereanother important source déta. | visited both of the sites involved in this case study for
just undetthree weeks each in late October and November 2010.

| observed three sessionstbé Seminaduring my visit to theVestern Europsite and
two sessions idfrica. When sittig in on the Seminar, my main purpose was to observe the
interactions between the instructors and the studembsh as a group and as individuéao get
asense of what the instructors dadtry to facilitate intercultural development, as well as how
students responedd In other words, | observed how the curriculum was being enacted and how it
appeared to be experienced. I n general, I sou
which means my observer actiaodotlesemibliciyer e known
sponsored by [the] people in the((geotedmati on [ be
Merriam, 1988, p. 93) However my participation was secondary to my role as information
gatherer. As will be elaborated on shortly, much of what | observed in the Seminar was later
explored in more depth in interviews with the instructors and students.

During my site visits, | alsspent a good deal of time in and around the CIEE offices and
other areas where program participants congrdgatigich gave me an opportunity for informal
observation.In addition,| interacted with students and staff outside the office when |
accompanie@ group from the Watern Europe site on a day tapd when | participated in two
holiday celebrations in Africa. Observations outside of the Seminar were more informal in nature

and focused primarily on better understanding the context surroundingasach
Interviews

In-depth interviews were one of the primary means for gathering data. | interviewed
Seminar students, instructors, and administrators. Interviews weretsaatured and open
ended in nature in order to allow interviewees the freettotalk in depth about their experiences
related to the Seminar. The interview protocols are includégpendix2.

| interviewed each of the Seminar instructors multiple times. The first interview was
intended to be more general in scope; quesfionissed on exploring how, in practice, the
instructors implement the Seminarasked the instructors about how they perakikieir own
role, as well as the role of the students, the context, and the curriculum in the process of

devel opi n g intpreultutai compg@temcet Thé other instructor interviews took place as
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soon as possible afteach of the Seminar sessions | observadl focused specifically on what
occurred during that particular class. Questions in those interviews were aim#édrat be
understanding the instructor s aManyobthese and t hi
guestions were formulated after observing that particular class session.

The interviews with the students focused primarily on their personal expevidghdie
Seminar. Questions addressed how the students peattiedieown role, as well as the role of
the Seminar instructor(she curriculum and the milieun their intercultural learning and
development. As with the instructors, | asked speqifce st i ons about the stud
of what occurred during the Seminar sessions that | observed.

Lastl vy, the interviews with the Seminar s a
the Seminar in general and at these two particular locatindgha trairthe-trainers aspect of

the Seminar, particularly in regards to the instructors at the two sites being studied.

Secondary Datadbirces

Several secondary data sources vaéseused in this study. They includleurriculum
materials, studentad i nstructor Learning Styles I nventor |
Intercultural Development Inventories (IDI). These were used primarily for informational
purposes.

As mentioned previouslyhé Seminarcurriculum is available to instructors on a
passverd-protected intranet website. | was given access to this website and examined the
curricular materials primarily to give background to the study.

TheK o | ®R@0S)Learning Style Inventorysia t o0 o | used to assess or
learning style according tais model of experiential learning. ti&lents take the inventory at the
beginning of thesemesteand this information is supposed to be used by Seminar instructors, in
conjunctionwithat dent s & | DI s c othe# tegching to the dadseamd helpahet ai | o
students more eff ec(l94yExpenentibl eeamnigCycer Theraefode, IKo | b & s
asocol l ected the studentsd6 LSI information (fro
addition, all Seminar instructolmve taken the LS| and the IBhd have been debriefed on their
preferred learning style and intetzwal worldview and how these may affect their teaching.
Therefore| also collected thenstructos BSI and IDI datawhichservel as a backdrop for

understanding the facilitation process.
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Participants

There were three types of participants in thiglgt Seminar instructors,ustent
participants, and administratorgVith regards to the first two groupsth the instructors and
students provided demographic information about themselves when they took the Intercultural
Development Inventory (ID1). Ais information isoutlinedin tables 3, 4, andbs.

In total, there were three Seminar instrucdot@o in Western Europe and one in
Africad who participated in this study. More information about them can be found in the

previous sctions on the site baclkgmdsand inTable3.

Table 3 Instructor Demographics as Reported on the IDI

Member Where Previous
Nationality of Ethnic Time Spent
. . L Age Instructor S
Site Gender | and/or Ethnic | Minority Cateqor Primaril Living in
Background | in Home gory Grew Uy Another
Country? b Country
Western Male [Ho_st Country No 317 40 Western 17 2 years
Europe National] Europe
Never lived
Western Male [Ho;st Country No 317 40 Western in another
Europe National] Europe
country
Africa Male African Yes 417 50 Africa 67 10 years

Studen participants were all traditional age college students from a variety of colleges
and universities across the United States. At the site in Wdsatieope(Table4), six students
were enrolled in the Seminar on Living and Learning Abroad when | arfiwechad dropped
the course earlier in the semester due to conflicts). All six of the students volunteered to
participate in my study and were subsequently interviewed. One of them was unable to take the
IDI, however, so only qualitative data exists far. Five of the six students were female, one
mal e. In the demographic section of the |1DI,
a member of an ethnic minority in your country

All studentsreported having grown up in the United States.
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Table4. Student Demographics as Reported on the IDI: Western Europe

Ethnic Previous
Nationality L Where Student | Time Spent
: Minority in Age L ST
Gender and/or Ethnic Home Cateqor Primarily Living in
Background* P | Grew Up Another
Country?
Country
Female Russuan_, No 187 21 United States | < 3 months
Norwegian
Female American Jew | No 18-21 United States | < 3 months
Female Caucasian No 18-21 United States | < 3 months
Female Hispanic Yes 18-21 United States | < 3 maths
Male White No 18-21 United States | < 3 months
Female Caucasian No 18-21 United States | N/A

they choose.

* Nationality and/or Ethnic Background is an opamded question on the IDI which students fill in as

Table5. Student Demographics as Raped on the IDI: Africa

Gender Nationality Ethnic Age Where Student | Previous
and/or Ethnic | Minority in Category | Primarily Time Spent
Background* | Home Grew Up Living in

Country? Another
Country

Female American No 1871 21 United States | < 3 months

Female American No 18-21 United States | < 3 months

Female Citizen of the | No 18-21 United States | < 3 months
United States

Female American No 18-21 United States | <3 months

Female United States; | No 18-21 United States | < 3 months
Russian
background

Female Scandinavian | No 18-21 United States | < 3 months
American

Male American with | No 1871 21 United States | < 3 months
Irish and
Norwegian
roots

Female First Yes 18-21 United States | < 3 months
Generation
African;

Eritrean
American

they choose.

* Nationality and/or EthniBackground is an opeended question on the IDI which students fill in ag
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At the Africa site, 11 students were enrolled in the Seminar during fall 2010. Two were
male and the rest female. All 11 took the IDI at both the beginning anof ¢inel semester.
Nine of the 11 students volunteered to participate in the qualitative aspect of this study, including
one male and eight female$he demographic information for those nine students is listed in
Table5. One of the study participants Africa identified as being from an ethnic minority in her
home country; she listdde r et hni ¢ Hrst-gekegatioo African; Eaitseadme r i can. 0O
Again, all of the students said they grew up in the United States.

With regards to the administras dl three CIEE staff members involved in the
administration of the Seminar on Living and Learning Abroad participated in this study
(including one male and two females)ogether thewerethe people who created andieerein
charge of overseeing tlmplementation of the Seminar. They also engage igaing coaching

and training with the staff members witeachthe Seminar at the various sites around the world.
Data Collection Procedures

In Octoberand NovembeR010, | traveled first to the site Western Europe, then to the
site in Africa. | spent just under three weeks at éacdtionand collected the majorityf my

data during these visitsThe data collection timelinis outlined inAppendix3.

Intercultural Development Inventory

As merioned previously, the Intercultural Development Inventory (IDI) is administered
to students participating in the Seminar on Living and Learning Abroad on their first day of class,
as well & at the end of the semester. Ortoelants take the IDdt the keginning of the semester,
the scores aranalyzed by the CIEE administrators at headquarters, whalibeusghe
informationand its implications for teaching withe Seminar instructors. | asked each of the
i nstructors to pr oscores@hemldirstarriveaheachsitethe nt sé | DI
instructors in Western Europeoweverj nf or med me that they did not
scoreq| immediatelye-mailedone of the Seminaadministratorsafter learning this and received
t he s tseockefrom 885 The instructor in Africa showed me a diagram that depicted each
of his studentsdé initial I DI orientations as w
Styles Inventory). | collected all of the pigost IDI data from he Seminar administrators
(electronically) shortly after the end of the semester.
Not only do students take the IDI when they begin the Seminar, instructors also take it

when they first start teaching the Seminar. That means the instructor in Afrideededd
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instructor in Western Europe first took the IDI (version 2) in 2007. ThHastouctor in Western

Europe took the IDI (version 2) when he started helping with the Seminar in 2009. The CIEE
admini strators sent me |prdfilesptiohto rayerisitiinrfadl 20A0u &tt or s 6
that time | also learned that one of the instructors had recently retaken the IDI (version 3) and

there were plans for the others to soon do so as well (shortly after my visithoSonly

obtainedtheing ruct orsé | DI scores from whbatalsat hey f i r s
more recent scoresTherefore, | was able to compare the original and mamentscores to see

how the instructorsdé intercul tur athecouseoftdevi ews

time they had been teaching the Seminar.
Observations

Initially | hoped to observe at least two, preferably three, sessions of the Seminar at each
location. In Western Europkewas able to sit in on the Seminar three times. Sdimepwas a
little more challenging at the Africa site because after arranging my visit, | learned that the
Seminar instructor had to attend a conference during the first several days | was in town, which
required him to reschedule one session of the SemInaaddition, one of the major Muslim
holidaysfell in the middle of the second week | was in town, which meant most classes that week
were cancelled. This was impossible to know ahead of time due to the fact that treatxat
the holiday dependsn the lunar calendatdowever,l wasstill able to observe two sessions of
the Seminam Africa, both held during the final week of my visit.

As mentioned previously, I tried(Mermamt ake t h
1988) focusing on gathering information while also participating enough to make others
comfortable with my presence. In an effort to blend in, | took limited notes during the sessions,
and then went backs soon as possible after the Seminar to fill in my notes more extensively. |
generated followup questions and observatispecific questions for the next interview with the
instructor(s), as well as for upcoming student interviews, within a few howissefving the

Seminar.
Interviews

All of the interviews with the Seminar instructors and students took place on site, during
my visit. | reviewed the conseftdrm (see Appendix Ywith all of the interviewees at the
beginning of the interview, addressaaly questions they had, and asked for permission to tape

the interview.
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At each of the sites, | conducted a general interview, as explained previously, with each
of the instructors as soon as possible after | arrived. | had previously sent consertoftren
instructors via anail, which we then reviewed during that first interview. | also interviewed each
instructor again within 24 hours of each of the sessions of the Seminar | observed. These
interviews included followup and observatieapecificquestions. Questions were aimed at
trying to understand the instructoro6s thinking
comments, and general perceptions of how the session went. In total, then, | interviewed the lead
instructor in Westeriurope four times. | interviewed the other instructor in Western Europe, as
well as the instructor in Africa, a total of three times each (since | observed each of them teaching
the Seminar twice). These interviews ranged in length from approximatéady9®0minutes.

Seminar participants at each site received-arag from me, forwarded to them from
their instructor, prior to my site visit. In thateail, which also included the consent form, |
introduced myself anthy researchand encouraged stuats to participate in the study. Once on
site, | distributed a signp form and, with the help of the instructors, had more students volunteer
to participate than | had expected.

| interviewed each of the student participants once during my visit (efarepne student
in Africa who | invited to participate in a followp interview; more on that later). Coordinating
these interviews with the observations was somewhat challenging, particularly at the Africa site.
| wanted to observe as many sessionthefSeminar as possible before interviewing students so
that | could ask them observatigpecific questions in addition to the more general questions.
Furthermorethe students all had busy schedules, so | had to be flexible around their availability.
In Western Europe, | had observed at least one session of the Seminar before | interviewed any
students; in the case of most student interviews, | was ablesgéovettwo sessions beforehand.

This was more difficult to do in Africa where, due to the schiadichallenges
mentioned previously, all dhe Seminaobservations and student intervielad to becondensed
into the final week of my site visit. This meant | interviewed a few students before observing the
Seminar and all of the student intervieveglhio be conducted before | observed the second
session. In the case of one student who | interviewed prior to observing the Semmailgide
her to invite her to participate in a follemp interview after the first session | observed because
she was tathe center of a critical incident that happened during that¢lase e t he O6Cr i t i c ¢
I ncidentd secti on .&heagrdedanckewedondudted a brieffoligperr f our )
interview the next day. In addition, the two sessions of the Seminaervelsin Africa were

very different in nature; because | was unable to interview any students after the second session, |
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sent an amail to all of the study participants asking if they had any further comments after that
session andlsowhich of the two sssions that | observed did they think was most representative
of the typical Seminar session. One student respomdeder response was included with the
interview transcripts in the qualitative data analysis.

Lastly, | interviewed the three Semiradministrators over the phone or via Skype within
two weeks of returning from the site visits. They all received the consent forms electronically
and signed and returned them prior to the interview.

| began transcribing the interviews while on sit&\iestern Europand completed all of
the transcriptions by spring 2011. All of the transcriptions and audio of the interviews are stored

on a passworgrotected computer, in accordance with IRB regulations.

Confidentiality

I have been very cognizant thrdwaut this study of the need to take careful measures to
protect the confidentiality of participants. For this reason, | do not specify the sites where |
conducted the investigation. In some instances, specific information that might reveal the
location has been deleted or changed in the written reports; when this is done in quotes it is
indicated with brackets. In addition, all participants have been given pseudonyms, except for Dr.
Michael Vande Berg, who consented to be identified in this study.

| was also very aware of the fact that the administrators and instructors each knew the
others were patrticipating in the study, the instructors knew for the most part which students were
participating, and the students obviously knew their instructors wetieipating. This was at
the forefront of my mind throughout the design, data collection, and reporting phases of the study.
For example, brought this fact up with all of the participanéspecially the instructors and
administratorsywhen reviewing te consent forms so that they understood that while their name
and location would not be included in the report, their identity could perhaps be deduced by other
study participants. In addition, | took extra precautions when reporting the data, espdwally
dealing with references that referred directly to specific individuals. For exasophe,
references were either not included or were paraphrased if they contained information that would
make it obvious to other study participants either who waskspgear being spoken about,
especially if those comments were in any way sensitive.

A similar issue arosédue to the fact thdtasked the administrators specifically about
each ofthe instructors involved in this studyf the instructorsvere toreadthe final report, they

couldidentify which quotationsire abouthem. In the case of the quotatidram Dr. Vande
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Berg, the instructors will know that he was the one speaking about them since he chose to be
identified in this study.As mentioned earlre| discussed this fact with both the instructors and
administrators before getting their consent. As an additional precausient each of the
administrators a copy of their quotatiotisat | planned to include in this study that referred
directly toindividual instructors. While éxplainedthat the final decision whether not to

include these quotatiomgould be mine, emphasizedhat | was sensitive to issues of
confidentiality and inwied their feedback on any quotatidhat made them uncomtable.

Based on their feedback, | deleted a couple of sentences that dittntiteamain idea of the

guotationsn question.
Data Analysis

In this section, | explain how | conducted the analysis of the IDI data, the observations,

and the interviews.

Quantitative Analysis

In total, there were 16 students who took the IDI at théninétg (Time 1) and end
(Time 2) of the semester. These include all 11 students enrolled in the Seminar on Living and
Learning Abroad at the Africa site, and five outlod six students in the Seminar at the site in
Western Europe. One student in Western Europe did not complete the IDI, but did participate in
the qualitative aspect of this study. It is important to note ligalR| data therefore represehe
actual pgulation, not sample valugllirschi & Selvin, 1973) Due to the small number of total
participants and mixethethods nature of this study, the quantitativalysis is for heuristic
purposes and to generate insights and understanding. It does not imply statistical generalization
(Hirschi & Selvin, 1973)

lanalyzel t he studentsd | DI scores using SPSS
relatively small number of participants and the quantitative deemeant to be used for heuristic
purposes only, | first examined the data using numerous types of descriptsticstati

addition, | ran4tests on the preand postsemester scores to test for statistical significance.

Qualitative Analysis

According to Merrian{1988) case studiesan involveup to three levels of analysasid

the final product will reflect the level of analysis chosen. The first level is descriptive, the second
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level involves developing categories and themes, and the third level moves toward developing
theory. Mystudy is intended to be descriptive and exploratory, rather than explanatory;

therefore, the analysis focuses on the first two of these levels. The primary sources of qualitative
data include interview transcripts and observation notes. The obsenatamsed primarily to

provide the descriptive analysis, while the interviews are used to develop the categories and

themes.
Descriptive Analysis of the Observations

The observation data ansed to first provide a rich description of each of the casds
their contexts. As Pattd2002)e x p| ai n s, Al T] he analystdés first
consists of doing justice to each individual casé. IA el se depends on thato (
specifically, for each of the sitglsdescribe the context, then discuss in detail each of the sessions

| observed, and lastly provide a few important observations.
Thematic Analysis of the Interviews

The themati@nalysisof the interview data was informed by Stgk806) Rubin and
Rubin(2005) and Orche(2005) I foll owed Stqaukienbtsaiind edai aolfe ctthie
approachtothemuit ase anal ysi s. S ttratdgy | thenk ipid dasirable for A For
t he anal ystiqtuo nsteati riugpthetitdeadiaisaridl procedure, wherein
attention to the local situations and attention to the program or phenomenon as a whole contend
with each other foremphasis ( p. 46) . I n addition, I foll owec
recognizing, refining, defining and elaborating themes.
| separately analyzed the interview transcripts from the three different types of
interviewees: the students, the instructarg] the administrators. In other words, | went through
the following process first with the student interviews, then with the instructor interviews, and
lastly with the administrator interviews. With each of these three groups, | first read through each
of the interviews, underlining important points and organizing ideas, and writing summaries of
the core ideas in the margins. Then | compared my notes across interviews, grouping similar and
sometimes contrasting ideas into a list of higleeel themesand categories. In some cades
noted obvious repetition of ideasd listed these as possible themes. In other cases, themes did
not immediately jump out from a review of the interviews, so | noted primary categories or topics
frequently discussed bhe interviewees in order to code these and later analyze them for more

specific themes. | then reviewed and refined this list, going back to the original interviews
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frequently. | made note of when these ideas or concepts cut across sites and wheretbigg we

specific. In some cases, contrasts across sites suggested new themes. As themes emerged, |

wor ked on creating consistent and r e2005hed def.
guestions about each theme: How am | defining it? How am | going to recognize it? What do |

want to exclude? What is an example? By reviewing the interviews extensively wethil

came up with a solid list of categories and themes with which to begin coding my data.

It was only once | had these general categories and themes that | then imported the
interview transcripts into the NVIVO software and began coding the datalescribed, in some
cases very specific themes had already clearly emerged and | coded for them at that point. In
other cases, | coded the data into more general themes that | knew would need to be further
reviewed and coded in the future. For examatehat point in coding the student interviews, |
had the theme ORole of Seminar in student | ear
about how students thought the Seminar was affecting their learning, | would then need to review
that thene to flesh out more specific stiftemes. Therefore, once all of the interviews were
coded into the alreadgstablished categories and themes, | reviewed the references within each
theme to further refine that theme if needed. Lastly, | returned taitdiead interviews to
double check that everything of significance was appropriately coded.

Throughout this process | engaged regularly in peer debriefing with an outside
intercultural and international eng aqualied on expe
researcher who is not directly involved in the data collection or the analysis of the results consult
with the (Oreher,@08)c hdr aws ed t dckandguestors totfudtrer rdfiree d b
the themes and thematic structure. | reviewed the references in each theme numerous times,
restructuring and refining the overall organization and each individual theme until | felt the
thematic structure was as solil jgossible.

In some instances, certain references could hase beded in more than one thearal
| had to make a decision about where to put them. For example, a student may have been talking
about a conversation witis or hehost mother, who seed asa Cultural Partner for the
Seminar on Living and Learning Abroad, and discussing what he or she learned through that
conversation.This reference couldavepossiblybenc oded in 6éHomestay, 6 0O6Cu
o rRolé of the Seminar in studenal@ing 6 sucHinetances, | had to make an executive
decision, and | chose to code the references where they had the strongest fit. In the few instances
where a reference fit very strongly in two areas, | coded it in both. In addition, some themes

coud have been classified in different categories and | had to make a decision, based on the
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content of the references, where they best fit best. For example, it could be argued that the theme
O6Curridaoulviemd coul d be cat egesitdhasetdplacentwichi@ur r i c ul
0l nstructionbé because the references within th
the curriculum itself. How I chose to code references, including extensive examples, will be
discussed further iohapters far and five.

Several of the overarching categories that emerged from the thematic analysis correspond
l ar gel y wi(1988)fo& cdmmenplaesof educatiod the curriculum, the student, the
instructor, and the milieu. 't is worth reite
serves as aorganizingframework for this study, and therefore research questions were designed
to addessthese areas. All this mearfmweverjs that | sought to learn more about the
perspectives of each of the interviewee groups on these aspects of the Seminar on Living and
Learning Abroad. This did not influence the type of information or the themiesrtierged in
these areas.

Issues of Validity and Reliability

Since this case study is primarily qualitative, | have sought to address issues of reliability
and validity, including generalizability, as they are conceptualized in the qualitative field. (
addition, as stated previously, the quantitative data came from a small but complete population; it
was not a sample aiiidis used for heuristic purposes only.) My approach to each of these issues
is addressed here and outlined in thlele inAppendk 5.

Broadly speaking, external wvalidity is conc
findings can be applied to other situations; this is also known as generalizability. Mgreias)
contests that, in the traditional sense of the term, the idea of generalizing in a case study makes no
sense. She expl ains, fiOne selects a case stud
particular in depth, not becauseonetvan t o know what is generally t
St a K189%)soncept of naturalistic generalizatiot®wever suggests how case study findings
can be applied to other situatiorS.t ake expl ains, H@APeople can | ear
single cases. They do that partly because they are familiar with other cases and they add this one
in, thus making a slightly new group from which to generalize, a new opportunity to modify old
generalizationso (p. 85). Naturalistic gener al
personal engagement in |ifebés affairs or by vi
person feels as i f (Stake, 190%,pp36)hisaditicdl that reskagchesse | v e s 0

provide enough rich, detailed description about the case and its context that readers are able to
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make their own decisions about the extent to which tidirfgs might be applicable to their
situation. Therefore, | attempt to i mprove re
by providing a rich, thick description of the cases.

I nternal wvalidity deal s wi tdhreality.eMemiame sti on o
(1988)explains the incongruence of this term with regards to qualitative research:

One of the assumptions underlying qualitative research is thiy risaholistic,

multidimensional, and evahanging; it is not a single, fixed, objective

phenomenon waiting to be discovered, observed, and measured. Assessing the

i somorphism between data collected and t he

derived is thusn inappropriate determinant of validity. (p. 167)

The case study researcher seeks to understand

how they understand the worl d. The seemidue e, i n
is more inportantthan whast r ue ( Wa l k e (Merridm9 1®&8, p. 167)Judyibg)tie
validity or truth of a study r estasrepuegemtad t he i n

those multiple constructions adequately; that is, that the reconstructions (for the findings and
interpretations are also constructions, it should never be forgotten) that have been arrived at via
the inquiry are credible to the constructor§ t he or i gi n glincom&IGuba,pl e r e al
1985, p. 296) The qualitative researcher is interested in perspectives rather than truth per se, and
itistheresearche6s obl i gation to present fia more or | e
actually view t hemse(Tayler & Bogdard 1984hpe98r experi ences
Merriam(1988)s uggests si x basic strategies for en
triangulation, checking interpretations with individuals interviewed or obsenasdngtonsite
over a period of time, asking peers to comment on emerging findings, involving participants in all
phases of the research, and clarifying researc
sought toensure internal validity by ()sing multiple methods and multiple sources to address
the research questions as a form of triangulationsg2ndingalmostthree weeks engaged with
studentsand instructors at each site) (@viewing the findings as they emerged withoatside
interaultural and interational education expert; and) (#eing very sekeflexive and honest about
my own biases and assumptions as a reseambetiie following section in this chapter).
Much like with internal and external validity, the titawhal concegbn of the term
reliability is somewhat problematic within the qualitative research paradigm. Reliability refers to
the extent to which oneds fi ndi(I988expiasn be repl

ireliability is problematic in the social scie
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never statico (p.(198B5s0u)g g e sLti ntchoil mk iamngd aGudouat t h e
Afconsistencyo of the results obtained from the
outsiders get the same results, one wishes outsiders to concur that, given the data collected, the
results make sendet hey ar e consi s(Mariam, 1988, 0. 17@)dqecknigquesa b1 e 0

for ensuring dependable or consistent results include (1) explaining the assumptions and theory
underlying the study, (2) triangulating the data, and (3) describing in detail how the data were
collected and how findings were derived from the distarriam, 1988) As discussed

previoudy, this study will triangulate the findindsy usingmultiple methods and multiple

sourcego address the research questiolmsaddition, | try to be very forthright in describing the

theory on which the study is based, and also in outlining my persiasals and assumptions as a
researcher. | also provide details about how the data was collected and how the themes emerged
from that data. This includes using quotes from the interviewees to illuminate the meaning of

those themes.
Researcher Backgroundand Assumptions

As mentioned in the previous section, beinflup ont about the researct
assumptions is a critical aspect of ensuring internal validity. Pg@f®)explains that
gualitative researchers must be reflective about their own voice and perspective. Complete
objectivity, he says, is impossible, and pure subjectivity undermines credibility. Therefore,
researchers must focusarc hi evi ng bal ance by Aunderstanding
authenticallyin all its complexity while being seHlinalytical, politically aware, and reflexive in
c ons ci oRadon, 2303 pp. 49495, original italics) Patton suggests researchers
continually engage in three types of reflexivity: sefflexivity, reflexivity about those studied,

and reflexivty about the audience.

Self-Reflexivity

My experience in the intercultural education field, along with my personal experiences
living abroad, have instilled in me numerous values, beliefs, and assumptions that | bring to this
resear ché o rhagsbraught heaovttes rgsearch. Most likely both are true. | have had
the great fortune to be abletachtwo study abroad intervention cour8ethe Maximizing
Study Abroad intervention mentioned in the last chapter, and an intercultural communicatio
course specifically designed for students returning from an experience @élaoddhose

experiences have reinforced my belief thtaidy abroad offemsch opportunities for learning, but
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that many participants are Wbia to fully capitalize upon trs® gportunities. As a result, |

believe those of us in the study abroad and international educatishféeld a responsibility to
intervene and help facilitate studentsé interc
international experiences. iBlreveals another bias, which is that | believe such experiences

ought to be about more than cognitive learning; that is, the goal is not simply that students learn
aboutanother culture, but that they ledram andthroughtheir experience abroad. loagnize

these beliefs run the risk of coloring my view of the study abroad intervention | am researching,

and have tried to remain cognizant of this fact at all times and keep an open mind to whatever

findings might emerge from the research.

Reflexivity aboutThose Studied

From the beginning, | have been mindful of the fact that my presence at these two sites
and in the Seminar could in some ways be an intervention in and of itself, and | have done what |
could to minimize this possibility. For exampiiewas clear to me early on that | would need to
be very cognizant of how the nature of my relationship witlp#récipants, especially the
Seminar instructors aratministrators, might affect the research. With the instructors, | knew |
would need tavalk a careful line between appearing knowledgeable about the work in which
they were engaged and coming across as an fiexp
to my fall 2010 site visit but after they had informally agreed to participatas study (the
Western Europe instructors on site and the Africa instructor at a CIEE conference in the U.S.). |
would say that | maintained a friendly, yet professional relationship with all three. As a result,
the instructors got to know me and mgckground to some extent. Throughout our relationship,
however, | attempted to refrain from expressing strong opinions on matters that | thought might
influence the instructors in any way. Nonetheless, | am aware that the nature of our relationship
couldhave affected the information the instructors chose to share with me. However, | believe
the positive aspects of this outweigh the negative because | would like to think the instructors felt
comfortable enough with me and confident enough in my charactalk openly and honestly
about their experience with the Seminar. | consistently made an effort to convey that | was
interested in learninffom themabout how they conduct the Seminar, and was not there to judge,
evaluate, or give advice about whagy were doing.

In addition to meeting the instructors prior to conducting my research, | have known Dr.
Vande Berg, then Vice President of Academic Affairs at CIEE and the creator of the Seminar on

Living and Learning Abroad, since July 2008, when we at¢he Summer Institute for
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Intercultural Communication. He has served as a mentor to me since then, and our relationship
was instrumental in me following this line of research. We are very much of the same mind when
it comes to study abroad andideeb out i ntervening in studentsodo i
recognize that this may affect my view of the Seminar on Living and Learning Abroad. | have
tried to be very selfeflective in this regard so that | may remain as objective as possible.
Language is another isswdoutwhich | have had to beognizant. Both of the study
abroad programs included in this research strongly encourage participants to speak the target
language (which is not English at either site), and yet | conducted my inteii&nglish. |
speak the target language of one of the sites, yet not the other (note that the Seminar is taught in
the target language at the site where | speak that language, and in English at the other). At the
site where | di&knowthe target languagétried to spealin thatlanguage whenever possible
outside of the interviews in order to show respect for the value the program places on second
language acquisition. At the other site, | made an effort to learn and use basic phrases in the
target langages as much as possible. Also, all of the Seminar instructors are host country
nationals, which means English is their second language. Therefore, | tried to be especially
cognizant during the interviews of whether they understood the questions &evagrh

intended them, and also of whether | understood what they meant to express with their answers.

Reflexivity sbout Audience

My intended audience is, first and foremost, my dissertation committee. A second,
broader intended audience includes felioternational andntercultural educators, particularly
study abroad professionals. On both accounts, | perceive these audiences to be comprised of
intelligent, professional, welheaning individuals. The point in presenting my findings is not to
try to convince anyone of anything, but to describe the methods through which the findings
emerged and provide extensive evidence from the data to illuminate what they mean. Whenever
possible, | wuse the intervieweerptwnaten wor ds.
contexts surrounding the cases. My assumption is that readers can then use their own judgment
to make (or not make) naturalistic generalizations about the application of the findings to other

contexts.
Conclusion

In summary, this is aixed-methods multc ase st udy of CIEE®&s Semi

Learning Abroad. It examines the process of f
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development at two CIEE sites where the Seminar is taught. | visited both sites during fall 2010,
where | observed several sessions of the Seminar and interviewed the instructors and students. |
also interviewed the Seminar administrators at CIEE headquarters and collected IDI and LSI data
for the students and instructors, in addition to reviewingrogkcondary data sources. This study

is meant primarily to be descriptive and exploratory. | now turn to reporting the findings in

chapters four and five.
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CHAPTER IV: FINDING S, PART 1

This chapter and the next incluthe findings from the case studin this chapter | first
reportthef i ndi ngs from t he dopmedténuentsry(IDI) stcaresmorder t ur al
to set thecontext for the qualitative findingbat follow. | then discuss the findings from the
Seminar observations atite thenatic analysis of the student interviews. chapter five, |
di scuss the instructorsdé | DI scores and the th
interviews. All names used are pseudonyms, except in the case of the creator of the Seminar on
Living and Learning Abroad, Dr. Michael (Mick) Vande Berg, who consented to being named in

this study.
Student IDI Scores

As mentioned in the last chapter, there were 16 students who took the IDI at the
beginning (Time 1) and end (Time 2) of the set@esncluding 11 students in Africa and five
students in Western Europ&able6l i st s participants6é | DI scores
with the corresponding IDI orientatisand change scordigure5 represerdthe score
distributions for all othe participants at Time 1 and Timgvihile Figure 6 shows the

distribution according to intercultural worldview

IDI Scores at Time 1

The average IDI score for all students at Time 1 was 98.52, which is in the middle of the
Minimization range. Scoresmged from 74.14 (P) to 133.33 (Ad). Four students were in
Polarization, nine were in Minimization, two were in Acceptance, and one was in Adaptation.
There were no students in Denial.

At the Western Europsite, the average score at Time 1 was 90@8 ); scores
ranged from 75.76 (P) to 105.30 (M), a spread of 29.54 points. Two sfiuithents at the
Western Europsite were in Polarization; the other three were in Minimization.

In Africa, the average Ti me ITangedfoomé&d4d.ldvas 102
(P) to 133.33 (Ad), a difference of 59.19 points. Two students in Africa began in Polarization, six

were in Minimization, two were in Acceptance, and one was in Adaptation.
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In other words, there were students at both sites that lbegiasemester abroad in
Polarization; however, while there were stadents at the Western Eurcgi in Acceptance or
Adaptation, there were three students witiercultural mindseté&wo in Acceptance and one in
Adaptation) at the Africa site. Whitbe average Time 1 score at each site fell within
Minimization, it was at the low end of the Minimization scale for Western Europe and toward the

higher end for Africa.

Table6. IDI Scores by Student

Student* Site IDIT1 IDI T2 IDI Change
Amelia WE 1053 M 95.69 M -9.61
Sarah WE 95.27 M 86.54 M -8.73
Maeve WE 95.53 M 98.89 M 3.36
Jake WE 75.76 P 90.91 M 15.15
Sofia WE 80.1 P 96.08 M 15.98
Jen WE Information not available

Average

Western Europe 90.39 M 93.62 M 3.23
Josh Af 108.42 M 96.74 M -11.68
Angela Af 93.3 M 84.12 P -9.18
N/A Af 98.56 M 102.57 M 4.01
Ann Af 133.33 Ad 139.04 Ad 571
Jane Af 122.76 Ac 128.57 Ac 5.81
Lucy Af 120.64 Ac 131.97 Ad 11.33
Allison Af 90.2 M 103.63 M 13.43
Zoey Af 106.04 M 119.69 Ac 13.65
Emma Af 100.61 M 118.%5 Ac 17.65
N/A Af 74.14 P 93.86 M 19.72
N/A Af 76.33 P 97.4 M 21.07
Average

Africa: 102.21 M 110.53 M 8.32
Average

All Students: 98.52 M 105.25 M 6.73
WE = Western Europe; Af = Africa

P = Polarization; M = Minimization; Ac = Acceptance; Ad = Adajatati

N/A = Denotes students who did not participate in qualitative aspect of study.

* All names used are pseudonyms.
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IDI Scores at Time 2

At the end of the semester, the average IDI score for all students was 105.25 (M), which
represents an average increak6.73 points from Time 1. In total, 12 out of the 16 students
showed positive gains on the IDI; seven moved up an orientation and five moved up within an
orientation. Table 7llustratesstudent movement within and between IDI orientatidiight of
the twelve who gained did so by more than ten points. Four students moved from Polarization to
Minimization, two students moved from Minimization to Acceptance, and one student moved
from Acceptance to Adaptation. Three students moved up within Minimizand one student
each moved up within Acceptance and Adaptation.

In total, four students regressed numerically on the IDI (two students from each site); one
of these students moved from Minimization to Polarization, whereas the other three adlaggres
within Minimization. Of those who gained, theesiage gain score was 12.24. Amahgse who
regressed, the averag@as-9.80 points. Students who showed positive development gained
between 3.36 and 21.07 points; those who regressedevaten11.68 and-8.73 points.

Figure 5. Distribution of IDI Scores at Time 1 and Time 2
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Figure 6. Distribution of Intercultural Worldviews at Time 1 and Time 2

IDI Worldview at Time 1 IDI Wordview at Time 2
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IDI Worldview IDI Worldview
Table?. Partici pant s dGweén@nd Wghin&arldvievsh ange Be
Western . Total
IDI Score Change Pre_? Ft)OSt Europe Afilclal Both Sites
es (n = 5) (n=11) (n = 16)
PA M 2 2 4
+ to next M A Ac 0 2 2
worldview AcA Ad 0 1 1
Subtotal 2 5 7
+ MA M 1 2 3
+withinthe | AcA Ac 0 1 1
sameworldview | Ad A Ad 0 1 1
Subtotal 1 4 5
Total + 3 9 12
- to next MA P 0 1 1
worldview | Subtotal 0 1 1
- | -withinthe |MA M 2 1 3
sameworldview | gyptotal 2 1 3
Total - 2 2 4
P = Polarization; M = Minimization; Ac = Acceptance; AdA\daptation

The change scoreliffer considerabljpetween the two sites. The average IDI score at
Time 2 in Western Europe was 93.62, and the averiagege scorevas 3.23. This represents a
minimal change within Minimization. At this site, the tatudents who were originally in
Polarization gained the md@sjust over 15 points eadhand moved into Minimization. The
other three all stayed within Minimization; two of thosedents regressed numericall9.61 and
-8.73 points) and the other gaine@@points. All five of the students at tthéestern Europsite

therefore ended in Minimization. Their range in scores decreased from 29.54 at Time 1 to 12.35
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at Time 2. The difference in the score spread between Time 1 and Time 2 in Western Europe can

be seen irFigure7. Thisindicates thatlespite being in somewhat different stages of intercultural

development at the beginning of the semester, the students on this program all ended up in a

relatively similar place.

In Africa, the average IDI scoi Time 2 was 110.53 (high M), which represents an

averagechange scoref 8.32. Again, this is a change within the Minimization scale, although the

gain is larger and the Time 2 scorssignificantlyhigher on the Minimization scale than the

Western EwspeTime 2 score (93.62). In Africa, scores at Time 2 ranged from 84.12 (high P) to

139.04 (Ad), a range of 54.92. This transldteshange scores ranging frefiil.68 to 21.07. Of

particular note is the fathat nine of the 11 studentsthe Africasite gained on the IDI. Five

students moved up a scale; two moved from Polarization to Minimization, two from

Minimization to Acceptance, and one from Acceptance to Adaptation. Four students moved up

within a scale (two in Mhimizationand one each in Aeptanceand Adaptatior). Two students

from the Africa site regressed numericaltf1.68 and9.18); one of these represents a move

from Minimization to Polarization while the other is a move within Minimization. Unlike in

Western Europe, where all studé s

ended

n

Mi ni

mi

zati

on

studen

diverse at Time Zsee Figure 7)one student was in Polarization, five were in Minimization, three

were in Acceptance, and two were in Adaptation.

Figure 7. Spreadof Time 1 and Time 2 IDI Scores by Site
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T-Tests

To better understand the relationship between Time 1 and Time 2 IDI scores, | ran paired
T-tests. Because the numbers were small and thevéataot normally distributed in all cases
(seeFigures 8 ad 9, | used the nomparametric Wilcoxon signerhnk tesi(Field, 2005) On
average, when analyzed as a whole, scores at Titdiel2=% 119.333) were significantly greater
than at Time 1Nldn=107.825)z=-2.120,p = .034. When separated by site, participant scores
in Africa at Time 2 Mdn = 128.570) were significantly greater than at Timétif = 120.640)z
=-2.045,p=.041. However, in Western Europe scores were not significgueter at Time 2
(Mdn=95.690) than at Time Mdn= 95.270)z=-.674,p = .500.

Figure 8. IDI Change Scores for All Students

IDI Change Scores
(All Students)

Students

S L N W B~ O

-15t0-10 -10to-5 -5t00 Oto5 5t010 10to 15 15t0 20 20to 25
IDI Change Score
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IDI Change Scores Broken Dovby Initial Development Orientation

Breaking down the IDI change scores by initial Developmental Orientation (DO) reveals
some interesting findingsee Tables 8 and.9Not only did all of the students who began the
semester in Polarization increaseithDI score, their average increase was 17.98 points. All
four of these students gained at least 15 points and moved from Polarization to Minimization.
These numbers may not reach statistical significgmee.068)due to the very small sample (n =
4), but they indicate significant intercultural development on the part of these students.

In contrast, he students who beg#éme semestan Minimization had much more varied
change scores. The change scores of the nine students wiad stdviinimizaton range from
-11.68 points to 17.65 points, with an average change of 1.43 points. It is noteworthy that of the
four students who regressed on the IDI over the course of the semester, all four began in
Minimization. Only one regressed a full orientatio Polarization, while the other three who
regressed remained in Minimization. On the other hand, three students who began in
Minimization gained within Minimization and two moved into Acceptance.

Two students began the semester in Acceptance andigaBieand 11.33 points, for an
average of 8.57. One remained in Acceptance and the other moved into Adaptation. Again, there
was no statistical significan¢p = .180), likelydue to the very small sample (n = 2). Only one

student began the semesteAntaptation; she gained 5.71 points.

Table8. AnalysisofPar ti ci pantsé6é6 | DI Change Scor(e® by I

Initial IDI DO N Mean Change Min. / Max. P
Score

Polarization 4 17.98 15.15/21.07 .068

Minimization 9 1.43 -11.68/17.65 .594

Acceptance 2 8.57 5.81/11.33 .180

Adaptation 1* 5.71*

* Only one student had an initial orientation of Adaptation, therefore the mean change score

represents only that one personds score afr
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Table9. Partici pant s 6 Wkhinare Between Intercultural Worldviewéccording to
Initial Developmental Orientation (DO)

N Western Africa Tota!
Initial IDI DO Pre Z Europe (n=11) Both Sites
(n=5) (n=16)

Polarization P ¥ M 2 2 4

(n=4) Tot al P 2 2 4

M Z P 0 1 1

M Z M 2 1 3

Minimization |[Tot al M 2 2 4

(n=9) M § M 1 2 3

M ¥ Ac 0 2 2

Tot al M 1 4 5

Ac § Ac 0 1 1

Acceptance [ac § Ad_ 0 L i

Total A 0 2 2

Adaptation Ad y Ad 0 1 1

(n=1) Tot al A 0 1 1

P = Polarization; M= Minimization; Ac = Acceptance; Ad = Adaptation

Percent Achievable Progress

I also calcul ated each s& ardndghe tabesof thpgemwboe nt ac
regressed, percent negative progdesa the IDI. The concept of percent achievairegress
was first introduced by Lilli Engl€L. Engle & Engle, 2004; L. Engle, personal communication,
August 16, 2012and is defined as the extent to which each student bridges the gap between his
or her entrylevel IDIscoreand he hi ghest achievable score (145
appropriate since the I DI concerns per(sonal de
Engle & Engle, p. 230) In the case of students who regressed, | calculated the extent to which
each studnt bridged the gap between his or her elgwel IDI score and thimwest achievable
score(55) (L. Engle & M. Vande Berg, personal communication, August 24, 2012). The percent
achievableor negative progress reported for eacbtudent inTables 10 ard 11respectively

Of the 16 students who took the IDI, 12 of them gained. Ten of those students gained
more than 20% of their percent achievable progress, and their average percent achievable
progress across the two sites was 24.44%. The averagmipacbievable progress in Western

Europe was 17.76%, whereas it was 32.00% in Africa.
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Four students two at each sité regressed between Time 1 and Time 2. Their average
percent negative progress wa2.07%. The average for the twtudents in WesterBurope was
-20.40%, while it was23.74% for the two in Africa.

Table10. IDI Percent Achievable Progress (ARf Students who Gained

Student* Site | IDITime1 | IDITime2 | 'D!Ehange | % Achievable
Score Progress
Maeve WE 95.53 98.89 3.36 6.79%
Jake WE 75.76 90.91 15.15 21.88%
Sofia WE 80.1 96.08 15.98 24.62%
Jen WE Information not available
Average %AP
Western Europe +17.76%
N/A Af 98.56 102.57 4,01 8.63%
Allison Af 90.2 103.63 13.43 24.51%
Jane Af 122.76 128.57 5.81 26.12%
N/A Af 74.14 93.86 19.72 27.83%
N/A Af 76.33 97.4 21.07 30.68%
Zoey Af 106.04 119.69 13.65 35.04%
Emma Af 100.61 118.26 17.65 39.76%
Lucy Af 120.64 131.97 11.33 46.51%
Ann Af 133.33 139.04 5.71 48.93%
Av_erage %AP +32.00%
Africa:
Average %AP
Both Sgites: +28.44%
WE = Western Europe; Af = Africa
* All names used are pseudonyms.

Tablel1l1. IDI Percent Negative Progress (NPY Students who Regressed

5 .
Student* Site | IDITime1 | IDITime2 | 'D!Ehange | 9% Negative
Score Progress
Amelia WE 105.3 95.69 -9.61 -19.11%
Sarah WE 95.27 86.54 -8.73 -21.68%
Average %NP o
Western Europe: -20.40%
Josh Af 108.42 96.74 -11.68 -21.86%
Angela Af 93.3 84.12 -9.18 -25.61%
0
AV(_arage %oNP 923.74%
Africa:
Average %NP ) o
Both Sites: 22.07%
WE = Western Europe; Af = Africa
* All namesused are pseudonyms.
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Observation Findings

In this section, | discuss the findings from my observations of the Seminar. For each site,
| first provide some contextual information derived though these observations. Second, | describe
what | withessed ufing the Seminar sessions that | observed. Last, | highlight some of the most

salient observations from each of the sites.

Western Europe

The Seminar Context

At the Western Europe site, CIEE had a new, modern office space just outside of the
universitycampus. In it were the staff offices, several classrooms, and a small lobby with two
computers where students could congregate. | sat in on the Seminar on Living and Learning
Abroad three times over the course of my site visit. All six studefie females and one
maled were present during each session. The lead instructor, Andre, taught the first class alone
due to the fact his emstructor, Paolo, was out of town. Together theyaagyht the other two
sessions.

The group met in a different spasithin the CIEE offices each session. The first and
third sessions were each held in a different one of the small, modern classrooms; students sat in
the desks of their choosing, mostly toward the back half of the classroom. On one of these
occasions th desks were arranged in somewhat of a-®étle. The instructors stood toward the
front of the room, although they moved around and interacted with students throughout the class.
The second session | obser ved rswemainedaontheirfeetn Andr

the majority of the time, while students sat around a stiralllartable except when presenting.
Description of the Sessions

The lessons covered during the sessions | observe in Western Europe are, in order:
Perception, Steréypes, and Suspending Judgment. Instructors and students all speak in the
target language throughout the class, except on a few occasions when there is a question about
vocabulary and the instructors mention the English translation. In all three ektiers, one of
the instructors begins the class by asking students what they talked about during the previous
class. Students are slow to respond, but each time someone eventually offers a short synopsis of

what was covered in the previous class.
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Seson #1: Perception

The first session begins with a brief review of the previous cdaskhen Andre, who is
teaching alone, reminds students that he asked them to come to class with a critical incident from
their own experience to share with otherdteAsome prodding, a few students offer examples.

One explains that her host mom says she eats like a child because she eats very little and will

often push her food around on her plate. Another says her host mom does not seem to want to

talk on the phoe for very long. After each example, Andre asks students why they think this is

and tries to get the class to dissect the incidents more. The students offer a few thoughts, but

when they dondét say more, Andr eexplangionsantd | y of f e
encourages the students to investigate further on their own.

Then Andre presents a PowerPoint on perception and reality. It includes many images or
optical illusions that may be perceived in different ways. The preseritagilomg with etensive
instructor note8 comes directly from the Seminar on Living and Learning Abroad online
instructor materials. Andre goes through each of the slides, engaging the students in conversation
about what they see and how this relates to reality andpignce He does not, however, follow
the instructor notes provided in the curriculum very closely. Rather, he presents things in his
own, less formal manner. The students seem engaged and the conversation is relatively lively.

Next, Andre transitions another PowerPoint presentation from the curriculum
materials. The presentation explains an assignment in which students are asked, in small groups,
to take photos in the host community of things they find obvious and curious. At one point in the
PowePoint, there is a slide where instructors have the option to insert a photo from the local
culture or use the example provided (which is from a very different culture). Andre has not
replaced the example photmd does nagxplain why it was considerasbvious or curious by
the student who took it (information provided to him in the curriculum instructions).

Before concluding the class, Andre asks students if they remember taking the Learning
Style Inventory(LSI) and if they recall their preferred lewng style. Students are silent for a few
moments, and then several respond with the color that was associated with the combination of
their primary and secondary learning styles, rather than the learning style itself. Andre hands out
information about Were to access the online reading assignment, explaining that he understands
they might not | ike reading, but that iitbds i mp
concludes by remindingtudentghat for the next class they are supposed to dodhding, the

photo assignment, and talk to their Cultural Partner.
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Session #2: Stereotypes

Inthesecondsessidrhel d i n Andreds officeddhed with
students present their photos from the obvious/curious assignment. Thimweddby a lesson
about stereotypes and cultural generalizations. Once again, the instructors follow the curriculum,
but do so rather loosely. For example, the curriculum materials suggest each group of students
choose their best photo and present orristead, the three groups each present all of their

photos and Andre facilitates a conversation about why each might be considered obvious and/or

b

curious. He asksianyquestonssuch as: OWhy do you think thatod

thatéss@urif ités obvious to you, could it be

many specific questions related to the content

so many fountains in this country? What do you think those men argoWhy are streets so
narrow here?6b6 In total, there are more than
class period. One student, Josh, apparently chose to do the assignment orraibenvtinan
with someone elsand prefaces hisrpsentation by saying he did not actually take the photos
himself; his images appear to be from the interfidie instructors do not comment on this.

When they finish discussing the photossinstructorPaolo leads an activity in which he
asks studenésin two group$ to write on the board the expectations they had about their host
country and its people prior to arrival. Once they have done so, Paolo talks a bit about
stereotypes. He asks the students aoquckiati ons
response, heontinues. He explains that & important to learn how to change stereotypes into
cultural generalizations and he gives students a haatboutthe differences between the two.
Andre interjects a comment from time to &nsuch ato emphasize that & not just a matter of
changing the way you talk about things, but that this is related to changing how we think as well.
There is an activity on the handout in which students are supposed to decide whether certain
statements ardeyeotypes or cultural generalizations, and the instructors decide that the students
should do that as homework because there is no time left to do it in class. Andre concludes the
session by emphasizing the importance of breaking preconceived notidnslking below the
surface. He asks students to complete the handout previously mentioned and to write some of
their own stereotypes and cultural generalizations about the host culture before the next class

meeting.
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Session #3: Suspending Judgment

In the third class | observe, Paolo begins by reviewing the differences between
stereotypes and cultural generalizations and then turns to the related homework. The class goes
through the handout together, discussing whether they think each statementestysar a
cultural generalization, focusing primarily on the semantics of the sentence. When they finish,
Paolo asks the students to each read one stereotype and one cultural generalization that they wrote
about the host culture. They do so without maommentary, and then Paolo concludes by
saying that the students probably had many stereotypes about the host country before they came,
but that ités important to try to avoid stereo
Next, Andre facilitates very popular intercultural activity known as the Desdribe
Interpret Evaluate exercisgsee Paige et al., 2006First, Andre passes around an unfamiliar
object and asks students to comment on it. As they do, Paolo writes their commienas in t
columns on the board. Andre later explains, with some help from the students, that one column
represents description, one represents interpretation, and the third is evaluation. He says that
people often jump to interpretation and evaluation bajettng a full, objective understanding
of a thing, and that what théyave been trying to do in the Seminar is learn to suspend judgment.
For the next part of this activity, the students break into pairgacid pair receives several
photos. They areotd to go through each of tlescribé Interpret Evaluatesteps using their
photas.
When the pairs finish, Andre facilitates a debrief with the whole group. They talk briefly
about what aspects of the exercise they found difficult or easy, and theof daelpairs shows
the grouponephoto of choice and reports what they recorded in each of the three columns.
Lastly, the whole group goes through the exercise together one more time with another photo.
During the interpretation phase, one student Hagyémage looks like a soldier helping a child in
a thirdworld country. At the end of the exercise, Andre explains that the photo was actually
taken in the U.Sand it is of a soldier helping a child after a hurricane. He says this is a good
reminderé t he i mportance of | ooking for further po
interpretation. He then explains that the Desciiierpret Evaluate exercise is relevant to the
student sb6é experiences abroad; p@adgmenpifshey f or exa
found out at the beginning of the semester that they haeyad@®Id host brother who lived at

home. The exercise they just learned, he explains, can help them expand their comprehension of
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such situations. Andre wrapsup theclagssbas ki ng, AWhat do you think?-

responds, he asks, AfiCan you apply this to your
Primary Observations

One of my primary observations of the Seminar on Living and Learning Abroad at the
Western Euppe site is that was relatively relaxed, informal, and collegialhere was not a
regular designated meeting place, but instead students just came to the office and it was typically
decided in the moment where they would meet. The instructors oftentsioirts and jeans (on
the job and when teaching the Seminar). They joked with the students and vice versa to the
extent possi bl enativelangudge. Thetingtidiaonstseeded prepared for each
clas® they had obviously talked about whould lead which parts and had the necessary
PowerPoint materiads yet, on the other hand, they facilitated the class in a very informal way
and often strayed quite a bit from the notes that went along with those PowerPoint presentations
or the instruction®n how to conduct certain activities.

Another observation is relatedtohn e f r equency with which the |
They regularly asked students why they thought certain aspects of the culture were the way they
were. Students sometimes hhadughts on the matter, but oftentimes stayed silent. The
instructors usually followed up by providing their own explanation or examples from personal
experience and encouraging the students to investigate the matter further. For example, when two
groupsof students had taken a photo of fountains during the obvious/curious photo activity,
Andre asked, OWhy are there so many fountains
this fountain? Where does the $pondedtvithi n6s name
silence or guesses to each question, so Andre talked a bit about the cultural symbolism of
fountains in the host country and the important history and meaning of one of the fountains in
particular. He concluded by suggesting students invastigore about the fountain in the other
picture. In another example, when one group of students displayed a photo of a street sign in a
regional language, the instructor talked about what languages his parents spoke to whom in his
house when he was yousrgand asked the students if they knew why that might be. When no
one responded, he talked a bit about the history that impdeedsé of the regional languaayed
encouraged students to ask their host families more about this.

| also observethe rolelanguage learning plays in the Seminar at this locatiéw this
site, the instructors teach the Seminar in the target language. Students enrolled in the Liberal Arts

progran® those who may take the Semidaare required to have a relatively strong largua
97



level. As mentioned previously, there is also an optional language commitment pragdaati

of the students in the Liberal Arts program and in the Seminar during this particular semester had
chosen to participate. As a result, | observed not dralythe instructors and students

communicated in the target language during the Seminar, but the students did so amongst

themselves as well. It was obvious that the instrustespecially André regulated their

speech with the students, speaking more sl@ant simply than they did with colleagues.

Students would also sometimes ask how to say a certain word or phrase, or the instructors would

stop for a moment while teaching the Seminar to ask if students knew a certain word and write it

on the board if thy did not. A couple of the students had dictionaries out during the atess

saw them looking upvordson several occasions. In addition, when the instructors started each

class with a review of the previous session, it felt a bit as though theywerh e c ki ng st uder
comprehension of the material more than explor
experiences. This was perhaps, at least in part, due to the fact the material was presented in the

st ud e nnatvélanguage. In geradythe students were a bit slow to respond to questions in

class, despite the fact that they all seemed relatively comfortable. This may or may not be related

to the fact the class is conducted in their-native language.
Africa
The Seminar Context

In Africa, CIEE was renting a small office and shared classroom space at a local private
college during the time of this studyAs mentioned previously, due to unforeseen circumstances
the Seminar had to be reschedukaml was only able to observe tvggssions. On both
occasions, the class met in its assigned classroom not far from the CIEE office. The first session
was not held on the regular day or time, but was a rapkalass that had to be scheduled over
the lunch hour. Because of this, thelinstor ordered pizza so the students could eat lunch
during class. All of the students were present during the first session, with one student (Josh)
absent during the second meeting. During the first session, | observed students arranging the
desks inhe classroom into a circle prior to the start of class; in the second session desks were in a
circle when | arrived. The instructor sat in a desk within this circle some of the time and at other
times stood up and moved around the room.

Also of note ighe fact that although Malik, the Resident Director at this site, teaches the

course on his own, another CIEE staff member was sitting in on the Seminar during the semester
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in which | conducted my research. Ellen was a U.S. American woman married tofiomahe

host country Although she had previous experience living in the host culture, she had only

recently returned there and taken the job at the local CIEE office after living in the U.S. and

working at the CIEE headquarters for several years. uftrony informal observations in and

around the office, | saw that she had extensive interaction with the stidems more so than

the Resident Directér and they came to her for just about everything. What also became clear

through my observations of tfsminar and interviews with the students is that the Seminar
participants were unaware of what EIl ends inte
never explained to the students that his colleague would be sitting in on the Seminar during her

first semester to learn more about it. However, Ellen and Malik togettteeca g ht t he 06 Soc |
and Cultured class required of al | student s, S
teaching togetheand many of them apparently assumed her poesienthe Seminar signified

they were ceanstructors there as well.
Description of the Sessions

In Africa, the Seminar is taught in English. The two lessons that | observe there cover

the Intercultural Development Continuum and intensity factorsjraactultural communication.
Session #1: The Intercultural Development Continuum and Intensity Factors

Similar to in Western Europe, the instructor begins the first session | observe by asking
students what they discussed in the previous class. WhAeestudent says they talked about
cultural value spectrums, Malik asks students if they have had a chance to observe those values at
work, and one student gives an example of his experience with collectivism and power distance
during his recent rural visi

After then outlining the topics to be covered during class, Malik begins with a
PowerPoint presentation on the Intercultural Development Continuum (IDC). He has with him a
printed copy of the lesson notes from the online curriculum materialseerd to them from
time to time. In the curriculum materials, the Seminar administrators suggest changing one of the
initial slides to include an example from the local culture and the instructor has done this. This
slide inspires a conversation aboutatvthe students know about the significance of a type of
local nut. Severaltadents comment about what theywédoeard or experienced in this regard
and Malik offers some insights as well. From this slide the instructor transitions into a discussion

of the IDC worldviews, which he explains represent the complexity with which people experience
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culture. He proceeds to present the material primarily by lecturing, posing questions to students
from time to time. He adheres relatively closely to the cuuioinstructions. He provides an
example of a timée felt he was in Polarizatiand a student gives an example of something her
host mother said that demonstrated Reversal. Malik spends more time discussing
Minimizationd the most commonhneld worldviewin general and within his cladghan any of
the otheworldviews, mentioning that isia comfortable place to be and that many human rights
and religious groups, for example, embody this worldview. When he completes the PowerPoint,
he gives students ahdout on the IDC and then checks the time, at which point he sees there are
only ten minutes left of class.
Mal i k then changes to another PO Point pr
intensity factors.  mentions that these were discussed briefly during the onlirdeparture
orientation they all attended and asks what the students remember about the intensity factors. No
one answersand Malik begins to read through the top ten intensity factotedlisn a slide) very
quickly. Following that slide there is one slide about each intensity factor, and Malik goes
through these very quickly, skipping several altogether. Then he hands out a rating scale while
asking students to identify which factorg @ahe most intense for them. Students have barely
begu® a few are still asking for clarification about the rating systemhen Malik starts
pointing to students and asking them to tell him their top three intensity factors. Most students
are obviously sti trying to choose their top three as they answer. When Allison quickly lists her
top thiee, Malik asks why language istram her list. Allison seems a bit taken aback and simply
repies that no, language is hone of the most intense factors forhbtal i ks col | eague
has tallied the studentsé angWwaguagédn t he board
Power/Control 4; Status 3; Expectation$ 1; Immersiori 1.
Malik wraps up the class by explaining he hamailed students with instections for the
next field report ath some related readings. Thesaibrief discussion about when a few things
are due and what assignments they have left to do in the sem&ften. the class is over, six
female students stay to talk to Ellen aboutaiter that came up during clasghe topic of that
conversatonandwhated t o it ar e dreideab | seedt thie podbfthis 60 Cr i t i c

chapter.
Session #2: Intercultural Communication

In the second session of the Seminar that | obserabk lslgain begins by asking

students what they learned in the last class. When someone mentions the intensity factors, Malik
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asks if any of those stress factors have become more evident to them since the discussion. Two
students comment on the fact thiay have noticed certain stress factors have become less
intense over timeand they provide exam@é&om their own experience. Malik wraps up the
review by saying it is important not to just study theory, but to draw connections between the
theory andheir personakxperiences.

The topic of this session is intercultural communication. After previewing what they will
do in class, Malik gives students a handout with a list of types of nonverbal communication.
After students read through the list oeittown, Malik instructs them to turn the paper over and
then asks them to recall all the types of nonverbal communication they can remember. After they
do so, Malik asks which of the nonverbals students feel are most important when communicating
in theirhost country. Students express their opinions, with others sometimes agreeing or arguing
the contrary. For example, one student says facial expressions are the most important, and
another studenZoey, responds that she hasticed facial expressionseand used much. A
third student, Ann, explains that facial expressions are a major way of communicating in her host
family, but that the expressions are small. There ensues a relatively lengthy conv@&nsation
which all of the students participate tol@ast some exteditabout nonverbal communication and
how it has played a role in the studentsd expe
guestions that seem meant to encourage students to think from another perspective. He also
remains silent meh of the time, allowing the students to respond to eathh eomients.
Finally, he concludes the conversation by asking students to vote on the nonverbal that they feel
creates the most miscommunication between U.S. Americans and host country siatméie
board, he circles the top four as identified by the students: eye contact, silence, tone, and
gestures.

Next, Malik gives students a handout on communication styles that includes three
different continuums: degree of directness (direct/indjrémportance of face (more/less
important), and role of context (high/low context). He chooses students at remdesd the
explanations aloydand then he asks students to mark on each continuum where they think the
U.S. majority and host culture foaity fall, stressing that the point is not to put cultures into
boxes, but that it is about identifying norms. After a few minutes of silence for the students to do
the activity, they discuss. They talk about each of the continuums, with studentsetagaig
their choices to their own experience in the culture, while other students respectfully disagree
based on their own experience. The instructor asks probing questions along the way. For

example, one student says that if his host mother is withethim, shedoes notell him directly
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but instead lets him know in some other indirect way. A few students respond that their host
family tells them directly if they do something wrong. Zoey says she is confused because local
people tend to be direabout some things and indirect about others; as an example, she says
locals tell people very directly if they think they are fat. Malik asks if that comment is indeed
direct. Another studemesponds that she siaoticed hehost mother only tells her shs getting
bigger in front of t tuéentBayssshe thinkstmbyber s mdtherise nd s .
indirectly bragging about her own cooking.

For the last part of the class, Malik explains that the students will work in three groups,
ead of which will be assigned one of the top three nonverbals they identified earlier as
particularly important in the host culture (eye contact, silence, or tone). He hands out instructions
for the next activity and reads aloud what the students need totam he puts them into groups,
splitting up Jane and Ardnthetwo students with the highest initial IDI scodewho are siting
next to each otherln this exercise, students are supposed to create a skit in which there is
miscommunication due to the wpf nonverbal communication theyvebeen assigned,
highlighting the differences between the intended and received messages (by performing the skit
and at the same time holding up large cue cards that indicate what each person is actually
thinking).

Thegroups then work on their skits for about twenty minutes. As they work, I listen in to
the extent | can; it sounds like most groups begin by recalling relevant stories from their own
experiences. Malik is in and out oktlklass while the students wakd walks around the room
listening in when he can. Once they are ready, each of the groups petsmkits For example,
one group acts out a skit in which a U.S. American student experiences a great deal of awkward
silence; however, the host sistarthe skit feels no such awkwardness but is simply focused on
what she is doingAnother skit is about a local man approaching a U.S. female student for her
phone number, and the other is about a host mother whose sense of humor is misunderstood by
her US. student.There is a good deal of laughing during and after the skits.

Once each group has performed, Malik facilitates a debrief by asking what could be done
to fill the communication gaps that were demonstrated in the skits; two students share their
thoughts. Then the instructor asks students what they have learned during this lesson about
communicating in the host culture. Lucy mentions she has noticed people in the host culture tend
to have a joking nature, so maybe instead of getting workedaui #ibngs, the best solution is
to joke back. A few students make comments to the effect that it can be hard to know if someone

is joking, and they would ntowant to joke back and end up offending someone. Zoey gives an
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example of when she tried out jog herself and it worked well. She says thaewa cab driver
refused to give her back her change, emphasizing how broke his famjlgheagsponded that if
he did na give her back the change, her own family would be broke. Up until that moment, she
said things had been very tense, but when she made that comment, the driver laughed and gave
her the change. Another student gives an example of a time she saw a Peace Corps member also
use joking effectively.
Malik asks if there is anything they havetmliscussed about communication that the
students feel is important. A few students make comments or ask questions about what is okay in
certain situations and the instructor provides his opinion. As the class wraps up, one student
comments thatshetaks comf ort in the fact othaknowinhbey ar e
others are having awkward experiences too makes her feel less ddmeeresponds that silence
ishna necessarily awkward, Aitdés just awkward to
Malik reminds the students aliothe due date for their field reports and says he-has e
mailed more details. Class ends, having lasted close to two hours rather than the typical hour

and-a-half.
Primary Observations

One of my primary observations from the Seminar in Africa is tlenh#ture of
instruction was very different from what | observed in Western Eurmere specifically Malik
followed the curriculum materials and instructions more closely than the instructors at the other
site However, the desire to get through altteé materials seemed to create a somewhat rushed
feeling at times. Although the two classes | observed in Africa were markedly different with
regards to the level of interaction, in general the class there appeared to be morbisetdre
than the class Western Europe. In addition, on several occasions Malik incorporated site
specific examples into the PowerPoint presentations.

| also noticed thasgtudents in Africa found connections between the class concepts and
theories and their own experiencasteg easily It is difficult to know whether this is due to the
students themselves, the instructor, the experience and the cultural context, the fact that the
Seminar was taught in their native language, or a combination of all of those factors. What is
clear is that the instructor asked specific, probing, and sometimes challenging questions that went
beyond simply asking students to think about why something was the way it was.

It was also noticeable that there wasider range of intercultural devefanent among

the students the Seminar in Africa than in Western Europe. In addiftoseemed more evident
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in Africat hat the instructor was interquitumlgvoridwiews ake i nt
when teaching Comments students made rangexnftthose typical of Polarization to
demonstrations of Acceptance and even Adaptation. On several occasions, when one student
would make a comment indicative of a marenocultural mindse&nother student would
respond in a way that revealadnore interaltural mindset Malik seemed to encourage this by
either asking other students to respond to the
that to happen naturally. Also, on at least one occasion, he arranged groups for a task in a way
thate emed to take i interaultualearldviewssplitsng wpthetwa nost
interculturallydeveloped students.
InadditonMal i k rarely seemed to fexplainod the <c
answers to why certain things are the way they As mentioned earlier, he would instead
respond to questions with questions, ask the s
suggest they test out their assumptions in the local culture. With regards to this last approach,
this seeme to denonstrate an attempt teach around thExperiential LearningCyclg¢ s Kol b 6's
(1984)model and the Seminar curriculum encourage. One example menpi@vealsly is
when some students said they had found or heard that joking could help ease tense situations and
Malik suggested others try it out. This was a demonstration of encouraging students to test out
their new knowledge (known as Active Experineeiti on i n Kol bés model ) .
Another important thing | noticed, however, is that at leagte students brought up
what they felt were important concerns, but oftentteftSeminafeeling these concerns were not
sufficiently addressedrFor an example, seaeh e 6 Gicidenbsectianl at the end of this
chapter.One of the biggest issues seemed to revolve around @etitaris, how the female

student majority in the class felt they were treated by local males.
Findings from the Student Interviews

Table12 offersan overview of the coding categories and primary themes from the
student interviews. Many of the themes listed here have furtheasdlsubsubthemes, which
are not include in this chart. Instead, ttimdings are reported by categawd the full coding
structure of each category is elaborated upon in the appropriate section. Note that the word
Aithemed i s somet i me-themad andosububshentks forthe salkefofer t o sub
simplicity. Throughout this section, whenever a stitds named, the site at which they were

studying is listed in parentheses after their name éVtEestern EuropeAf = Africa).
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Table12. Student Interviews: Overarching Coding Structure

Milieu
1 Most beneficial aspects of the study abroad experience
1 What students are learning from the study abroad experience
1 Challenge level of the study abroad experience
9 Seminar context

Curriculum
1 Most beneficial aspects of curriculum
9 Curriculum repetitive andimplistic
1 Learning Styles
9 Cultural Partners

Instruct ors and Instruction
9 Positive regard for instructors
 Studentcentered vs. teacheentered
1 Cultural background of instructor

Students
1 Motivation for studying abroad
1 Seminar participants a diverse group

Role of the Seminar in Student Learning
Steppig back and reflecting

Discussing experience

Affects how students engatjee experience
Framework for experience

Asking OWhy?5o

Seeing from another perspective
Processing the experience

Suspending judgment

Increased seldwareness

=44 -—a-_a_-9_4a_4a_-9a_-2

Milieu

The firstcategory s t hat of the O6Mil i(#983)féGur whi ch i s o1
commonplaces of education. The milieu refers to the contexts in which the Semitiging
and Learning Abroad andigsar t i ci pant sé | earning takes place.
students, | asked them not only about their experience with the Seminar, but also more generally
about their experience abroad in order to get an idedaf gontextual factors may influence
their | earning through the Seminar. Wi thin th
subthemes of their ownTable13 outlines these themes and indicates where each endenged
Western Europe (WE), AfricgAf), or both.
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Table 13. Student Interviews: Milieu Category

Where did the theme emerge
OMi |l i eud Themes Western :
Africa
Europe
1 Most beneficial aspects of the study abroad experien X X
0 Homestay X X
A Positive homestay experience X
A Homestay challerigg but positive experience | (1 reference) X
o0 Programmatic elements X X
o Other engagement opportunities X X
I What students are learning from the study abroad X X
experience
o Personal growth and sedfvareness X X
0 Learning about another culture X X
0 Learning about their own U.S. culture X X
0 Language skills X X
0 Learning about development X
0 Learning about being a racial minority X
1 Challenge level of the study abroad experience X X
o Experience is challenging but good (1 reference) X
o Experience is easi¢han expected X
o Cultural differences and challenges X X
A Race and gender X
A Language X X
A Religion X
0 Academically unchallenging X
1 Seminar context X X
o Small, intimate size X X
o Sitting in a circle X X
o Language of instruction X
0 Get outside the c&sroom X X

Most Beneficial Aspects of the Study Abroad Experience

Since one of the secondary research questions of this study asks what aspects of the
experience students consider particularly supportive of their intercultural development, | posed
thsquestion to them during our iinterviews. Thei
aspects of the study abroad expphermniesnc e 6Howleisd ha

6Programmatic el ements,d and 60Ot her engagement
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Homesty

When asked what aspects of the study abroad experience were having the biggest impact
on their intercultural development, learning, and growth, students resoundingly identified the

homestay. In facgvery single student in the study mentioned hissshbmestay in response to

this question. They used expressions |ike Ahu
i mpact of that experience. For example, Zoey
that 6s really ohniel eo fp atrhtes noofs tt hweo retnhtwi r e exper i e

Several students talked about the insider perspective they get from living with locals,

especially compared to if they were to be [|ivi
imagine being hereandnétvi ng with a host family. I donét
experience. |think thatyougainsuchkdre pt h access into the culture.

Positive homestay experiencalthough all of the students felt their homestay
experience was one of the most beriafiaspects of their time abroad, they tended to speak about
it in qualitatively different ways at the two sites. In Western Europe, students fedesaribed
this simply as a positive experiencEhat is, five out of the six students in Western Eerbpd
only good things to say about their host family and their experience living with them. They
described their host families as Akind, o figrea

they were with their families. For example, when askeditber experience with her host

family, Sofia (WE) said, ATheyob6bre very kind (é

Jake (WE) said his host family experience w
so easy to be around andojulsinmbéa pltasvreetthatt a
l'iving there, I felt |Iike | was at home. I fe

how comfortable she as with her host mother. Whasked about the most beneficial aspects of
her experience, shesponded:

Definitely my homestay. When [family and friends from back home] ask me,

6 What i s yling abodt yauo ost carintn? | 6 m | i ke, 6My ho
mo m! & [ €] Sheés a great cook (é) and she
whichisalsor eal |l 'y nice (¢€é). ltds so easy to tal
home, I feel l' i ke 1 6m home. And 1 6m al mos

want to leave.
Homestay challenging but positive experien@n the other hand, although the students

in Africa also identified the homestag one of the most beneficial aspects of their experience,
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amostal I of t hem Haleogkebutpdsitive t e a g e Eheydlid coedescribe
their homestay experiences asnWesteonlirape didabut e, 0 a

instead used words | i ke Achallengingodo and ddif
through the homestay experience. For exampl e,
[ é] It s beeneeclhallilkeen gtihnagt,6 sb usth alt fl 6ve | ear nec
expl ained, il think the host family situation
also taught me a | ot about culture (o@ny Il kno
one family, baup e nihrag .66 been eye

Several students described some of the particular challenges they had experienced in their
homestays. Emma (Af) said that fAbeing in an e
that it took her a longme to figure out the family dynamics. For example, she said she did not
know whether or not her family was polygamous at first. A number of students described in more

depth how the challenges were contributing to their learning. For example, abbatrtestay

experience, Lucy (Af) explained, Al feel I i ke
frustrates me, but [ al so feel |l i ke itodos stret
adjust to situationsotvlkeat ol dondét really have

Josh (Af) talked about how cultural differences contributed to the challenges he was
experiencing with his host family:

At the end of the programh t hi nk 1 61 | say host families

overall is a good experience, but incrddilthallenging. Just the cultural

di fferencesél did not feel at all wel come

cultural background says that when you are hosting someone in your house you

need to show them that you want them there, that you want tdogkhow

them [ é ] And thatdés not the case here. Peo
sl owl y. [ é] So that was hard.
Similarly, Angela (Af) said, Ailt was really ha

and you doné6t reajydy. knoMWwondt Heleggsd,i kover ti me
with her host family.
Of the six students in the Seminar at the Western Europe site, only one mentioned any

challenging aspects of the experience. When asked her about the homestay, Sarah (WE)

regponded:
Itdéds good. My family is really, really ni
how much time is appropriatealotof T pend with
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I understand itdéds part of the cuthture (€é) b
them and watch TV because |1 06m not talking
the |iving room, which is hard for me to si
sure how much time | should be spending with them versus spending in my room

or outside of th house.

To summarize, all of the participants in this study identified their homestay as the most
beneficial or one of the most beneficial aspects of their experience and as something that was
significantly impacting their intercultural learning and gtbwHowever, there was a qualitative
difference in how students at the two sites spoke about their homestay experience. In Western
Europe, they tended to describe it simply in positive terms, whereas the students in Africa

described their experience a#fidult and challenging, yet still very beneficial.
Programmatic Elements

Apart from the homestay, students al so iden
that they felt were contributing significantly to their intercultural learning. Programmatic
elements refer to aspects of their particular CIEE program. The homestay, of course, is a
programmatic element. However, | separated it out because of the frequency with which students
mentioned it. There did not appear to be any specific aspectsbiijram that the students
considered nearly as significant as the homestay. Instead, students mentioned a wide array of
things. They discussed particular classes in which they were enrolled;sfte orientation, the
CIEE staff, and an internship expence. Sitespecific program elements that the students
discussed included the language commitment program and the direct enroliment aspect in
Western Europe, and the rur al visit and 6Soci e
Several students in Africa mi&oned they enjoyed the courses in which they were able to
di scuss issues relevant to their experience.
courses that we talk a lot about issues thét) [ baakgroerd to things that happen in our
dai' y | ives. o Emma (Af) mentioned the Seminar o
response to the question about the aspects of the experience from which she is learning the most.
One student each in Western Europe and Africa identified the IoE& &hff as one of

the aspects of the experience that was most benefiting their leaFFangxampleAngela (Af)

commented
Having [ Mali k] and [ EIIl en] to talk to, t h
Whenever | 6m confused aMalitk]soamd h[ Ebl| e wl,
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this normal ?0 [ €] Even if they are busy,

answer questions.

Amelia (WE) made a similar remark about the support provided by the staff in Western Europe:

| feel like if | did need anything could go to anyone in this office and ask about

it, which is one of the best things about study abdoech at youdér e not al on

foreign country. At | east [ at this site],

strong support network. And that really encages learning and it just helps you

have a better experience, | think.

Jake (WE) said the esite orientation at the beginning of the semester was one of the
things from which he | earned the most, explain
were going to see and what you were going to e
goes out to lunch together on Sundays fAand the
but he was prepared for that thanks to the orientation hiveecabout general local customs.

In Western Europe, a few students said émabllingdirectly in local university classes
was one feature of the program from which they were learning a lot. For example, Maeve (WE)
said she appreciated experiencinglass for native speakers, and also commented:

ltdéds interesting to see, i ke, when they

professor (€é) was showing wus al/l the resou

websites were in English. | never really realitedv much English there is in

the world.

Lastly, one student also said she found the language commitment program in Western

Europe particularly beneficial. Sarah (WE) commented:

Ités pushing me to (é) i mpr ovewolldny | anguag
ot her wi se. [ é] Someti mes [ get really
experience, and the reason that | 6m here is
itdos helping me a | ot.

Other Engagement Opportunities

The third themeciwilt hasnp edcMoss to fb etnheef ist udy ab
engagement opportunities. o I n addition to cit
significantly to their intercultural learning, students also mentionedrsg#ted forms of

engagementMore specifically, students referred to relationships they had formed or activities in
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which they were engaged. This theme was not nearly as significant as the first two in this
category, however.
Jake (WE), for example, said he was learning a tohfthe local friends he had made.
He explained, AThey know where to go, (€é) thin
you | earn grammar, you |l earn to understand bet
getting involved with and makingiénds through different local religious groups. Jen (WE), for
example, said that she and another student on the program were attending a local church regularly
and had started to socialize with peoplne they
and just something to immerse yourself into an
Allison (Af) talked about what she was learning through her involvement in restarting an
NGO previously begun by CIEE students:
We (é) work with a group abchogliamditeach [ ages] r

themabout | eader s hi ppublichsgeaking, ldance spraeds ( é )

di fferent things |like that to kind of hel p
learned a lot through that just because the girls are so different in theigrais

from people in America. [ €] ltds really
this country (é€é). So itbés (€é) a lot of bi
faced i f 16d just stayed in the [United St a

To summarize, students cited threeeasp of their experience that were most significant
to their learning. The first two are both related to the structure of the study abroad program,
whereas the third is outside the scope of the program. First, students overwhelmingly cited the
homestay sithe aspect of their experience that was most significant in their learning. Second in
importance were other aspects of the organized study abroad program, although there was no one
programmatic element that stood above the others in importance likerttestay did. Third,
students also identified other engagement opportunities that they had initiated on their own,

although this theme was not nearly as strong as the first two.
What Students are Learning from the Study Abroad Experience

In addition toasking students about the most beneficial aspects of their experience
abroad, | also asked them what thesrelearning from the general experience. This is another
aspect of the milieu surrounding the Seminar on Living and Learning Abroad because what
students are learning from their experience abroad obviously impacts what they might potentially

learn through the Seminar. Four sulh e mes emer ged across the two s
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sefawareness, 6 6Learning abotttaheotrhewnc Wl Sur e u
6Language skill st demd@woemaeldged oommally sium Afri ca:

devel opment 8 and 6Learning about being a racia
Personal Growth and Sewareness

Students at both sites widely recognizealttthe study abroad experience was
contributing to theawanresdsnal AHlromwg hwiatnkd &leé

culture, 6 this watheme With regaadstd whpatistodenits nwera le¢arnisigufiom

the study abroad experience St udents talked about HApersonal
and becoming more fAresponsi bl ed and fAindepende
been especially good for me, confidelweé¢ se and growing into myself. ¢

Emma (Af) said a lot of Wat she had gained through the experience was personal
growth, and offered the following exampl e: i |
asking questions and trying to remain integrated in the [host] family and not slack or become
absentf om t he house too muché.or find the balance
about herself was inspiring as many questions
aboutmyself but yet still at the same time being confused [aboug, likho | am, what | want to
do, how I fit into the world, where I beloga | o't of questions. 0 Al l i so
also just |l earning about myself as a woman. 0
Several students in Western Europe related the challenges of speaking a forrignda
to the personal growth they felt they had experienced. For example, Amelia (WE) commented:
|l 6m | earning about myself, just as a persol

terrified of speaking [the tardgeto | anguage]

speak, and people telling me from day one,
well , 6 was so helpful and just really helop
And every day | 6m stild]l excited when | can
[ é]6s ljtust showing me that |1 6m not as shy o
Jake (WE) said he had Agrown as an individual,

to function in his nomative language. He explained:
Just selfconfidence with regard® things that | maybe had taken for granted
beforé situations in which | would have been a little more reserved, and now
I 61 | probably go back to the states and be

happen? At | east [ cBrmcapsesakthhedsakgndge
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worst fear her@y oudr e standing there and somebody
and you still dondot get it. So I think it
a | ot about myself, what | 0m capable of.
Zoey (Af) talked abouhow the difference in physical amenities in her host culture forced

her to engage in and learn from some difficult-seffection:
Honestl y, |l 6ve |l earned a | ot about what I
things | took for granted. | think one of thartlest parts here was at the very

beginning. | was really not super happy about the physical amenity situation and

I just felt absolutely c¢crushing guilt about
was definitelyeyo peni ng ( é) . Armad | iott mdload e )t lwihrak
conception of the world wasé including my
that | didnoét really think about.

LearningAboutAnother Culture

Students at both sites also widely said the
sub-theme and the last were the most widely discussed with regards to what students were
learning from the experience. In most cases, students talked specifically about what they had
learned about their host culture, but in some cases they spoke motg blmad learning about
di fferent cultures in general. Ann ( Af) comme
and the |Iives of [l ocal] people. 0 Maeve ( WE)
about the [ host ]Jeriemae has kind ef operieé rhy eye3 th other celturgs and

just a different way of I|iving, a different wa
l earning from the experience, Zoey (Af) respon
the world is different in different places. A

canodét understand things that you have not expe
Several students talked about specific things they were learning about the host culture.

For example, Josh (Af) discussed what he was learning through one of his internship experiences.

He expl ained, Al teach English classes (é) eve
teacher. |l 6ve stayed af trert eaanadh d 5 vaen & elrenw hiotwd ¢
di fferent. [ €] So | see that system. o
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LearningAbout Their Own U.S. Culture

In addition to learning about other cultures, several studentss sitesaid the
experience had taught them about their own U.S. cudtsirgell. For example, Josh (Af)
commented:
Going to another culture, you learn so much about your own culture. | used to be
an Americarb as her . [ é] [ can appreciate it mo
seen it from a different point of view and seethg things that we have that the
maj ority of other countries donodot.
Similarly, Maeve (WE) said the experience of being outside her own culture helped her see it

better. She explained:

Probably what | 6ve dlwelatheflecdl] cultsed huttltet mor e a b«
American culture too. Like when 1 6m doing
it would be if I were stild]l in the U.S., o]
never been taken out of that to | ook at it
pointof Vvi ew. And itds just very different (¢

Language Skills

All but one of the students in Western Europe, along with a couple of students in Africa,

mentioned that their language skills were improving as a result of their experience abroad. When

askedawhat she was | earning from her experience, /
tons. 0 Jane (Af) recognized that she had not
predominant | ocal |l anguage. Amellanguage @bility]) ¢ o mme

is better than I thinkitdand al so thadi stdesolgodtehabet{WE) s:
here for two months (é) my confidence [has] ri
i mmense amount. O

To summarize thisheme thus far, students across both sites said that first and foremost
they were learning about another culture and about themselves. In addition, they were gaining

language skills and learning about their own U.S. culture.
LearningAbout Development

Two additional themes emerged with regards to what students were learning from the

experience abroad, but these were cited only by students in Africa. First, several students at that
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site said that they were OLear nskedguwhabsheovas dev el
|l earning from the experience abroad, Angela (A
devel opment i s. I dm not | earning that in our
students who were participating in this partizytrogram expressed interest in the possibility of
working in development and/or in Africa in the future, and they were obviously reflecting on the
role of Westerners and the West in such work. For example, Allison (Af) commented:
We 6 ve beentaboatlwkat sugroles aré as Westerners. | do want to
workinnorpr of its and things |ike that. Ther ed s
and trying to avoid coming in with your own agenda and changing everything
because of what you think isright. Ba¢ 6 s just a | ot of worrying
More than any other student, Lucy (Af) spoke extensively and passionately on the topic
of development and what she was learning in that regard. For example, she commented:
I feel Il i ke | 6 m | jesahasailot @f issuds éhat cadse somé 0 p me n t
real l vy, really serious probl ems. And | thi
going to take from this experience, is just learning about the dynamics, the
culture of dependence tbpméeatfopeeratdsby {
feel li ke in devel opment people arenot rea
own their own development. | feel like success is always attributed to the people
who come in and help and never to the people who are actuallg livithe

community. And | have problems with that.
LearningAbout Being a Racial Minority

The second sutheme that emerged only in Africa is that students said they were
6Learning about being a racial mithe Bemindr gt. 6 Al l
this site werdeuropearAmerican, whereas most people in the host country were Black African
The topic of race came up quite often during my interviews with students at this site and several
of them specifically said one of the things thvesgre learning from their time abroad was what it
is like to be a racial minority. For example, when asked what she was learning from her
experience abroad, Allison (Af) answered strai
the minorityinaplae where you very much stick out. o I n
aspects of the experience were most contributi
that, the race. The race parhisge 0 Ann (Af) respondédaldvheni mi |l arl vy

asked about what she was learning from the experience:
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Well, really getting perspective on how it feels to be a minority. Because it feels

l'i ke all eyes are watching all/l the ti me.
me [coming from] myschool, where the population is probably about 90% white,

to be able to understand what it feels like when everyone else looks different than

you.
Challenge Level of the Study Abroad Experience

Another important theme that emerged from the student iateswvithin the milieu
category has to do with the 6Challenge | evel o
extent to which students felt challengedthg experience of being abroadd the aspects of the
experience that students identifiesigarticularly challenging or unchallenging. This theme is
comprised of four sub h e me s : OExperience is challenging b

expected, 8 6Cul tur al di fferences and chall enge
Experience is Cdllenging but Good

Just as they did with regards to the homestay, students at the two sites spoke in
gualitatively different ways about the experience abroad in general. This was most evident in the

interviews with students in Africa, who almost all désed their experience abra@dnuch like

theirhomestayas fichall enging, 6 Adifficult, o Afrustra
it was fipositivedo and fAbeneficial, o0 and that t
good anredn ihtabrsd . boe When | asked Josh (Af) about
while responding, A0h gosh! ltds really frust

Of her experience, Emma (Af) sawud, ifibsés eadaél iyn
great | earning experience. I donét think I <co
Allison (Af) tied this in with her experience being a racial minority in the host country,

mentioned previously, stating:

[My experience]li s good. ltdéds difficult. Wedre |
ourselves andédifferent i ssues that we ki n
my friends probably wondét really experienc:¢
Ameri ca. | t Gtdy. blawvenite f i ci al , def i n
When discussing some of the particular chall en
you have a trial, you knowéwhen you overcome t
been a really good experience with just ciresutna nt i a | trials. o
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Sarah (WE) theonly student in Western Europe wh@ntionedexperiencing any
challengewith her host familygeeth e pr evi ous OdHwaswasghe anjy dtudhth e me )
there whaodescribed her experience abroad in general as chalgengihen asked about her

experience, Sarah (WE) said:

ltds good. Il dm a |l ittle homesick the | ast

because I 6m not as busy. The first month

the new things and doing so much, andnol 6 ve had time to settle

i fe. And soéitbés a little bit unnerving

Experience is Easier than Expected

Unlike Sarah (WE) and so many of the students in Africa who described their experience
as challengig but good, two of the students in Western Europe said they felt the experience was
easier than they had expected. That is, they were not experiencing the cultural challenges that

they had anticipated. For example, when asked about her experience,(Wagvesponded:

ltds good. I havenot really had any probl
taking all of the classes in [the target language] and having that be an issue, but it

really hasnot been. And all hahany professor
problems.

Amelia (WE) said she was excited to find things in her host culture were more like home than she

had expected:

ltdéds also just cool to find out that thing
arendét at all. [ d&y] when I \@atka rsoou nedx cai ntde dl Genv elriyk
60h my gadl the same. 6 Because coming her

Everythingbés going to be different because
culture, different (yaodgofhomelndtalktomhe bl ank),

host mom, and she and | could have been
in some ways.
While only two students explicitly said they were not experiencing the cultural challenges
they had anticipated, it is notewortthat the students in Western Eurdpapart from Sarah
did not speak of challenges they had experienced, whereas almost every student in Africa did.
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Cultural Differences and Challenges

There were several aspects of the experience abroad that studerds pigeticularly
challenging. As mentioned previously, the students in Africa spoke much more about the
difficulties and challenges of the experience, so it is perhaps not surprising that the aspects they
found most challenging relate to the cultural difeces present at that site. The following
comment, made by Emma (Af), summarizes this th
The language is different. And religion is different. So there have been a lot of new things to
face. o0 J8nmi (Af)lyexplained, Altds a totally di
anything, really, that webdve seen. 0

The aspects of the experience that students
gender , 6 6Language, 0 |lasthwere ddrtohed gnly im Africd, whildthee f i r s
second was al so mentioned by one student i n We
much more frequently than the other two -sbemes.

Raceandgended Race and gender 6 resubtheme eacaysetdeyt og et
were so often mentioned in conjunction with one another. This is likely due to the fact that eight
out of the eleven students enrolled in the Seminar on Living and Learning Abroad at the Africa
site wereEuropearAmericanfemales Several of them spoke extensively about the challenges
involved in being a fAwhite woman in Africa. o
affected how they were treated by Il ocal s. Al l
havejist been being a white person and being a wc
depth:

Youdre so aware of your skin color. [ é]

faced with such a tax. Li ke, OYoubre whit e
comewi t h me. Youbre supposed to answer my
giving me your number ? Why arendét you gi v

di fficultéto be refused service or to not
Il i ke, O6Youbdbre whidt e;[ éi]t dlodevsen 6jtu smmatnteever be
such amount of racism (é) before. So itds
Lucy (Af) discussed many of the same issues as Allison, explaining the mental and emotional toll
the challenge of beinga whina @ iwmw sdrfetimesaaloon her:
Sometimes | feel like the aspects of [the local] culture that can reveal themselves

to white people are all of the bad ones. \
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being catcalled all the time. And | brace myievery time | walk by a group of

me n . And sometimes that just gets exhaust
generalizations and (é) approaching situat:i
[ é] And so sometimes | | ughpedpleadl | i ke | d
because I dm sick of it.

The women were not the only ones to mention being challenged by issues of race,
however. After the Seminar session in which they discussed the intensity factors, Josh (Af)
commented:

The visibility factor is theéhardest thing for me. | hate walk[ing] down the street

A

and | dm the only white person for miles (

D

anything | do people are going to notice. So the first couple of days | hated going
out si de. I t 6 salltheitihkee youdre on stage
Language.The second challenge the students identified was language, although this
came up much less frequently than race and gender. Two students in Africa and one student in
Western Europe specifically said that language was oneipfitiggest challenges. For example,
Jane (Af) commented, AAt first it was hard bec
speak [a | ocal | anguage] at home, you know?bo
communication as one of the most chadimg aspects of the experience.
Sarah (WE), who was the only one in Western Europe who talked about experiencing any
difficulties, explained some of the specific challenges presented by being irREngbsh
speaking country:
You know, opening bank aconts and getting my residence card are just so
much harder here because of the | anguage ba
meet [l ocal] peopl e. Because they seem a |
the | anguage thingty, That e aaddsaenyl pdorsdtn af
just go up to someone and start a conversation and have them understand me and
me understand them, it makes it a lot harder to make friends.
Religion. The third challenge students mentioned was religion. Botiheofountries
wherethese students were studying st@ngly influenced by a particular religidrislam in
Africa and Catholicism in Western Europe. Given that Catholicism is typically more familiar
than Islam to U.S. Americans, it is perhaps not surgyithat only the students in Africa talked

about being challenged by local religious beliefs and practices. Several students in Africa talked
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about religious differences during our interviews, although only three cited this specifically as a
particularlychallenging aspect of their experience. Jane (Af) explained:
For example, Isladhl knew it was a big thing here. [
saw how much Islam influences the culture, it just opened my eyes to something
that | had never ever in my éifknown. And it was hard arreally foreign the
first few weeks.
Similarly, Angela (Af) commented, #ALiving with
me . Just being in that atmosphere of watching
evaything. Just having to deal with that difference and communicating around that, through
that . o
To summarizeperhaps not surprisinglgtudents in Africa spoke much more than those
in Western Europe about the ways in which they felt challenged byettgeerience abroad.
Students talked about three aspects of the experience that were particularly challenging; all of
these were related to the ways in which the | o
In Africa, students identified raceé gended two issues that were often intertwirdeds the
biggest challenge presented by the local culture. Language and religious differences also came

up, but not nearly as frequently as race and gender.
Academically Unchallenging

Although the studentsiAfrica found the experience more culturally challenging than
did those in Western Europe, many of them said it was not academically challenging. In fact,
more than half of the students in Africa made a comment to this effect, while no one in Western
Europe brought up the topic of academic challenge. Specifically, students in Africa said the
classes were quite easy and that they disliked the fact they took all of their classes with other U.S.
Americans. For examplgshen asked about her experience atirpa Angel a ( Af) respo
not really challenging academically. But | feel challenged in other ways, culturally. | know the
classes are too easy, but other than that 16éve
When asked what aspects of the experiencedsel@arning the most from, Josh (Af)
responded with a chuckl e, ANot the cl asses. 0
account that this is [a different educatiorafftem, which is much more lecttvased, a lot less
homewor k. &gl ISiokd | use been goofing off and
Students in Africa not only tended to find the content of their courses unchallenging, but

several also said they disliked that there was little to no immersion with regards to academics. As
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Emma (Af) explained, fiWebre al/|l in class with
| 6ve met other rpallyopltegrhavtedwadr aldot( é) . I sor
integration between the [ | oc admmentedonwehatsliet y] st u

saw as a drawback to the limited academic immersion:

|l 6ve been walking around a | ot today and Kk
American students all over the place. And
because lknow hat when | wal k down the hall way, t
dondét think itdéds really that i1itds the Amer
people that you know because youbre in the

me with this program.
Seminar Context

The final theme within 6Milieubd is the 06Sen
any aspects surrounding the Seminar ifsalfich as when and where it was taught, who else was
enrolled, the classroom setting, the resources) ¢zt they felt had an impact, positive or
negative, on their learning. The following foursduth e me s e mer ge d: 6Smal |,

0Sitting in a circle,® OLanguage of instructio
Small, Intimate Size

The contextual faor that the students most widely identified was the size of the
Seminar. There wersx students enrolled in the Seminar in Western Europel i Africa,
and students at both sites (but especially in Africa) said they appreciated the small size,
explaning that it allowed for a more intimate atmosphere in which everyone was able to talk. For
example, Jane (Af) commented, ARnThe size of the
woul dndt be possible. You wea&rddtanhidawe éa a3 enoisrt a
inti mate. o Lucy (Af) said that the small size
I donét really do well in |l arge groups. [
feel the need to t al k.gkindAfrfodcinggnoe touvant e s s t her e
to put my voice out there, I wonot .
A few students in Africa said they appreciated that there was a cap on the number of
students who could enroll in the Seminar and that they had to apply to participate. For example,

Allison (Af) commented:
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I do like that we had to apply to be part of a smaller group. Because | feel like
that works a | ot better than in the 6Soci e
huge group and not everyone cadofgetay t hings.
to know the people in the class a bit bett
something to bond about (é).
Similarly, Emma (Af) commented:
I think the size of the class is good. [ €]
but much bigger wdd be hard to really get comfortable with one another. |
think itds really cool because the peopl e i
to a | evel of comfort that is just really
about sensitive issues.
In Western Europe, the class was even smaller, a fact that Maeve (WE) seemed to value.
She explained, AOne time it was only four of wu
probably just the most r el axi ngyowfeedikeyouBaec au s e

say more. o0
Sitting in a Circle

Several students said that being able to sit in a circle or around a table in the Seminar was
an important part of the context. As mentioned previously, the students in Africa arranged their
desls in a circle each session. In Western Europe, one session of the Seminar that | observed was
held around a circular table in the Resident D

held in a classroom where the desks were arranged somewhatheh

With regards to the class configuration, An
just sit around a table and talk. o Jane (Af)
Itds good that we sit i n a justthigklthat. That 6s

hel ps because you can see peoplesd faces,
people talk you can see the expression or the way everyone reacts to what is said.

Josh (Af) felt improvements could be made with respect to the seatingearmaniin the

Seminar in Africa:
Itdéds kind of an awkward classroom. We ki nd
I f we had a round table, thatoéd be sweet.

round tableé.or this ubnsi vneorrsei tiyn.c | uBseicvaeu.s e |
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Language of Instruction

As mentioned previously, the Seminar was taught in English at the Africa site and in the
target | anguage at the Western Europe site. 0
a theme, although a minone, in Western Europe only. Maeve (WE) emphasized on several

occasions that she appreciated the Seminar was conducted in the local language. For example,

she commented, fAltbds a time to still smeeak [th
doing and how webére doing. o At anotihak point
environment, but yet itds stildl in [the target

program. 0
Sofia (WE) saw the Seminar as a good envirent in which to improve her language
skills. In discussing why she enrolled in the Seminar, she explained what the instructors had said
about it that she found attractive:
[The instructors] talked about how many [past Seminar participants] ended up
leaving with their [language skills] a little bit better than others because they
were able to talk together in a group, not be embarrassed. Because they know
that our[language skills] [areh ot goi ng to be perfect (€é) an
and correct us. ke yesterday | noticed | said something wrong and [one of the
instructors] was able to correct me.
Sarah (WE) also said she found the way the Seminar instructors spoke the local language to her
Ainspiring, 06 and c¢omment eaddbe dble to comsunicatediket t o s o

they can. 0
Get Outside the Classroom

One aspect of the context surrounding the Seminar that several students across the two
sites said they disliked is the fact that it is typically taught in a classroom. They found this
somewhat contradictory in a seminar about living and learning in another culture and said they
woul d prefer to take the class out into the ho
always in the classroom. | think it would be coolifwecouldgd) t o a di fferent p
itdés just sit outside or go to a caf® one day
stating:

I think the thing that | would like with this Seminar is for us to go outside of the

CIEE buildingand gotoeafétand j ust tal k, or do something
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seeing the culture and experiencing the language and doing something besides

just sitting in one of these rooms.
Lucy (Af) focused primarily on getting away from a formal classroom environment more than
tki ng the Seminar into the | ocal cul ture. She
would be outside or wedd all just sit on the f
said, are spaces where she goes to get things done, whereas é@dshtorgenerate ideas or think
more freely, she goes outside.

To summarize, there are a number of contextual factors that the students felt affected the
Seminar in either positive or negative wayany students said that they appreciated the small,
intimate size. In addition, several mentioned they found it beneficial when they sat in a circle or
around a table. Some of the students in Western Europe mentioned liking the fact that the
Seminar there was taught in the local language. One way in gfbidants felt the Seminar

could be improved is by taking it outside the classroom and into the local culture more often.
Curriculum

The next category that e madBYoerteptofthei ch al i gn
subject matter, is O0Curriculum. 6 I't is import
the same at all sites, and the ways in which it differs across locations are due {valarp the
implementation choices made by the instructors. This category refers primarily to-the pre
designed curricul um, although studentsé exper.i
how it is implemented. | asked students their thoughtthe strengths and weaknesses of the
curriculum and about key curriculum components. Four themes, several with their ewn sub
t hemes, emerged within 6Curriculumi&ulThmeyy are
O6Curri cul @amsimmsp e tci,tdi vbeLear ni ng St yTaed4d 6 and 6 CL
outlines these themes and ghlkemes, highlighting where each emerged.

Most Beneficial Aspects of the Curriculum

When asked what aspects of the curriculum they found most beneficial, somésstuden
discussed specific activities or lessons, while others answered more broadly. Four different sub
t hemes emerged: 6Being forced (in writing) to
setting, 6 O6Personal i nveurrtad r iveasl ,ude sa n(do f 6 Loewanr nainmno
Interestingly, these themes were sipeecific. The first three were present in Africa, while the

fourth emerged in Western Europe.
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Table 4. Student Interviews: Curriculum Category

Wheredid the theme emerge
OCurriculumd Themes Western ,
Africa
Europe
I Most beneficial aspects of the curriculum X X
0 Being forced (in writing) to reflect on and analyze X
personal experience
o Goal setting X
o Personal inventories X
0 Learning about cultural values (of their oand X
other cultures)
9 Curriculum repetitive and simplistic X X
1 Learning Styles X X
0 Benefits of the learning styldssson X X
A Validation of student (1reference) X
A Recognition of learning style diversity (1 reference) X
o0 Level of inderstanding of relevance of LSI X X
A Unsure how learning style relates to study X
abroad experience
A Basic understanding of how learning style relg X X
to study abroad
A Deeper understanding of and reflection on X
relationship between learning style and
experience
A Knowledge of preferred learning style impactif X
engagement
1 Cultural Partners X X
0 Typically a family member X X
0 Positive aspect of curriculum X X
A Seminar generates questions and topics X X
A Allows for deeper conversations and questign X
o Not as valueadded as it coultle X X
A Lacks structure and clarity X X
A Cultural Partnedesignation insignificant to X X
relationship
o Conversations witlCultural Partners X X
A Sharing culturespecific information X
A Sharing perspectives X
BeingForced (in Writing) to Reflect On and Analyze Personal Experience
One of the strongest stbh e mes wi t hin 6Most beneficial as
forced (in writing) to reflect on and analyze

menticned by approximately half of the students in Africa, it was not discussed by students in

Western Europe. Several students specifically mentioned their field report assignments, which
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they were required to do multiple times during the semester. Thegerassits asked the

students to reflect on and analyze a personal experience in light of certain concepts or theories

they were discussing in class. Many students in Africa said they found this beneficial and that it

was good t o act uhbrbughysuchan exertise and ehendave the ogportunity to

di scuss it in the Seminar. Fd like thee ffieldepbris], J o s h
and stuff likethat ar e good because it makes me reflecté.
(Af) also sid she found writing and then discussing the field reports helpful, explaining:

[ The instructor will] give wus (¢é) guestion
pertains to something webve experienced. A
reflectonit. t 6s wusually questions |i ke, 6How has
whol e of whatever it is wedbre talking about
more culturally awar e?9o [ €] Thinking a |
experience t hat lybehefigal for e, perssnally.e al | vy, real

Ann (Af) said she appreciated being forced to reflect on and write about her experience. She
added, fiBecause a | ot of ti mes |1 611 think abou
reflect and question. o

Lucy (Af) also mentioned the field reports, commentiiigt 6 s been good to b
analyze my dayo-day life with the knowledge of the cultural values that | might find here and
how those could be operating wastthdlpfunform@ci et y.
She explained thaheyare supposed to sefitkir field reportdo someone back home and that
she found théeedback r om her correspondenTth ahted sp fbude n rSeheel
to just have anot lmeranother pesspectidesvithiwhigh totthinkabalt t o
what | 6m gexapnredr iheonve ilnbm i nterpreting it.o

When asked about how his experience abroad might compare to the experience of
students not in the Seminar, Josh (Af) said the field reports help hitheather Seminar
participants fAthink more criticallyodo about the
frustrated. He explained:

I nstead of (é) thinking of an awkward situ

A

situation, 0 ylziikneg, i ki mdhdo fs aagn alg, 6Yes, i tos
but thatds because this is the way that per
youbre seeing it, and you guys are not at
memory of frustration, you can bé i k e, 60h, t hat was j ust
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mi sunderstanding. 0 So | feel l'i ke weodre |

the Seminar].
Goal Setting

Another aspect of the curriculum students in Africa found particularly beneficial was
60 Goal s e teteaginning d the sAmestdr there is an assignment in the Seminar in which
participants are asked to create personal goals for the semester and consider how they might go
about achieving those goals and how they will know when they have achieved them.
Approximately half of the students in Africa identified this as a beneficial activity. It was not
mentioned by students in Western Europe. For example, when asked what aspects of the
curriculum she found the most Ig@hassignmentia!l , Ann
really the one that sticks out the most in my

Students said they likedthegesale t t i ng acti vity because hel pe

remain fiproactived during their experience. F
Ireallyl i ke the active things that we do, i ke
think itdéds appropriate when you only have

things you want t od natovasteypquitimdsbhu ts od oynoéut dgoon 6t
home and betli ke, wa®dathere and | di dnot do
Ann (Af) brought up the godaetting activity when asked if she felt that participating in the

Seminar was affecting her experience abroad in any way. She responded:

I think so. I t hi rade gdals anth taydo kéep tochesd me t o (
goal s. [ é] [ l' iterally actualdlugg have a | i
a little reminded and so someti mes i f | do somet hing
goal s, then 1 6m | i ke, 6Tskéhmm, maybe | sho

Personal Inventories

Another aspect of the curriculum the studénégjain, only those in Aftad found
benefici alerwaosn ado iimgy ecnRKo 1l i(R@OS)LdarningeStylesrinenitoryg t o
(LSI) and the Intercultural Development Inventory (IlHammer, 2007; Hammer & Bennett,
1998)they took atthe beginning of the semestdAlthough students in Western Europe
discussed some beneficial aspects of the Learning Styles Inventory when asked specifically about
tdas discussed in the updtioeyndidngt spedfiegdhciterthismga St y | e ¢

particularly valuake aspect of the curriculum$tudents received information from the LS| about
127



their preferred learning style and also did somel@ss activities around that. They were not,

however, told their individual IDI score®espite this fact, several students mentioned both of

these inventories as being beneficial, in large part because they said thégdikéng about

t hemsel ves. For example, Josh (Af) commented,
oneself, th&is i nteresting and beneficial for me. 0

Zoey (Af) said she enjoyed taking the LS| and doing the related activities, adding,

iMaybe | only I|Iiked it because 1 6m totally nar

personality, but | thoughtitwasréay i nt er esting. 0 Al l i son (Af) r
I really liked the evaluation of our |l earni
really |ike to take quizzes about mysel f.
[ €] So that wtobus lkedahbt. I think a 1|o

Learning About Cultural Values (of Their Own and Other Cultures)

The fourthsut heme t hat came out within é&dst bene
the only significant subheme among the students in Western Eudopea s O L abaut ni n g
cultural values (of their own and other cultur
Europe mentioned this as one of the most beneficial aspects of the curriculum; however, they did
not talk about thid or any other aspect of the curriooid nearly as extensively as the students

in Africa discussed the previous stiliemes. This sutheme was not mentioned by students in

Africa.

When asked if any aspects of the curriculum were helping her intercultural development
more than others, Maev&/E) r esponded, AfYes. [ é] We read ¢
and then the American values, and (é) that was
similarly, stating, iléd say the articles on h

nationals] are perceived. | guess those cultural differences and everything would be the things
that stand out. o

To summarize this theme, students in Africa identified more aspects of the curriculum
that they found beneficial and spoke more extensivehisrtapic. They liked the goaletting
activity and personal inventories (including the Learning Styles Inventory and Intercultural
Development Inventory), and especially appreciated that the Seminar forced them to reflect on
and analyze their personalpetience in writing. When asked to identify the beneficial aspects of
the curriculum, the students in Western Europe had much less to say, but several did mention that

they liked learning about cultural values of their own and the host culture.
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Curriculum Repetitive and Simplistic

Whereas students across the sites did not feel the same way about the positive aspects of
the curriculum, they were quite in agreement with regards to the criticisms. A strong theme to
emerge across sitas veaan@Cwsrimpdulsumcr. &édpetAippr ox
students ateach sitaidt hat t he curriculum was Arepetitive,
Aimonotonous. O For example, Ann (Af) commented
of feele Itiklekende bavbout t he same thing for the | :
stating, fABasically what we talked about today
di fferent vocabul ary. o

Amelia (WE) offered more background on why she felt theiBanwas a bit simplistic
for her personally:

| did so much research on study abroad before | went and | read so much

literature (€é). [ €] So a lot of it feels
I just know fr om c¢ o mnaof intereuliusakeexperierfce ] | 6ve
even though | 6ve only ever been out of the
it feels kind of dumb someti mes. And somet

that reinforcement. 0
Several students across sites brougha specific lesson that they found particularly
simplistic. The lesson was about stereotypes and cultural generalizations (which, as discussed
earlier, is one of the sessions | observed in Western Eurdpkg. (WE), for example, referred to
thedisttt i on bet ween stereotypes and cultural gen
said, AThe whole O0Stereotyping: badd thing, we
Jakebs (WE) sentiment that t hoassswasevedyot ypes and
simplistic and too heavily focused on semantics:
We all know what a stereotype is, we know what a cultural generalization is, but
we spent a whole class talking about that. And when it came down to it, we kind
of figured( € ) h e y 6 the sameoecept one has a lot more fluffy words in it.
[ é] We know that stereotypes are not good
But | think ités just natwural for you to do
went from a differerd like an elevateglace.
Lucy (Af) summarized what a lot of other students were saying and, like Allison (Af), suggested

discussing the topic on a deeper level:
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Someti mes | feel Il i ke the information that
learned many times before. @t feel like it would be helpful to go a little more
indepth wi t h things instead of spending i
generalizations and how you avoid them.
What this theme makes obvious is that although students at the twideitifsed a

varigty of aspects of the Seminar curriculuhat they found beneficiathe majority agreed that

the principle weakness was its repetitive and simplistic nature. In this respect, they were

particularly critical of the lesson on stereotypes and cultural geragians.
Learning Styles

Ko | (@84)Experiential Learning Theorfprmspart of the theoreticalnd pedagogical
framework of the Seminar on Livingnd Learning Abroad. As mentioned previously,
parti ci pan005)ltearding Stedrivdntdrg (LSI) at the beginning of the semdéster
find out their preferred learning style§siConcree Ex per i en ingd ) (, i eRxef d reiceancv e
Observatimn) (AAldtreadti Conngoe)p,t uoarl iAcattii voen K xipt ehrii
( Aidgo ) They alsgparticipate in several inlass activities that are meant to help them
understand their omvprefered learning style(show this relates to their experience abroad, and

the importance of trying to stretch to learn in different ways. Instructors are also asked to help

students draw parallels between | ar@amanyi ng styl e
di fferent ways of being that are equally wvalid
interculturally, we need to practi ¢®migarretchin
on Living and Learning Abroad BluePrint," 2010 other words, the Seminar asks students to

come into greater awareness of their own preferred learning style(&) pnshthemselves to

learn in new ways. For this reasdmsked students specifically about the learning styles lesson,

as well as about their own preferred learning style(s) and whether they felt that was having an

i mpact on their experience abroad and/ dr in th
t hemes: ttcBemehi ng et yles | essondé and OLevel 0

Benefits othe Learning Styles Lesson

Students found the learning styles lesson beneficial for two reasons. First, it served to
validate their own leaing styles. Second, it helped them recognize the diversity of learning

styles within the Seminar group.
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Validation of st Onrkefrhe thibgs that students saigl absut thel e s .
Learning Style InventorgKolb, 2005)and the related lesson was that it helped them better
understand and appreciate their own learning style, even if they already had an idea of how they

preferred to learn. Several students in Africa and one student in Western Biad@eomments

along these |ines. For example, Angela (Af) e
that | | earn best. So it k)ndabdd, piiBvededi soe
LearningStyleshvent ory] VYéuaub,reebl kgd, | 6am a reflecti

what she felt she got out of the learning styles lesson, Lucy (Af) responded:

I think part of it is that itds okay to be
ar e. That wedabwousl olu nedd dffféremce e Recause hfeel

|l i ke sometimes | tend to get really frustr:
that | think I ém supposed to be, rather t ha

Recognition of learning style diversitbuc y 6 s ( Af ) comment about he
learning styles touches upon the secondssiit he me, O Recognition of | ear
That is, students appreciated seeing diversity within the Seminar group that they had not
previously recognized. @g again, several students in Africa and one student in Western Europe
made comments along these |lines. For exampl e,
me realize that we do all have different learning styles and we need to learn how to acatanmod
one another. o About the | earning styles | esso
diversity in our class. o She said she enjoyin
l earning styles and it 0s JoshkAhtalkedralzout hisweactibnave di f
upon finding out his own preferred | earning st
or may not be |like that. And then also realiz

meantheydo. Tha al so opened up my perspective (€é).0
Level of Understanding of Relevance of LSI

As mentioned previously, | asked students specifically about whether they felt their own
preferred learning style had any influence on their experience abroad and/orémiherS
Their responses demonstrate varying levels of understanding of how their learning style relates to
their personal experience. Four ghlemes emerged that indicate different levels of
understanding. They are, in order of increasing depthoffusde a ndi n g : (1) o6Unsu
l earning style relates to study abroad experie

relates to study abroad,é6 (3) O6Deeper understa
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l earning style (a&and 6ckxopevll iealigee 06 pnmneferred | ear
engagement . 0 Comments made by students in Wes
levels of understanding, whereas references from Africa fall into the second, third, and fourth
levels.
1) Unsure how learning style relates to study abroad experiefhece students, all
from the Western Europe site, made comments that indicate they were unsure how learning style
relates to their experience abroad. For example, Sofia (WE) could not rentenpesferred
learning style and said she did not know if it was affecting her experience abroad or in the
Seminar. Jen (WE) liked the learning styles lesson, but with regards to the relationship to her
experience abroad, s hetlwoelddo differdrahd like, Knbwindthat 6t Kk n o
|l m a doer and an experimenter. o Amel i a (WE)
So we did this whole survey in class and then we talked about the results. And
that just kind of felt like it had absolutely nothimjt do wi t h anyt hing. [
not really sure what the point of that was. Sometimes we do things in the
Semi nar that I have no idea what point they
2) Basic understanding of how learning style relates to study abriact, seeral
students demonstrated a basic understanding of how learning style relates to study abroad. More
specifically, three students in Western Europe and one student in Africa made comments to this
effect. All of these spedieaeabhseirdénactoeredi ag 6

talked about the fact that their desire to learn through doing and experiencing is related to how

one |l earns during study abroad. For exampl e,
If Iwas one oftheothdr | ear ni ng styl es], I woul dndét hav
I could read it in a book. [ é] Experienc
and constantly challenging myselfé definite
Al so a fAdoer, 0 edbsanilagyh ( WE) r espond
| 6doinga | ot of things. I dm going to the banl

And | walk around a lot and just look at the shops and watch people, and | think |

am physicallydoinga lot of things and learning.
Although Maeve (WE)ideni f i ed as an fAexperiencer, 0 rather
Sarah (WE), she made a similar comment when asked if she felt her preferred learning style was

affecting her experience:
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Yes. Because you can read aob@bout [the local] culture;ut saneone who

has read 15 books on [this] culture versus myself, who has not read any but will

have lived here for four months, I think | would probably have a better idea of it.

The only one in Africa to demonstrate only this basic understanding of hovnkpatyle
relates to study abroad was Ann (Af), who desc
We looked at her kite together and saw that she was relatively high on three different learning
styles, particul ar |l y Wherliaskdd how ghis might kb affectinghez r i e n c
experience, she responded, Al candt really rem
thinking and reflecting are at the moment. But experiencing is very much the reason why | came
to [this country]. o

3) Deeper understanding of and reflection on relationship between learning style and
experience.At the third level, students recognized a relationship between their preferred learning
style(s) and their own personal experience abroad or in the Serwiadirover half of the
students in Africa made comments of this nature, while none of the students in Western Europe
demonstrated a similar level of understanding.

Several students spoke about the relationship between their preferred learning style(s)
and their experience in the Seminar. For exam
l earner, 0 she mos-bnappasecgamedt shseudhaadsthe a
to take pictures of things in the culture that they found obviowsirious. Josh (Af), a Reflective
Observer, said he appreciates knowing his preferred learning style. He explained:

Someti mes when 1 &d&m frustrated that I donot

trying to learn in the right way for me. [In] the Seminsosmetimes | talk just

because thereds awkward silence and | 6m | i

donot really want t o; [ |l i ke to sit. I ne

explaining something, | was trying to write the notes in my noteleuk |

wasnodt | earning anything. Wel | , I wasnot |
notes and (é) | still wasnét |l earning. Wh &
| ook at t hat , and to think about it under

Reflect on it and understand it. So, [the learning styles lesson] just taught me
that.
When asked whether her learning style was influencing her expergoee(Af)d a

strong Abstract ConceptualiZeresponded
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Yeah. [ €] lom[eé¢fihni sery afthiemikhdet o phil c

personal experiences. And we do a lot of more concrete, adiasiyd learning

stuff in the Seminar (é) and itdés definite

deal with other things.

Angela (Af) also felthat the class format did not always fit with her preferred learning style,
although for the opposite reasons that Zoey (Af) identified. That is, whereas Zoey tended to
make the information more abstract, Angela disliked what she identified as the atsuieetof
the Seminar.

In talking about the relationship between her preferred learning styles (as an
fexperiencerodo and a Adoerd) atiemept( Afo) tliarcthedr
Experiential Learning ¢le:

A lot of [the Seminar] is jusgoing and experiencing and then bringing back what

you thought of the experience and then dis

t hat just fits the way | |l ear n. I tend t

watching isnodt g o o dackeandotalkmdp about it hélps me comi ng b

process what | did. And then the next time | go to do it, | can understand it that

much more.

Several students discussed how their preferred learning style(s) related to their broader
study abroad experience. For exam@losh (Af), a Reflective Observer, mentioned that his
|l earning style was even apparent to his host f
students, (€é) hebdbs the thinker. He sits in th
a s k s Immespoase to hearing this from his host father, Josh (Af) commented:

Justrecognizinge speci ally when | d&m so overloaded w

the culture and experiencing all tis just need to go to my room and sit and

think for Aawhitlhe n( 4)6.1 | go and ask somebody

things better. But from my experience, I 6

need that time to step back and look at things. If I just keep going without doing

that, | could go crazy.

4) Knowledgeof preferred learning style impacting engagemefitleast one student in
Africa not only demonstrated a deeper understanding of how her learning style affected her study
abroad experience, she actually used the knowledge she gained about herself fieamihg
Style Inventory to push herself outside her comfort zone to engage in the experience in ways she

would not have otherwise done. Although this is not a strong theme since it was mentioned
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explicitly by only one student, it is worth notingthisst e nt 6 s deeper wunder stan
application of one of the theoretiahd pedagogicdfameworks of the Seminar.
Emma (Af), whose preferred learning styles are Concrete Exjerend Reflective

Observationc o mment e d, Al di dn &yleaeningstyle betore brid fow th&iti n k a k

mi ght be affecting how much | get out of my ex
she said the LSI helped her recognize how much
actual experiencesandthe r ef | ect i ng. o She comment ed, ABut
much in terms of going out and actwually doing
Il 6m trying to work on. o When | asked Emma wha

work on that, she explained in more detail:
Li ke, not just standing back and observing
working at a clinic two mornings a week with my friend and it would be very
easy for us to just watcButt hienctoemasdi | It Garmh i tomys
to get more involved. Like tomorrow | 6m
wounds properly, andctuallyd o i t . And | 6ve been working
does the mothet hi | d pr ogr am; itdés for weighing b
temperal r e s . So | 6ve been going there becau:
something to help her and learn from her. It would have been just as comfortable

for me to observe, but | donodét think | wo ul
Cultural Partners

Students in the Seminan Living and Learning Abroad are asked to choose someone
from the local culture to serve as a Cultural Partner. There are several assignments throughout
the semester for which they aepposedo use their Cultural Partner as a resource person. At
several points when | was observing the Seminar, particularly in Western Europe, the instructor
suggested to the students they consult with their Cultural Partner informally about something that
came up in class.

| asked students abaitite Cultural Partersaspect of the Seminand five different sub
t hemes emerged: 60Typically a family member,h 6
added as it could be,d 6Seminar generates topi

P ar t n eeral obthesetelude sthubthemes as well.
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Typically a Family Member

The first theme is that students typically chose a member of their host family to be their
Cultural Partner. This was the case for all of the students in Western Europe d@hufdsvof
the study participants in Africa. This is perhaps not surprising considering all of the students on
the programs involved in this study were in homestays.

Many of the students mentioned the convenience of choosing someone in their host
family to be their Cultural Partner. For example, Emma (Af), who chose her host sister,
expl ained, AHaving her as my Cul tur al Partner
easier to find time to sit down aishbstmaherko. 0 Ja
be his Cultural Partner:

| enjoy talking to her immensely. So | figured why not kill two birds with one

stone? Instead of having to call up somebody from the university and trying to

find a place to meet just for a couple of hoursywbt just consistently talk to

my host mother?

Lucy (Af) purposefully chose a member of her host family to be her Cultural Partner in
order to increase the amount of time she spent
gooutsidemyhosafmi 'y for [a Cul tural Partner] because
spending on homework and being out with friend

A couple of students ended up using a member of their host family as their Cultural
Partner when otir plans fell through. For example, Amelia (WE) explained that for the two
assignments that required her to talk to her Cultural Partner, she forgot to do so with the person

she hadbriginally designated as her partner, so she discussed it with her bibstrrmstead.
Positive Aspect of Curriculum

Several students spoke very positively about the Cultural Partner component and
identified it as a beneficial aspect of the curriculum. For example, when | asked if any aspects of

the curriculum had been nm®beneficial than others, Jen (WE) immediately mentioned her

Cultural Partner. About her partner, Emma (Af
resource and sheb6s really willing to help. J
Cultur a | Partner: Ailtds been a great experience.
[l ocal] person, to practice, to improve, to |e
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Within O6Positive aspect of cur themesi | um, 6 t wo
emerged.First, students said the Seminar helped generate questions and topics to engage their
partners in conversation. Second, they felt the Cultural Partner designation allowed them to have
deeper conversations and ask questions they otherwise might notlhavenfertable asking.

Seminar generates questions and topiosie of the beneficial aspects of the Cultural
Partner component of the Seminar was that the class helped generate questions and topics that the
students could then discuss with a local. Tas mentioned by students at both sites. For
example, Lucy (Af) said she felt her relationship with her host mother was affected by the
Seminar and the fact she was her Cultural Partner. She explained:

Just having more insight into the culture allowsiyo ask better questions and

gives you questions to ask. Because itos

you have absolutely no knowledge base. [ é

thing, is just having questions to ask her. And | think that timeirge has been

helpful generating those.

Jen (WE) commented, il dondét know if | would h
mot her/ Cul tur al Partner], l i ke, OWhy?086 as much
expl ai ned, idfllencesovhdt glestoasy ask [y Cultural Partner] and it makes me

feel [more] Ilike I want to just ask questions

explained how the Seminar was affecting his relationship with his Cultural Partneoghis h

mother):
And over tweandah a | f months in, I would have t houq
run out of things to talk about, but we pi

and | learn. If anything, | might have the Seminar to thank fod that topics of

conwersation.

Allows for deeper conversations and questioniNgt only did the Seminar help
generate topics of discussion; the Cultural Partner designation also improved the quality of those
conversations. Several students specifically said they fouedéficial to be required to
designate a Cultural Partner for the Seminar because doing so allowed for deeper conversations
and questioning. This was mentioned, however, only by students in Africa. For example, Emma

(Af) explained, sigimen with specificsobjegrtives,datioperzed upa s

conversation [with my Cultural Partner] about
Jane (Af) commented, Al have | earned |l ots of t
because of thelCl t ur al Partner thing. o When asked i f ¢
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Partner was any different than it would be if she were not designated as such, Angela (Af)

responded:
Yeah. Because | think that her being my Cultural Partner allowshas/tothose
conversations. And 1 6m more comfortabl e ha
whereas i f she wasnét my Cul tur al Partner a

series of questions, | just feel like it would be a little awkward.
Not as ValueAdded as It Could Be

Although many students found the Cultural Partners beneficial, others felt this aspect of

the curriculum was not as vakaglded as it could be. That is, although they saw the possible

benefits of such an activity, they did not feed fill potential was realized for various reasons.

Twosubt hemes emerged within this theme: 6Lacks

designation insignificant to relationship.
Lacks structure and clarityThe majority of the students iWestern Europe, along with

two students in Africa, felt that there was a lack of clarity or structure with regards to the Cultural

Partner activities. Some students mentioned not having many specific assignments that involved

the Cultural Partners, andew said they had missed the fact that they had been asked to talk

about something with their partners. For example, Emma (Af) said that they had not had many

Cultural Partner assignments, adding:
There was [an] assignménive di dnot al | afte@lut thz e t hi s u |
obvious/curious assignment (é), we were S
someond it coul ddve beedtosant acodvarsation.rBative Par t ner
kind of missed that.

Jake (WE), although he said hoeis @Gutural Parinerfhesv e and

host mother), also said that he only occasionally talks to her about things from the Seminar.

Other students simply had not had much contact with their Cultural Partners at all. Josh (Af)

admitted, @Al j udstt ohavhmeyn 6Cu lrtevarlally Ptaarltkneer ] muc h.
Amelia (WE) said she purposefully chose someone her own age to be her Cultural

Partner, but ended up talking to her host mother for most of the related activities because it was

challenging to find time to meet with thanner she had originally chosen. About the Cultural

Partners, she cowokenti eds -ddpedi nikl Uéi i tdoesndt

deal ] . o
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There seemed to be some confusion in Western Europe about the purpose of the Cultural
Parh er . Several students used the terms o6l angu:
interchangeably and understood the purpose to be more of a language exchange. For example,
when Sarah (WE) commented that she helps her partner with her English more tentriger
helps her with her language skills, | followed up to clarify whether they focus mostly on language
l earning. She responded, fAYeah, yeah. I mean
together and speak [the target language] fdramr every week. So we do that more than talk
about the culture.o Maeve (WE) also said she

talk in the local language, explaining:

Maybe there will be more to see later in the Seminar, butrighttbw h 6t r eal | vy
feel |l i ke the |l anguage partners are doing
thatés adding a whole |l ot to the Seminar.

Cultural Partner designation insignificant to relationshiphe second sutheme under
O0Not axldedasiteod bed is O6Cul tural Partner designa
Particularly since most of the students had chosen a member of their host family as their Cultural
Partner, | asked them if they felt that relationship was any different than it wawkdbeen had
they not formally designated that person as their Cultural Partner. Two students at each location
basically said no, they did not feel the Cultural Partner designation made a significant difference
in their relationship. For example, wheskad about this, Allison (Af) responded:
We didnét pick Cultural Partners until I i ke
I] were already talking about those things, so | just went ahead and assigned that
title to her. [ é] Sg lwokederéowre r  we had an a
Similarly, Ann (Af) chose someone who she felt she would have had those types of conversation
with anyway. In response to my question about whether designating her host father as her
Cultural Partner had an effect on their relatiopsbhe responded:
Honestl vy, no, I donot think so. I kind o
brother as my Cultural Partner because | talk to my [host father] anyway about
this sort of thing. But with my host brot

sorts of, like, @eperissue6 ¢ )And so | wish | wouldbéve chos
Conversations with Cultural Partners

Studentsalso discussedome of the conversations they had had with their Cultural

(@)
(0)]

Partners. Two suthemes became apparent with regards tcethee onver sati ons:
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culturespeci fic i nformationé and 6Sharing perspect
students in Western Europe, whereas the latter was mentioned primarily by students in Africa.
Sharing culturespecific information.Of thethree students in Western Europe who spoke
in any depth about the conversations they had with their Cultural Partners, two focused on the
culturespecific information that was shared during these conversations. That islkeely
aboutlearning abouttte host culture and sharing information about their own culture with their
partners. More specifically, both of these students referred to an activity that they were asked to
do with their Cultural Partners at the beginning of the semester in whichetkeg to their
partners about the origin, significance, and meaning of each of their names. When | asked Jake
(WE) if he talked with his Cultural Partner about things that come up in the Seminar, he
responded:
At the beginning (é)amee wthiedet lyoeul istatyl evhmar
history of your name, and | had nothing. | asked her and she had this huge long
story. But through that story I l earned s
el se |l 6ve covered with her i nultutale r ms of t
generalizations, in terms of how things are with [lodall§ this store open right
now? How come the banks are closed attwoh ose ki nds of things.
canét tell you how many times we just make
Maeve (WE) alsotalked bout | earning about the cultural or
gr andmot h e rsaid shexfaunddtgerestingdhat so many people in her host family
were named after other family members.
Sharing perspective€On the other hand, many of theidents in Africa spoke in depth
about the conversations they had had with their Cultural Partners. The theme that pervaded these
conversations was that they seemed to go deeper than just sharing information about their cultures
and were more about shagiperspectives. For example, several students said they had talked
with their Cultural Partners about their perspectives on being a woman in Africa. About her
relationship with her Qtural Partner (her host sister), Jane (Af) commented:
I t 6 s mgnottadkrtoeassiktéegearold girl about women in [this country]. |
asked her i f she would ever have a polygam
I 61 I never have a husband who has another w
Angela (Af) said shédad many conversations with her Cultural Padnsomeone who worked at

the schod about the same topic. She explained:
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I feel really comfortable talking to [ my Ci
lot o f di fferent thi ngwryhamsl Bsthheré baslweenr y honest
some tension just because there are things that are different for her because she
lives in a different culture. We had a conversation about polygamy and she very
much understands it and sees it as a part of her culture. Ané ldask 6 We | | , i f
your husband wanted a second wif e, what wo
would be upset, but she would understand. Andcompletelg¢ wa s
just éamazed, I guess. Araatly hardbfon merotr v out spol
to say something. ButHad to take a step back and really think about things.
[ é] So it was really interesting to have t
Religion was another common topic of conversation about which the studéfitca
and their Cultural Partners shared thargpectives. Allison (Af) recalled her conversations with
her Cul tural Partner, a woman who had been | iv
had recently moved away:
We would just talk about different issues, which weally cool. And she waa
very devout Muslim, but it was very great because we were able to talk about the
similarities between religions (6é). [ €]
thought really truly embodied at least the spirit of Islam and being a Muslim.
And she just Btened to what | had to say.
Jen (WE) was the only student in Western Europe to speak of her conversations with her
Cul tur al Partner in terms of sharing perspecti
Cultural Partner in response to my qigstabout the most beneficial aspects of the Seminar
curriculum:
When [my host mother and 1] have ti me, we 0
talk about why they think ités important tc
people here are Catholig r why the holidays are so i mg
interesting to hear her reasoningéand for |
guestions, I i ke, 60h, thatdés interesting.
like, | never really thought about why we dltht until | was here and they did it
differently, and | want to know why.
To summarize, the vast majority of Seminar participants chose a member of their host
family to be their Cultural Partner. Many students felt this was a positive aspect of the

curriculum; however, many also indicated it was not as vatlged as it could be. Students
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appreciated the fact that the Seminar helped generate questions and topics of conversation and
that the Cultural Partner designation allowed those discussions &egerdhan they would have
otherwise. For several students in Western Europe, those conversations tended to focus on
sharing culturespecific information, whereas there was more emphasis on sharing perspectives

for students in Africa.

Instructors and Insfiction

Anot her o(fl988founosranbodpsaces of education is the teacher. What
emerged through the student interviews is, more spdbjfieacategory that encompasses both
the instructors and their method of instruction, or teaching style. For this reason the category is
titled 6l nstructors and Instruction. 6 I nclude
instructors andheir particular ways of imparting the course materidiable15 outlinesthe
themes within this category and indicates where each engeigafestern Europe (WE), Africa
(Af), or both.

Table 15. Student Interviews: Instructors and Instruction Catego

Where did the theme emerg
6l nstructors and I nstructi Western
Europe

Africa

X
X

9 Positive regard for instructors
 Studertcentered vs. teacheentered
0 Studenicentered
A Laid-back, informal instruction style
A Discussion of studérexperience is central
0 Teacheicentered
A Curriculumdriven
Teacherdominated, lecturbased
Disparity between theory and experience
More sharing, discussion, group reflection desi
Instructor guides student thinking
Student cacerns go unaddressed
9 Cultural background of instructor
o Value of local perspective
0 Affects ability to relate to students
o Cultural differences in educational system and
teaching style
0 Students hesitant to appear culturally insensitive

XX |X]|X| X

I B I B B> B

XXX XXX X XXX | X

X
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Positive Regard for Instructors

The first major theme in the o6l nstructors a
instructors. o0 Students at both sites spoke ve
referred to as likeable, helpfind approachable.

In Western Europe, when asked about the role the instructors play in her learning, Jen
(WE) responded, Al think theydédre great. I t hi
most out of the expeheriehspmisestatnglJ ake (WE) went f

|l 6ve got to say that [ Andre] has i mpressed

people who hold significant power in my keadvisors, teachers, etcetera,

directord# hebds by far the most i mprtlglkms ve of t he

my confidence that he has my best interest in mind and that if | ever had a

problem, | could go to him.

Students in Africa also spoke highly of their Seminar instructor. For example, Jane (Af)
commented:

I love [Malik] because he is just very kevheaded. He seems to just know what

heés talking about. He actwually 1listens t

out there that none of us would think of.

Zoey (Af) added, Al 1like [ Malik]. [ €] Il thin
things. o Angela (Af) commented, AfHeds really
loves teaching alhtere is about interculturass. And so that helps that you have a professor

wh o &s mo Ganeralyt spedking, all three Seminastimictors across the two sites were

well liked.
StudentCentered vs. Teach&entered

One of the primary themes to emerge in the
related to dffdimgmenhbebdaecbdr s§astr uct-centaredversishe t he
teachelt ent ered, 6 and essent i adppesto direcsthetSeamingadb wi t h W
least from the perspective of the studerits Western Europe, the students described the Seminar
as highly studertentered, whereas in Aéa, participants felt it was more teactoentered.

Each of these is therefore its own ghbme with further sulsubthemes as well.
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StudentCentered

The 6 Steundteenrtedd t heme emerged only in Weste
subthemes. Thep r e : -b adclka,i di nf or ma l instruction styl ed
expg i ence i s c ethamesadpresgnt stulldntepsreeptisng &f the instruction style.

Laid-back, informal instruction styleThe majority of the students in Western Eago
used words | i ke #fiarcfkgromaln,do Afcftfhun ,|® floaiddescr i be
instructors, and they spoke quite favorably of this style of instruction. For example, when asked

if there is anything regarding the context of the Sentimairinfluences his learning, Jake (WE)

responded:
|l 6d say the style in which itbésacheld would
type of approach. [ é] ltds not i ke, 0 (
qguestions on the back, turn them in next kvee Wedre going to | ook

We got to get through these fifty slides i
li ke if I was going to hold a class for my
You make it a Seminar for the students, the waysthdents would do it.

Jakebs comments were reiterated by Maeve (WE),

[ The instructor s] make it f unpreasard s o it d

environment thing. Theyodére not there |ike,

do thheydre there to be 1ike, 6What do you

guestions? Can we help you?6é6

Several students spoke about the instructor
or Afriendso than professors moredflikeapeexiatpl e, So
class. o0 She added, AAl most | ike a friend, but
addingil mean, |l 6m a student, obviously, and they
and theyob6re chill, so ités nice. o

Discussion of student experience is centiidde secondsub he me wi t hin 6Stud
centereddé is O6Discussion of student experience
emphasized the fact that discussing their own experience seemed to take precetience in t
Semi nar . Several of t he s thadkenfotmsldatuceofmme nt s r e
Semi nar and this focus on discussion at the sa
seem like a class to me as much as getting together withfaendd peopl e youbre | e
and talking. o Maeve (WE) described the Semina
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afternoon, once Ayoubve finished all/l of your ¢
[can just] take a breathandhamgit at t he Seminar and talk about
Other comments focused simply on the importance of having a place to discuss their
personal experiences. For example, Amelia (WE) remarked:
I think what | like most about it is [the Seminar] giveg a chance to meet with
my directors and have a catap and chechn time. Because it really is a time
to be |Iike, OHow are you doing? How was 'y
around and talk. 6
Maeve (WE) explained what they discuss in the Semifigr:-We ] t al k abdélike our e x
if something weird happened. We tell funny stories. Like if something happened on the bus or if
something happened with our familyéor stuff 1|
chance to talk freely aboatn yt hi ng t hat could be just weighin
something that the other kids [who are not in
To summarize, students in Western Europe felt the instruction style wdmalzidand
informal, and discussion of their personal experiehoek center stage in the Semindrhey
viewedboth of these aspects favorably and saw them as ways in which the Seminar catered to

their wants and needs.
TeacherCentered

Onthe other hand, studentsArf r i ca regarded thec&eméenad. as
Under this theme, sixstbh e me s e mer g edr:i v ednC u@ominated dlectore r
based, 8 6Disparity between theory and experien
sharing, dd cussi on, group reflection desired,é and 6
each of these is distinct, they are also interrelated and overlap to some degree.

Curriculumdriven. Thesubt heme 6éCdrrveobumefers to stude
Africa that it is the curriculué not discussion of their experiericehat takes precedence in the
Seminar. This was noted by at least half of the students there and is in direct contrast to the
comments made about the Seminar being discuskiven in Wesérn Europe. Students in
Africa talked about there being too much material to get through in the time allotted and said the
classsometimes el t vewdy i We@gpemda Ann (Af) expl ained:

I think [with] that time and that group of people especially, wdaly do want to

step back and reflect, I think itbés a |itt



class that webre always on this I|line |ike,
times | earning doesndt come from what you p
When | foll owed up by asking Ann (Af) why she
know if perhaps [the instructor] has an agenda that he really wants to get to. It must be a pretty
regi mented agenda. 0 Si mi | ar llthat he Adiijtalylcameg Af ) c o
into class with a plan, with an agenda. And he sees to it that that gets executed; and if we steer
of f of that, he will put us back on the path. o
Although this agenddriven nature wasometimesttributed to the instructdriimself, a
few students observed that perhaps there was too much material to get through. For example,
All i son (Af) commented, Al think the classes m
so much covered in each day and we have to getboé&,t ef or e i td6s a | ot of h
l i stening. 0
As mentioneckarlierin thedescription ofthe observations, the activity on intensity
factors was compressed in order to complete it in the last ten minutes of the class. Several
students saichey would have liked to have spent more time on that exercise. Allison (Af)
commented, AWhen we were |isting the things th
everythingdés just so rushed in thatt.cd ashAsnn and
(Af) explained how she thinks things should be done differently:

| think that a lot of times we try to pack in so much into one time that really we

dondét get to do anything. You kind of saw
60h, anfft heredtosensity factors]. o Or , 0 We
because webve got to do this now. 6 Li ke,

and then you figure out (é) what the cl ass
Teacherdominated, lecturbased. The second suthemé closely related to but not
nearly as heavily emphasized as thedirgti t hi n tdtend Eeadldbet heme i s OT
dominated, lecturd ased . 0 Several students commented th
primarily by the instructor and lecture time.sJb  ( Af )  dévialig]ld@es kine af like thie[
lecture/discussion sort of thing, and that takes modt theme . 0 Lucy (]adn) agreed
definitely dominate the space a | ot. o Ann ( Af
I kind of struggle with a very teherbased classroom. And unfortunately | think
it has become that, very much so, whichreslly unfortunate in my point of

Vi ew. [ €] I wi s h w-based things dathet thanmsittilge act i v i f
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there and watching a ¢@whatwe dotimarlotofime c ause t he

cl asses. And thatoés kind of what | expecte

Disparity between theory and experiencenother suet h e me wi t hcienn t eTr eeadcdh e
is O6Disparity between t he o haf ofahe dtudentspneAfricae nce. 6
commented that the Seminar was very theoretical and not sufficiently related to their own

personal experiences. Angela (Af) summarized this theme well:

I just feel l' i ke the <class issimteeal | y theort
abstractrealyfArucstirtads ng. [ feel l'i ke we doi
actual experiences, i ke, ever . And so i

thought it was going to be.
Several students brought this up specifically with rég&o the lesson on stereotypes and cultural
generalizations. For example, Emma (Af) commented:

When | read the [syllabus] and saw that we were going to be talking about

stereotypes, | thought that we were going to pull in a lot more about our

experienceshere and the stereotypes we faced, but it was more of a broad

discussion about our stereotypes. | think it would have been more beneficial if

wedd focused more on our direct experiences
Ann (Af) said she would like to spend less time on learning coecepa nd mdéndieg t i me A
examples on our own so that we can apply what we lhow. S h e cBecatisé nght osv] i
feel |l i ke theredéds a disparity between the two.
the boar d, andidyeethatvergmdch; whithais reallytunfortinéte.

To summar i z e etnh ee r-thddedstisiufdrr the general perspective of the
Seminar participants in Africa was that the instruction was ruled by the need to get through a
given curriculum, mah of the class period was spent listening to the instructor talk, and there
was not sufficient time spent connecting the concepts and theories to their own personal
experiences.

More sharing, discussion, group reflection desirdthus, it is perhaps ngurprising that
another suliheme that emerged in Africa is that more sharing, discussion, and group reflection is
desired. Seminar participants at this site widely agreed that they wanted more time to discuss and
share their personal experiences ancagegn group reflection as a class. Allison (Af)
explained, fiThereds not a time for discussion
to explain and ask questions of what was going

theme, tudents expressed a desire to engage in more group conversations and reflection to help
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them connect the concepts and theories they were covering in the class with their own
experiences outside the classroom. As Ann (Af) stated:
| think some of the thigs we have done have been really good bases to begin
discussions. But | think we need to dwhwolel ot more group reflecti
personal experiences that have happened and talk about things that might be
bothering people. Because | think, especialthis context, that there are issues
that arise that you can learn a lot about, but need other people to be there and
critically reflecting with you.

This idea was reiterated by others, such as Josh (Af):

We wish we could have more time to justbeelk 6 Thi s week this is wlt
understand, 6 and just kind of throw it out
culture] | ens. [ é] I mean, we do have op

for that. Because | feel like if we work though @wn concrete experiences in

class that wildl help us to solidify what w
okay, wedve heard this mo d e | and this and
l'iving this, it os har d, w e havwvedtguesti on:

understand. We want to share with one another.

Allison (Af) explained how she thinks discussing their personal experiences could be helpful:

I have a | ot of these feelings that | stild]l

a lot of people in our eks also feel that way because we talk about it. We just

want to talk abouthisissuethisst er eot ype, something thatos

how to move forward with it (é&).

Instructor guides student thinkinghnother sust h e me wi t hi-centtehme d®Teach
theme is O6lnstructor guides student thinking. 6
instructor would sometimes deliberately guide
typically with an endgoalin mind. For the most pg this was viewed positively or at least
neutral terms. For exampléane (Afjcommented fl t 6 s not just him stand
talking; itdéds him facilitating a conversation
explained further:

Hereally helps you delve deeper into things to see what you can pull from them

wi t hout actually telling us. | think he t

really seems to know how to explain things without actually explaining them,

and show them withdwactually writing it out word for word for us.
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While some students viewed this practice of having the instructor guide their thinking as
a good thing, Josh (Af) suggested it can also be a little frustrating:
[Malik] usually tries to step back and he#in of pl ays the devil 0s
pokes and prods and tries to get things out of us. [Ellen] is definitely more like,
O6Her e, t his i s actually h o-ferwardt Buts , 6 kind
[Malik] definitely pokes and prods and tries to get usthink, which is
goodéand annoying at the same ti me.
When | asked which of these approaches he preferred, Joslegpdnded
Itdés one of those things where oftenti mes
what | want right now is not what is harder. lanethere also has to be a time
where youdre just 1|ike, O0NoO. Straight up,
reflect and makes us think about what weore
At least one student clearly did not want what was harddisoAl(Af) said she did not
appreciate the instructorbés practice of guidin
| strongly believe the teacher is a facilitator, not necessarily the person who

shows you the map and then guides you eaghddtthe way. Give us a problem

[and] wedll work it out. Then (é) i f we d-¢

l' i ke, OYoubre taking ti me. Let me tell you

Student concerns go unaddressdthe final susthemewi hi n O6cTermtchreed d i s
6Student concerns go unaddressed. 6 Students s

experiencing or if they questioned the material in any way, their concerns were often not

addressed. Approximately half of the studénthe Seminar in Africa talked about this and

most of those who did so had a lot to say on the matter. Oftentimes they recognized that the

curriculumdriven naturé or other themes previously identifi#@dvere at least partly at fault.

For example, Jostf) explained:
| feel like sometimes [the instructor] needs to be more attentive to the issues of
the student s. Sometimes heds | ike, O6éLet ds
recogni ze wedre not paying attendei on becau:
t hat |l earning, and thatos hard with time co
Zoey (Af), a very intellectual student who asked several insightful questions about the

material during my observations, explained how she felt those questions were received:
Slightly tangentialge st i ons are not going to be addre

|l 6ve ever felt di srespected by [ Malik], bu
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have opinions that are not sort of what the opinion of the content of this class is
right now, thad again, not ke t heyor edtdhieyrde £p gcutseed sort o]
really taken into consideration or addressed.
A couple of studentmentioneda time when a fellovseminar participardaskedo talk
about an uncomfortable, frustrating, and somewhat scary experienasdsémme peersad on
public transportation. According to the studeatsmall group ol).S. female students were
traveling at night and the driver refused to let them off until well past their intended stop, so they
ended up having to walk a good distarmtone after dark, which they had been advised against
doing for safety reasons. Allison (Af) explained:

We brought that up [in the Seminar] and our professor just kind of laughed and

was | i ke, 60h, itds t he sensrealydttink humor her
itds because wedre white. 0 Li ke, 6This is
confront it?0 [ é] And hebds just i ke, 6 N
And it was the brushing off and the |l augl
frustrating. Thi s i s where we thought wedéd be abl e

Several students talked about another time when an issue came up in class that they wanted to
discuss, which they also felt the instructor failed to address. This incident is extedtetdilin
t h@riticél Incidend s eat the endnof this chapter.

To summar i z-€enterbdess. tedglevednetnetr e dd t h e me, t he st
tended to view the Seminar as relatively teaaw®ertered. They felt the instructor adhered to a
fairly rigid curriculum, which oftentimes revolved around him lecturing. They thought there was
insufficient time to discuss, share, and reflect on their own experiences and how these related to
the concepts and theories presented in the class. They also said théteyheiced what they
felt were legitimate concerns and issues in the Seminar, these often went unaddressed. In
addition, students said the instructor played
their thinking; for the most part they view this relatively positively, unlike the more negative
ways in which they construed the other¢ubh e me s wi t hicre ntt e e@dDe a dhileenre .
other hand, the students in Western Europe perceived the Seminar as being more student
centered. Theyked the laidback, informal style of instruction and the fact they were provided

with ample opportunity to discuss their personal experiences.
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Cultural Background of Instructor

The third theme to emerge in thhkuabl nstructo
background of instructor. o6 As mentioned previ

ther respetive host countriesHowever, this theme was only brought up by students in Africa.

Within this theme, the following suthemes emergedd Val ue of | ocal perspect
ability to relate to students, 6 O6Cultural di f f
6Students hesitant to appear culturally insens

Value of Local Perspective

Several of the students in Afriginted out the benefits of having an instructor who
could offer a | ocal perspective. As Al lison (
[the host country]. o Ann (Af) explained furth
that is necessary and (é) adds to that <cl ass.
so he always has a different sort of twist to
expertise when a cultural instant comes up that we wantktotad b out . 0 Lucy (Af)
depth, explaining:

I'tds definitely significant t hat he grew wu

insight into the culture that obviously we

about our experidevheebet hahewédeebbad good

t heyobve been f r Wohterbast i m@ge norabdpesettd i Mg v e F

perspective, or maybe insight into what the other person was thinking when they

said this.
Affects Ability to Relate to Students

While the Seminaparticipants in Africa appreciated the local perspective the instructor
was able to bring, several of them also felt that the cultural differences between themselves and
the instructor negatively affected his ability to relate to his studastséntiord previously, he
wasnot only from a different ational cultureputwas also a Bick African male, whereas the
vast majority of the students in the Seminar wemeopearAmericanfemales). For example,
when discussing t he ascpthatmasle itanore inténee osstrassluefort s 6 e
each one of them, the instructor questioned so

was very frustrated when Malik asked her why a certain intensity factor was not on her list. She
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felt that hecould not understand her issues as someone raised in the United States, just as she
could not understand his as a male from the host culture.

Several students compared the instructoros
female U.S. Amedan staff member wehwas sitting in on the SeminaAnn (Af) commented:

| wish [Ellen] did have more of a role [in the Seminar] because | think a lot of us

feel very comfortable with her. [ e] Anytt
be I i ke,!| érJmmg [And [ Mal i k] is there too,

number one. And so for many of us, you Kk
[ EI'l en] because sheds gone through some of

go through every day.
This sentiment apgared to extend outside of the Seminar and was not just expressed by the

females in the group. Josh (Af) explained:
I talk to [EIIlen] a | ot [tobtleecemtrangedandi n t he of f

shebés wusually not as [Ureedoyask [Malklpljukd ask her a
hebs busi er odasnod It hussuaandy tdhoantdét ask him as
feel li ke | couldnot. But al so, [Ell en] ha

| feel like | can better understand through an explanation fedien].
Cultural Differences in Educational System and TeacKityde

The fact that the instructor is from the host country also meant that there were cultural
di fferences between the studentso6 andethe inst
educational system and teaching style preferences. This theme emerged only in Africa and is
somewhat related to the previousliscussed teacheentered nature of the Seminar there,
although the focus of this tdiffimngealuesssurroundingst uden
education may relate to cultural differences. Thisth@ne is not nearly as strong as the
previous ones, yet still worthy of mention for the insight it demonstrates on the part of the
students. For example, Allison (Af) monented:
It would be nice to have [the instructor]
Heds always so busy or has his agenda that
i f t hat 6s somet hi hhgre, esperially threugh theeFdench n s ch oo
system.

Ann (Af) made a similar observation:
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And ités also |Ii ke the teacher al ways has t
taught to teach imeverdo that to students. Or at least you try to help them

al ong, but you dondt nddo rtrhe cntk tthheamh emaeyrbye ttil
French style of teaching

Students Hesitant to Appear Culturally Insensitive

Students take this awareness of cultural difference between themselves and the instructor
one step further in the next stbh e me , wh i cHhesitdntsto app®dr culuealiyt s
i nsensitive. 6 Three of the students in Africa

certain topics or asking certain questions of the instructor because they did not want to come

across as culturally insensitive.sJda  ( Af ) stated succinctly, ATher
l'i ke I would offend [Malik] if | asked them.oOo
Questions about | sl am. [ é] I mean, things:

just don®t deétm tshuire hedd answer the quest.
feel i ke it could cause issues or a barri
ltdéds just (é) for safetyds sake. I dondét w
Other students expressed apprehenatomicing their critiques of the Seminar due to the
cultural differences between the instructor and themselves. When Zoey (Af) talked about
guestioning the activity on stereotypes and cu

guess the mblem is | feel like the culturaltgensitive thing to do [here] is not to criticize that

activity.o Similarly, when discussing her cri
Actuall vy, I should have said slkmet hing to |
t hat students correcting teachers (¢é) i s Kk
doing?5b [ é] I dondt want to offend [ hi m]

really interesting.

To conclude, although the Seminar instructors at both the Wdstieope and Africa
sites were all natives of the respective host country, only the students in Africa brought this up as
a pertinent issue. They identified the beneficial aspects of having an instructor who can offer a
local perspective, yet suggestedtcuir al di f f erences may affect the
the students. Issues of cultural sensitivity arose as well, as a few students recognized that some of
their values surrounding educationndaBy be cult
voiced a concern about doing or saying things to or in front of the Seminar instructor that might

come across as culturally insensitive.
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Students

The fourth category, which coincides wahothero f S ¢ {1@88)foérs
commonpl aces of educati on, is 6Students. 0 Thi
themselves and their peers in the Seminar on Living and Learning Abroad. Two #émergsd
within this category: 6Motivation for studyin

group. 6 The Jablel®r e outl ined in

Table 6. Student Interviews: Students Category

Where did the theme emerge
0Student sd Themes Western Africa
Europe

1 Motivation for studying abroad X X

o Always wanted to study abroad X X

o Language learning X X

o Desire to experience something new X X
1 Seminar participants a diverse group (1 reference) X

Motivation for Studying Abroad

When | asked students abolir motivations for studying abroad, three ghbmes
emer ged: 60Al ways wanted to study abroad, 6 OLa
somet hi ng n e wthetnes wa¢ gresenttatrbetlesites.u b

Always Wanted to Study Abroad

The strongestubt heme wi thin 6Motivation for studyi |
study abroad. o Mo s ietervielwvea mdichted|sticbwdd had been partai d e n t
their fAplano for a long time, or s aimple Jakeey had
(WE) said,

Similarly, Jo

=2}

0
|l 6ve wanted to study abroad sinceé
sh (Af) comment ed, Altds been in

(Af) explained:
I'tds been somet hlywantedtdde r, Ishnk, iny eatite lifp as s i v e
once | found out that was something you could do. And the older | got, the more
I kind of decided (¢é) [t hat] in order to
world, | need to have actualliyed somewhere othighan the United States.
Study abroad was also something Lucy (Af) had been planning to do for a long time, at least in
part due to her parentds encouragement. She e
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my plan. My mom studied abroad intdon when she was an undergrad and it was a really

transformative experience for her (€é). And so
Language Learning

Another popular motivation for studying abroad that students at both sites discussed is
relatedd o 6Language | earning. 6 Approxi mately half
language learning as one of their motivations for studying abroad. Several students said they had
been studying the target language for years and some were pursuingyéangjars or minors.
For exampl e, Lucy ( Af) speakig couftlty bevauset stadedt o go t
studying French in high school . 0 Similarly, J
school and when he chose to pursue adegree init col | ege, thought, Al f |
going to study abroad. o Amelia (WE) said that
background studying the target language:

[I chose this location] because | decided to study [the target langulafigired

that going somewhere where | had to learn aew continue learning

another language would scare the crap out of me and be really good for me too.
Desire to Experience Something New

Although not as strongasibh e me as t he dekperernce sbmething 6 Desi r e
newd was also cited by the students as a motiyv
two students in Western Europe and twice that many in Africa, although in somewhat
gualitatively different ways.

In Western Europe, twstudents talked about their desire to take advantage of a rare

opportunity to live in a different country. F
my coll ege very far away from home in the firs
completey di fferent environment. And study abroad
when asked why she chose to study abroad, Ma e v
country and have the ejinpaéifetime[oppoetun t y[]é ] Ylotub sc a(nét
[typically] just go |ive somewhere for four mo

Students in Africa focused more on the idea that this was an opportunity to experience
something compl etely fAunknonmvwhatthaynwdre aceustomedc ul t ur
t o. For example, Jane (Af) commented, Al just

S a . é I real | j ust want ed to explore som
y [ ] y J
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that . o Al o n gn Asin (Af) wasaasked abootder motiwations for studying abroad,

she responded:
For me it was more about coming to (é) a p
much about. [ é] I just love getting to kn
and kind of puking myself out of the box as much as | can.

Zoey (Af) specifically said-wohd dwamtuend rtyqg oe epxe
| got the idea that | wanted to go to sort of a tvirerld country, if you will,
because | f esgadwhold nkess of(the populatiom of¢hé world that
j ust l'ives in a way that i's very, very dif
feel like in order to be a fulljormed person you need to have seen that and
experienced it.
In summary, when asked abdbeir motivations for studying abroad, the majority of

Seminar participants said they had wanted or planned to study abroad for a long time. They cited

language learning and a desire to experience something new as reasons for wanting to go abroad.
Semimr Participants a Diverse Group

A second theme to emerge in the 6Studentséo
group. o Students said they appreciated the di
This was mentioned by several studeintAfrica and one in Western Europe. For example, Ann
(Af) commented:

| really appreciate the people in the class. There are some wonderful people who

really do want to step back and think and look at different aspects of life and who

offerveryunigle vi ew poirealys$ nt etWedt en@ congl omer at

which is cool . [ é] Because wedre all fro
different sorts of soci@conomic backgrounds and that sort of thing. Even the

differences in what the top fiv&merican values would be was really different

for everybody. [ é] So thatodés been really
Emma (Af) said she appreciated the diversity of learning styles represented in the class, adding,
Altés just Dbeen r e adidcussionspnseeng tbesdifferantgvayw peepre wie h av
address the same issue. 0

Jen (WE) was the only student in Western Europe to comment on the diversity
represented in her group of Seminar participants. When asked about how the Seminar was

impacting her gperience, she responded:
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I go to a small school () and so just bei
over and hearing how they can relate and hc
is interesting. Because | noesit with t hought
somebody from Los Angeles and Chicago and Texas in [the host city] where
webdre all, l i ke, thinking about i f this is
To summarize, students did not have a lot to say about themselves or their peers, and
thereforedétkbatéfougenssa minor one.somedepte one t
was their motivatiorior studying abroad. Aumber of studentsaid they had wanted to study
abroad for a long time, and they cited language learning and a desire to experiestbéngp
new as primary reasons. In addition, students discussed their appreciation for the diversity

represented in the group of Seminar participants.

Role of the Seminar in Student Learning

Another category from the student interviéwsne that is at #aheartof this study is
the role the Seminar on Living and Learning AbDb
how the Seminar affects participantso6 |l earning
several of which have multiplestb e mes, emerged in this category.
and reflecting,® O6Discussing tekeeppeiréraeecd 66 Aff
O6Framework for experience, 6 O6Asking 6Why?d6, 6 o0
t he expkeSusmaemrdidng judgmeawarne meadss 00 ncTlrase dt Isa

subthemes are outlineid Tablel7.
Stepping Back and Reflecting

Students at both sites said they appreciated the opportunity and the space that the Seminar
provided them totep back and reflect on their experience abroad while it was happening. They

referred to the Seami rcar | @&as aammdiveedk Ime waokd@ pause

example, Zoey (Af) explained, Altoésgded.i nitée]y
[ 11t] | et [ s] me back up and describeé. and sort
I definitely think ités good in that way. o Si
I think itds helping me r ef hgaghataftemor e whi |l e
[ é] The Seminar is that <chance, |l i ke once

think about where you are and what youor e
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stuff. [ €] ltds [a chance] to just stop
look at the big picture.

Lucy (Af) echoed this idea that the Seminar served as a weekly-ohetkorts:

I think that itbds beermpgaoad [tsa h aBwec aluistet |1ed
found myself stuck in certain ruts over the course of thigaxp e nc e . [ é] ltds ju
havewakewp call s where 1 6m |i ke, 6Okay, how have |

going on around me and is that helpful for my experience? Have | been hurting myself in any
way by t he wa ydgingsituat{oms Yoo snany ©ehavi | been getting frustrated

over things that | dondét really need to be get

Table I7. Student Interviews: Role dhe Seminar in Student Learning Category

Where did the theme emerge
ORol e of the Semin@rThHemed Western ,
Africa
Europe
9 Stepping back and reflecting X X
1 Discussing experience X X
o Comparing experiences X
1 Affects how students engage the experience (1 reference) X
1 Framework for experience X X
o Cultural differerres framework X X
o Diversity within cultural tendencies X
1T Asking 6Why?6 X
1 Seeing from another perspective X
9 Processing the experience X
1 Suspending judgment X X
M1 Increased seldwareness X X

Discussing Experience

One of the ways students at bottesisaid the Seminar was benefiting their learning was
by giving them the opportunity to take their reflection one step further and discuss the study
abroad experience with peers and the instructor(s) as it was happening. They described the
Seminar as alace to debrief the experience, a time to talk through and untangle their emotions
and challenges, and an opportunity to revisit specific experiences to try to better understand them.
For example, when asked about the most beneficial aspects of heergpeairoad, Emma (Af)
first mentioned the homestay, and then said, f
talk about that with students. And the Semina

commented, Al t hilrkk aibtoug jtihstnggoawdhitle twedr e go
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Josh (Af) said he enjoyed hearing about his
a sort of solidarity between us where wedd be
encourageeacht her t hat way. So thatdés been good. 0o

Sarah (WE) said she and the other participants in the Seminar benefited from talking
about their experiences in ways other students were not able to do. She explained:

The peopl e that ar eoudiyhavingsintldr expeBepams, nar ar e

but they dondét talk about it red&lly the wa
cultural thingét he way we do, and if therebés a pro
thatés going on. [ é] Thermdatkajowt st t hi ngs

about our experience that the other peopl e

for me.
Comparing Experiences

Within the O0Di scus s i ntheme emerged that was bniitedtton e me , o
Africa. Several students in Africa said thiay liked discussing their experiences with others in
the Seminar specifically because it was an opportunity for comparing experiences with their
peers. This was beneficial because it helped them better understand which aspects of their
personal experiice might be cultural and what was probably not, and to better understand the
diversity of their host culture. For example, when asked about the most beneficial aspects of her
experience, Lucy (Af) said she atheppeopleabaut ed fj u
what theydre experiencing too and how itds bee
Josh (Af) explained the benefits of comparing and contrasting his experience with others
more in depth:
I think itds just @) @dlgadodnénvigreanmeirts .t
woul dndt shake my hand, or this person wou
And just throwing that out there in the group and hearing the expertise of [Malik]
and [Ellen]. Or hearing from the other students, lkef eah, t hat happened

t oo. What the heckbs up with that?6
Zoey (Af) also said she enjoyed ficomparing and
explained:
The thing that I have to guard against all/l
hostfami ' y does not wequal [ al |] people [in thi:
me to not do that in my head. So itds goc
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too. And be like, this seems like something everyone else experiences too,

whereas this thingseemkle t hat 6s just the way my family
Affects How Students Engathe Experience

Anot her theme to emerge with regards to the
learning was that it affects how students engage the experience. One student in Bvespan
and several students in Africa discussed ways in which they were engaging in their study abroad
experience differently as a result of being enrolled in the Seminar. For example, they said the
Seminar was helping them do the following: be moredfoihof the world around them and their
own reactions to it; push themselves outside their comfort zone; think more before speaking or
reacting; be curious and ask more questions; and continue to seek out learning experiences even

when things became diffitt. Angela (Af), for example, commented:

[ The Seminar has] really taught me to (é) t
common sense, but for some of us i to6s not .
for me because | 6ve hadulad ftlwi rekx,ped J estc et |

before you come at this situation. 6

Emma (Af) said that the Seminar was helping her learn how to not only cope, but to
thrive in a new, foreign environment. More sp
s ome t omkeep mé avare df the way that | can sometimes hold myself back from
challenges. 0 She said this helped her continu
offered the following example:

A couple friends and | met this guy who sold us fabric aniehVited us to dinner

at his house and we decided to go. Il 6m no
(é) . [ é] And it was probably one of the
really rewarding. [ ée] So d partilpjusn k  t hat I O

from the program in general, but also from having a space [in the Seminar] where
we can discuss challenges and obstaclesd ways of thinking and
conceptualizing, and cultural differences.
Lucy (Af) talked about the fact that the Seminar was not aneekly checkn where
she could reflect on her experience, but also an opportunity to think about how she wanted to
engage the experience moving forward. She explained that the Seminar is a time when she can

ask herself, R6Okago foneetthetoedd Wweékot whates
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out of the experience, buté to | et it be what
(Af) elaborated:
I think itoés v e fcenteredaandyfocus @n dll the thirgs that s e | f
frustrate you and start seeing the people around you as potential annoyances
rather than just people in and of themselves who are going about their dalily lives
just I|ike you are. [ ée] I think itds just
to have a negaté experience and then generalize from there and assume that all
people who fit that description are going
learning to approach every situation coming at it with kind of a fresh perspective
every time. gtbkndofsléwnddwn foeazbit, bei more conscious
about how youdre drawing conclusions about
being so reactive to everything.
Lucy (Af) touched more on how the Seminar was affecting her time abroad when | asked her how
she felt her experience compared to that of students not enrolled in the Seminar. She responded:
| think that there are definitely some students who at this point have given up on
the experience a I|little bit fomnawarious r e
has] hel ped me avoid getting to that spot
continue to learn more and continue to seek out more rather than deciding that,
60Okay, Il &m ki nd of used to it now and so |
month I(é)hibnk t hat 6s odbjustecantinuifngdo sbekgugest t hin
and to learn rather than just wanting to get through it.

Framework for Experience

Anot her t hRelened thenSemirai imstudentlearringi s 6 Fr amewor k f c
exper i enc e .abboth dtes saidithe Semimar pravided them with frameworks for better
understanding their experiences, the host culture, and how they were interacting with their
environment. Students referred to numerous frameworks that they found helpful in unliiegstan
their experiences, but there also emerged twet shbe me s : 6Cul tur al di ffere
6Diversity within cultural tendencies. 6

When asked how she felt participating in the Seminar might be affecting her experience
abroad, Zoey (Af) answered snp |l vy, @Al al ways | i ke being given

view things, so thatdés nice. 0 Jane (Af) expl a
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The first Seminar was really great because it gave us the framework of how to

l ook at things. Because Wwéérentomuhguriae; [E
totally foreign to anything that wedbdve see
theyo6l |l l ook at the difference and theydl]l
incorrect and | should try tMalklwas rect t hem
telling wus that you canodt just go into a
wrong. 0 Because for them itdés not weird.

When Lucy (Af) said the Seminar helped her keep a fresh perspective throughout her
experience, | asked how she felt it did that. She responded by talking about a specific framework
from the Seminar: iwWel |, webdbve talked about t
they hinder your ability to look at the complexity of the si@iand acquire deeper
understanding of situations that youbre in or

Ann (Af) explained thathe Seminar helped her put names to some ideas with which she
was perhaps already familiar:

Therebs been @y |Iltohatofl @&vwa malnod ol earned, w h

interesting formed j ust t hings that |l 6ve noticed that

names, which was cool to see.
Cultural Differenced-ramework

As mentioned previously, students referred to numerous frarkewlmat they found

helpful in understanding their experiences, but one that was repeated several and therefore

becameitsownssbh eme was OCul tur al di fferences framew

learned in the Seminar about cultural value diffeemn This theme emerged across sites, but was

more prominent in Western Europe. Students did a Cultural Det¢etibfeer Saphiere, 2004)

activity specific to their bst culture, learned about several cultural value dimen$isash as

those identified by Hofsted@984)and Hall(1959p and received a few relevant readings. Josh

(Af) commented:
We talked about the different cultures and the scale between, for e&ampl
collectivism and (é) individual i sm. That 6
different countries and where they were, it just helps me improve my
understanding [of] different countries and
When | asked Maeve (WE) if she felt her esipace abroad differed in any way from

that of other students who were not taking the
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very different. Because therebds just some thi
Seminar ] élikhke someuoél differences or why some
with Maeve (WE) when | asked her what she felt she was learning from the Seminar. She
responded:
The differences between the cultures is probably the main thing. And having
them lad out on paper for me to read and take in and process, rather than having
a cultural experience happen and then not really understanding what happened or
why it happened.
When asked about the most beneficial aspects of the Seminar curriculum, JakegpdBEied:
|l 6d say the articles on how Americans are
host country] are perceived. | guess those cultural differences and everything

would be the things that stand out.
Diversity Within Cultural Tendencies

Another subtheme thattmerged al t hough only in two student
framework for recognizing diversity within cultural tendencies. One of the objectives of the
Seminar is to help students understand the cultural value diffenereseguslymentioned and
remgnize thathere exist cultural tendencidsowever, it is important not only to understand
these cultural tendencies, but also to recognize the diversity that may exist within any one culture
(M. Bennett, 1998) Somewhat similarly, the move alotige Intercultural Development
Continuum (IDC) from Minimization into the firsterculturalworldview of Acceptance
requires one to move from primarily focusing on similarities to simultaneously acknowledging
similarities and more nuanced differences.ottmer words, recognition of the diversity that exists
within cultural tendencies demonstrates a higher level of intercultural sensitivity. For this reason,
it is worth highlighting this as a sttheme, even though only two studéntsoth in Africad
made conments of this nature.

Whenasked about the most beneficial aspects of the Seminar curriculum, Lucy (Af)
mentioned the Cultural Detectiyelofner Saphiere, 2004 ctivity, explaining

[T]rying to dig deeper and find the deeper base of values that kind of instruct the

way society operates has been good to think @&ant also thinking about the

myriad ways that people deviate from those cultural values. Obviouslyingu f

tons and tons of variation all over the place.
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Zoey (Af) talked about a Seminar activity in which the students were asked to compare
the United States, their host culture, and themselves as individuals on several cultural value
dimensioncontinuums She reflected on the graphic that emerged when all the students in the
class had placed themselves on one of the continuums:
| thought that was such a cool graphic because it was, like, okay, we all kind of
agree on [where] the U.S. and [the host courdryle ( €é) and then when vy
at us, we sort afoughlyfit in the America one, but no individual person matched
up perfectly even though as a whole we sort of fit it pretty well. And that was
definitely |I|ike, 6Yeah, | verotkough in thé hat ! I n
aggregate people wildl a | ot of times fit w
going to be a representative sample of that

thing to bear in mind with people here too.
Asking OWhy?5o

One prominentt e me t hat emerged only in Western Eu
majority of the students there said they felt the Seminar encouraged them think about why things
are the way they are in the host culture. As Sarah (WE) explained:
[The instructor] alwaysassy s, O Why ? 0 Like, &é6Why is that t
I think thinking that way is the best part
much out of it. Itds because instead of | U
my culture, | see somethingahd t ry to figure out why that i
people that arené6ét in the Seminar do that.
best thing about the Seminar.
Similarly, when asked if she felt being enrolled in the Seminar was affecting heremqeeri
abroadJen (WEY esponded, iYeah. [ €] I't just makes vy
you | ook at something and you think that way,
Just asking 6why?60
However, at least one studentin\Westn Eur ope did not al ways fi
entirely constructive. Jake (WE) made the following comment about the obvious/curious photo
activity the students completed during my visi
picturesand justési ng t he question 6éwhy?6 all the time

enlightening, per se. 0
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Seeing From Another Perspective

Another way in which the Seminar affected how students learned from their experience
abroad was that it helped them see from lagroperspective. This is not a real strong theme, but

is noteworthy nonetheless, especially because it emerged only in Africa and is particularly

interesting when compared to the 6Asking 6Why?

Whereas studenta Western Europe said the Seminar caused them to be curious about
why things were the way they were in the host culture, several students in Africa said the Seminar
actually pushed them to try to see things from the perspective of someone from thetinest cul

For example, Josh (Af) explained:

There wild.l be certain times when | just
O6Wai t . [ Mal i k] would tell me to | ook at
meeting every week in that class reinforces inmimd especi al ly when
just so frustratedl | i k e, 6This is a different cul ture

think the way theyodéd think,; try to see |

Angela (Af) also said the Seminar reminded her to think before coming at a situation. She added

Wedbve had a | ot of discussions about appr o:
in, which | think is really important butallyhar d t o do. [ é] But
class, just |l earning, 6Okay, this isnbét
thepe specti ve of someone who lives in this

Jane (Af) discussed how being able to see things from another perspective was improving
her experience abroad:

| really think that everyone should take the Seminar because & ymlpsee it in

a di fferent way . Because you can get

understand. And the frustration can turn into anger or it can turn into judgment

that you dondét realize. [ é] But the Semi

way émaoke you understand why they do those

time to just think about it and talk about

along in understanding the culture or accepting it as | am now.
Processing the Experience

Anotherway in whichthe Seminammpactedstudent learning is thatlielpedstudents

process their experience. This theme was not as strong as some of the others previously
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discussed, but it was mentioned by several students, although only in Africa. For exaneple
I asked Jane (Af) what she was | earning from h
cannot even express how much | 6ve | earned. An
it. o She |l ater reiteratedthhi 8l séatjmenthekpe
new things that I have seen and experienced, a
certain things that | see that are foreign to
Emma (Af) commented on how the Seminar was helping her come into assedoit
how she was processing the experience:
All of those activities and the discussions that go along with them and connecting
them back to our experiences here, | t hink
aware of how | 6m pr ociefs stimgr emdys eax pteirme nwlkee
really cynical or | feel a little defeatéda lot of the stuff we talked about in class,
I can remember that and sort of recognize t
Zoey (Af) spoke specifically about how one particular Seminavigchelped her better
understand how she was processing her experience:
We took photos of thingslike the obvious/curious photdsand sort of
discussed them. | thought that was a really valuable and interesting activity

because that involved us talkinigcut how we process what we see.
Suspending Judgment

Anot her theme within 6Role of the Seminar i
judgment . 6 Several students said the Seminar
Again, this was not as prominesf a theme as some of tharlierthemesn this category, but
was mentioned by at least three students across the sites. For example, when asked what she felt
she would take away from the Seminar, Jane (Af) responded:

To make sure to withhold judgmentAnd what | mean by that is, you see

somet hi ng and 06iytodusd rkei zgaorirngg ttoo ymak e some SO

no matter what you do. But to try and see the difference and why you [are]

making this assertion. [ €] t hlatme aym,udy ®u s
going to automatically think, O60Oh, thatoés w
why.

When | followed up on a comment Lucy (Af) made, asking her how it is the Seminar

helps her keep a fresh perspective on her experience, she explained:
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Trying to avoid evaluating a situation before you have enough inputs to be able

to evaluate it in a way thatos helpful. [ é
a bit, be more conscious about how youore
and people.

Increased SelAwareness

The final Roleefrthe Semindrin studentlearrdingi s o6l ncr eased s
awareness. 0 At Dboth sites, studenawarenssai d t he
They said they were both learning about thenesebnd increasing their own cultural self
awareness. For example, Jen (WE) commented, i
explained:

We do a lot of exercises [focused on] learning about yodrdeHrning styles

and (é) how vy oouhe culure hexal thepbest ways &ot you to learn

here and push yourself, and that kind of thing.

Students also said the Seminar was helping them learn about their own culture. When |
askedJake (WE) whahe was getting dwf the Seminar, if anythingh e r epl i ed, AThi s
has broadened my knowledge of (é) where the U.
Americans, howy o udir ewed when youddtrhei nons tlhimsppnsaedboutn.t o y
similar questionJen (WE)said A | tt likesseqing sow other people view Americans and that
kind of thing . I think itds interesting. o

Maeve (WE) spoke specifically about what she learned from reading about cultural
values in the United States versus the host culture, explaining:

| had neer really realized that some of those thifdike individuality in the

Uu. sS. ; everyonebs | i ke, 60h, youdd e unique,

and | didnoét really get that that was just
Similarly, Lucy (Af) dissussed the benefits of learning about subjective culture, which the
Seminar defines as fAwho y({SaeminaroeLivangnahd Ledining e y o u
Abroad BlLePrint," 2010)

I think one thing thatds been hel pful is t|
I think that particularly as a white Amer.
ourselves as people who have athikul tur e, wt
having to think about, i ke, 60kay, how do
how is that influencing my experience?b6 [
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your self whil e youdbre trying to interpret
t hat Oreallythepéuh
To summarize, there were nine ways in which
learning during their study abroad experiente. begin with students found it beneficial that the
Seminar gave them a space to step back and reflectioexperience while it was happening
and to discuss it with their peers and CIEE staff. Students talked about ways in which they were
engaging their experience differently as a result of what they learned through the Seminar. In
addition, they appreciatehat the Seminar gave them frameworks that helped them better
understand their experience. In Western Europe, the Seminar encouraged participants to
constantly question why things were the way they were in the host culture, whereas in Africa
students gd they felt the Seminar pushed them to try to see things from another perspective,
particularly through the eyes bbst country nationalsStudents also felt the Seminar helped
them process their experience and suspend judgment. Lastly, studertise Sedhtnar helped

increase their own seffwareness.
Critical Incident

During my observation of the first session of the Seminar in Africa, an incident occurred
that serves to illuminate many of the themes that emerged from the interviews. Here edescrib
what happened and then discuss the relevant themes from the student and instructor interviews.
In other words, these are themes that were already reported (in the case of the student interviews)
or will be reported in the next chapter (in the case @fristructor interviews), but here they are
discussed in regards to this particular incident. The purpose of reporting this critical incident in
this form is to present a richer pictwkthe relationship between the themes that emerged from
the interviavs and whabccurredin the class, as well as to illuminate the complex

interrelationships between the themes.
The Incident

The first part of the lesson is about the Intercultural Development Continuum (IDC). The
instructor, Malik, begins to go throughe PowerPoint presentation about the IDC and the
different worldviews. When he discusses Defense, which is one type of Polarization, he asks if
anyone has foundimself or herselin Defense at any time. Allison responds that at times she
has t hWwhuyg hatr,e men here so aggressive?d She exrg

phone number and continue to persist even when she says no. She adds that nothing in her
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experience has served to change her ysayingd about

that she used to feel that same way, but that she has come to realize this persistence in asking for
her phone number is perhaps more about curiosity than anything else. Angela interjects at this
point and says she wants to ask Elahe U.S. Amecan female staff member sitting in on the

coursé@ for her point of view on this matter.

Before anyone can say anything, Mal i k i nter
better position to answer that than me, for ex

Angela simply answer, fAYes. 0

Mal i k says something along the |ines of, AL

Angelar e sponds, saying something |like, dAaWell,

people chuckle. Malik tells Angela she can discuss the matter lakeEllenh and then he goes
on with the lesson. During this interaction, the feeling in the room is somewhat awkward or even
tense, from my point of view.

At the end of the class, six female students stay behind to talk to Ellen about this issue.

Unfortunakly | am speaking to someone at the time and am unable to see who appndexches

and | only catch the | atter part of the groupo

aboutpersonakxperiences in which men touched them in ways they feltdvo@iconsidered
inappropriate in the U.S. Another student also says that one of her friends on the program gave

her phone number to a guy and now he is texting and calling several times a day even though she

sent him the message that she is notinterested The only part of EIl Il enbs

hear is that she says that type of behavior had drastically decreased for her since being back in the

country as a wife and a mother. Several of the students indicate they are happy to hear that,
mentionirg that they would like to perhaps return to Africa one day and that they were concerned
about how they would be treated by men if they did.

At that moment, students and a professor for another class come into the room and we
have to leave. | go with an@hstudent to conduct our interview, so | am not privy to any further

conversations.
The StudentsO6 Perspective

| had already interviewed a few of the students prior to this class and was therefore
unable to ask them about this incident. However, | thikgout it with each of the students |
interviewed after the fact. Several brought it up on their own; if they did not, | asked their

perspective on the interaction. A number of the themes related to instruction emerged during our
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discussions of thisincd e n't . Most prominent among them wer
unaddressedd and O6Cul tural background of instr
Additionally, although to a |l esser exteand the
natureof the Seminar. Another theme that this critical incident highlighted, which comes from

the milieu category, is how challenging issues of race and gender were for many of the students in
Africa. Al t hough some of t henetemedheynates © c o mmen

reported below according to the most relevant theme.
Student Concerns Go Unaddressed

One of the primary themes to emerge in the
interviewgeing ed Paa dh-theDesofthasi & Beudebdt concerns
unaddressed. 0 Several students cited this inc
and the issues they raised often did not get adequately addressed from their perspective. Ann
explained:

A lot of times things are cw@nd questions thadtexample A was yesterday when

we were sitting there and [Angela] asked [Ellen] that question and [Malik]

completely,completelys ki pped over everything. [ é] Bu

all of ud well, all ten girl® definitely want to tat aboud needto talk aboud

and would love her perspective. But that was stopped. That happens quite a bit.

When asked about her gener al i mpressions of th
frustration over the exchange:

Overall | think mosof us left kind of frustrated, which is standard, | think, for

most of our [ Seminar] cl| adsoetsatlwasl dondt enj

but my friend wa8 and the dismissal of our questions.

Angela, the student who asked the question of Ellenigimited this incident, had a lot to
say on the matter and felt very strongly that it demonstrated how student concerns often go
unaddressed in the Seminar. Af ter explaining
| ocal menods epfypgelaaddesl:i ve nat ur

And of coursepf courset h at was di smissed and we coul dn

thougheveryonewanted to discuss that. And you saw how after class everyone

stayed to hear what [Ellen] had to say.

When asked how she felt after the fdobking back on the situation, Angela made a

comment that not only refers to the theme 6Stu
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upon O6More sharing, discussi on-hemnemwthingr oup r ef |
O0Teacbhetr er edrentarkedAngel a
It was really frustrating because | felt like [Malik] just completely dismissed the
whole thing, even though | know he knows that we were all interested in hearing
what [ EIIl en] had to say. [ é] Sro | kind o
that because | was really frustrated. But | wish that was something that we
discussed because | think that it is important anotelly is relevant to things

that we talked about in that class.
Curriculum-Driven Nature of the Seminar

Another susth e me wi t hcendé Eeadldbet hat was touched wu
di scussions of thidgiivreai. dentFoirs ex@umpr iegulwhren a

exchange between Angela and the instructor, Josh responded:

We want to share withor@not her . However , therebds a cu
do. So i tods l i ke t hat tensi on bet ween t |
supposed to teach, and what we as students

of what his response was. He had to finishdimeiculum.
I nstructorés Cultural Background Affects Abili

In addition to referring to the curriculudriven nature of the Seminar, Josh also
suggested the instructordés cul tur albktudenssc k gr ound
Interlaced with his previous comment, Josh also said:

| think it would have been interesting to have [Ellen] share her thoughts. But

(e) it also has to do with [the fact that’
[ Mal i k] . Andhas (é&) (B¢ mawaysure wedre | oc
culture fromaculturalva ppr opri ate | ens. [ é] He di dnéi
that issue at that point. Whereas [EIl Il en],

to deal with that for years and would Ibappy to try and help her fellow
American females that are interested in that.
Allison made a similar comment, also suggesting that the students sometimes found it beneficial
to hear the perspective of someone more culturally similar to them:
When [Angé a | asked [EIIl en] a question and [ Mal

ask me?6 and all of us were | i ke, 6 Wel | | y
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not from America. Whywould we ask you@ [ é ]But we were asking her a

guestion, l' i ke, hoHbwsd06 ypMWMadekh] wotul dnodt
And weobve alll been talking about it on our
[ ElI'l en] stands to |live here and put up wit

interesting to hear [after the class] that hergpeinmar ri ed does change hi

treated (¢€).
Challenging Issues of Race and Gender

As mentioned previously, this whole exchange centered around a question about local
mends Aaggr essi veneRumpeardnmenca)rwdmen in the pfogram, mar i | y
which highlights how challenging marmf the students found the issoiegenderin particular,
but also race This was also alluded to in many of th
those already mentioned. When | asked Ann if there was anything the previous class that
she thought went particularly well|, she answer
[EI'l en] afterwards. 0 I asked her to tell me a
beneficial. She responded:

Ithinkjus hearing a married womandés perspectiv

That not every man will do this for the rest of your existence. If you lived in

[this country], that (é) maybe, just maybe
[ é] S o really ddneficimlafer me actually, because there have been

moments when |1 06ve just been really, really,
[ é] So | really appreciated [ hearing] [ EI I

different than our experience.
Summaryd t he Studentsd Perspective

In conclusion, one of the things that this incident highlighted was, broadly speaking, how
challenging issues of race and gender were for many of the students at the site in Africa. Other
themes that emerged from the studetenviews that were illustrated through this particular
incident were that studentsdé concerns often we
background sometimes affected his ability to relate to students. In addition, some students
attributedthis interaction at least in part to the curricutdniven nature of the Seminar at this

site.
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The I nstructordés Perspective

| also asked the instructor in Africa, Malik, about this particular incident during our
observatiorspecific interview followinghe session in which this happened. His comments give
more background to the themes that emerged from the student interviews while also providing a
different perspective. Although the themes that emerged from the instructor interviews have not
yet been @scussed in detail, | highlight heseverakthemes from the instructor interviews that
were illuminated through this incident. These themes are primarily related to instruction and
include: 0 Us i n g-drivéd ivs. dudetrdaiverbappso@au, rér i acnudl uonHe | pi ng
students recognize and understand other perspe

next chapter, where | report the findings from the instructor interviews.
Using IDI Data

One of the themes from the instructor intervidwas to do with how the instructors use
studentsod scores from the I ntercul tur al Develo

Inventory (LSI) in their teaching of the Seminar. A dhbme that emerged in this regard, only

from the instructor in Africai s 6 Mor e speci fic, intentional app
worl dvi ews. 0 Mal i kés explanation of what he w
demonstrates, for exampl e, how he tried to tak

considerdion when responding:

|t was Sso interesting. [ sai d, 6 Wo w, t hat
Defense. 0 You know, 6Why are men so aggre
with some men so men are aggressive. o [ é]
aml going to respond to this?0 So | tried

in a defensive mode (é).

When asked what he felt went particularly well during the session of the Seminar in
which this incident occurred, Malik brought up the commaneJdnade during the conversation
that |l ed up to Angelads question, and he compa
As explained previously, when someone mentioned the topic of men in the host culture acting
faggr essi ve, 0 toXewlthat sasna way bushadconesoadahlize that this
persistence in asking for her phone number was perhaps more about curiosity than anything else.
The following quotationf r om Mal i k suggests how his knowl edg

played into s response. In addition, it alludes to how he attempts to use students in more

173



intercul tur al mi ndsets to push and pull the ot

commentandt hen contrasting it with Angel ads questi
[t hought,] O6Wow, thatés so interesting, you
it is a typical reaction of someone who re

glad to see how [Jane] always strives to look for alternative ways of seeing this

reality. [ ] And thatdéds how we can see the same
perspectived from a Defense perspective [and] also an Acceptance perspective.

Yet they are talking about the same thing. | think that is something that really

makes me see the plutgliof worldviews in this class, and the richness of the

debate and how some students (é) can contr |
the multiplicity of perspectives and the importance of considering things from

different angles.
Curriculum-Driven vs. 8dentDriven Approach

Another theme to emerge from the instructor interviews that was on display during this
incident i-dgivedvS.istuderi c uvem approach. 6 Whil e the
the site in Western Europe focused heavily atudentdriven approach, the instructor in Africa
emphasized the importance of balancing these two types of approaches. In contrast, as mentioned
previously, the students in Africa described the instruction in the Seminar as more-teacher
centered or curculumdriven. When discussing the critical incident in question with Malik, |
asked him what influenced his decision to talk with Angela after class, rather than when she
asked her question during the Seminar. His response hints at a relatively aurdcivien
approach:

It was more of a time issue. [ é] We have

are other worldviews that are equally important for us to discuss, like

Mi ni mization especially. [ é] 't i s an i s
disussi on, [ so] I thought, O6Well |l etds curb
have time to discuss it | ater. And itbdés i

basics about the other worldviews so that they could have a general idea of the

theory as avhole, rather than just snippets of a few worldviews.
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Helping Students Recognize and Understand Other Perspectives

Anot her theme from the instructor i nter vi

e W

under stand ot her per spe cibonheladwihAngelamaftedtheslassts si n g

Malik said he was tryingp helpherunder st and t hat EI |l ends opinion

many perspectives-e explained:
After class [ Angel a] sai d, 6 Wel |

particub r case, it is right. o I sai d, 61t

think that there are many people (é) wh o

, | know

may

[ El'l en] 7?60 Because those are the two thing
someone who knows i cul t ur e. And | said, oWell the
this culture and would probably have a dif"
relationships here. She sai d, 6Yes, t hat ¢
[Ellen] has her point of view, shieas her perspective, she has
one |l ens among others. o0 And she said, 00Oka

While Malik seemed to want to guard against the students drawing conclusions based on one

individual 6s perspeomnievbel masy wahtekdetost hedant &£

Summary of the I nstructorébés Perspective

To summarize, Mali kds perspective on thi

reaction illustrates several themes regarding his instruction style. Forlexampgomments

revealthahe tried to take studentsodé intercultur al

to Angel ads q utheyalsosuggest his fesponsedwag fueliecabrelatively
curriculum or agendalrivenmindset Lastly,when he addressed the question with Angela after

cl ass, it appears his goal was to help her
Conclusion

This critical incident, including the different perspectives on what happened, serves to
illuminate some of the themes that emerged in this study. More importantly, perhaps, it
demonstrates the complexity involved in a course such as the Seminar on Living and Learning
Abroad.

With regards to this specific incident, Malik attempted toredport 0 Angel ads

Ellen in a way that took into consideration
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under stand that EII|l ends p.eHowepee Arigéldvaongwiths | u st
several of her peadsreally wantedtohed | | en6s perspective on the
a challenge many of the students faced on a daily,lzasisthey wanted to discuss how to best
deal with it. Malik seemed to feel that he addressed the issue adequately and made his point with
Angela during their afteclass discussion. Although Angetdd Malik she understood his point,
she still left feeling frustrated and like her question had been dismissed. Several of her peers
echoed these feelings.

Where instructor and student commentsarding this incident did align was with regards
to the somewhat curriculwariven nature of instruction at the site in Africa. Malik recognized
that his response to Angel abs question was at
lesson plan.As mentioned in the student interview findings, many students felt the Seminar was
relatively curriculumdriven as well, and at least one student recognized that this was probably at
play in the incident in question.

In the next chapter, | report thaédiings from the thematic analysis of the instructor

(0]

S

interviews in more depth. Al so included in c¢h

scores and the findings from the administrator interviews.
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CHAPTER V: FINDINGS , PART 2

This chapterisaeot i nuati on of the findings. Her e
and the findings from the thematic analysis of the interviews with the Seminar instructors and

administrators.
I nstructorsodé | DI Scores

As mentioned in chapter three, all of the instoug took the Intercultural Development
Inventory (IDI) when they first bean teaching the Seminand again shortly before or after my
data collection visit. Therefore, | was able to compare their scores to see whether or not they had
developed intercultrally over the course of the time they had been teaching the Seminar. (Note
that an older version of the IDI was used when the instructors first took the inventory, so the
language was slightly different and numerical scores were not always includhedpirofiles.

For the sake of consistency, | have translated the scores from the older version into the verbiage
that the most recent version uses. Numerical scores are included when available.)

Andre, the lead instructor at the Western Europe sit#,téiok the IDI in late 2007 when
he began teaching the Seminar. Theildicated thatat that time, Andre was very squarely in
the Reversal form of Polarization. Whiea retook the IDI in late 2010e scored well into
Acceptance (122.57). In otheowds, during the three years he had been teaching the Seminar,
Andre moved out of Polarization, through Minimization, and into Acceptance. In comparison,
DeJaeghere and Cé2009)found that among teactseparticipating in an intercultural
professional development program, the average IDI gain osienikar 2.5 to 3.5year period
was 6.90 points, which would be the equivalent of moving fromPaitdrization to low
Minimization or from low Minimizationa® high Minimization.

Paolo started ctacilitating with Andre a few years after the Seminar betgamshe first
took the IDI in mid 2009. At that time he scored toward the high end of Minimization (109.18).
When he retook the IDI in early 2011, he vimg\cceptance (122.20). In less than two years, he
increased his score by approximately 13 points.

Malik, like Andre, started teaching the Seminar when it first began. He also took the IDI
for the first time in late 2007. At that time, Malik scowtdhe very top of Minimization, or what
is considered the cusp of Acceptance. When he retook the IDI in early 2011, he scored at the
very top of the Adaptation worldview (145). Essentially he had moved through Acceptance and

Adaptation during the thregears he had been teaching the Seminar.
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In other words, all three instructors made dramatic improvements in their intercultural
sensitivity over the period of time during which they were teaching the Sentimaddition the
thematic analysis of theinsr uct or s i nterviews that follows r

contribute their intercultural growth, at least in part, to the experience of teaching the Seminar.
Findings from the Instructor Interviews

Table18includesthe overarching coding agories and primary themes within each
category from the interviews with the Seminar instructors. As with the student interview coding
structure, some of these themes have furtherautbevensub-subthemeghat are not included
here. Instead, the futbding structure of each category is elaborated upon in the appropriate
section.

As mentioned previously, | initially conducted a general interview with each of the
instructors and then also interviewed them after each session of the Seminar thatdobiser
Western Europe, | observed three sessions of the Seminar. The lead instructor, Andre, was
present at all three, whereas hisiestructor, Paolo, was present at only the latter two.

Therefore, | interviewed Andre four times and Paolo three tinhe@frica, | observed two

sessions of the Seminar and therefore interviewed the instructor there, Malik, three times.

Milieu

As with the student interviews, a category

instructor interviews. The milieu refersaaything outside of the Seminar that might impact the

studentsdé |l earning and experience in the Semin
of the Seminar itself which might affect the s
categories.Table B outlinest he t hemes within O6Milieud and ind
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Table 18. Instructor Interviews: Overarching Coding Structure

Milieu
9 Cultural challenges students experience
1 Seminar context

Instructors and Instruction

Curriculum-driven vs. studendriven approach
Tailoring teaching approach to studg
Adapting Seminar lessons to cultural context vs. to the students
I nstructords intercultural worldvi e\
Teaching Seminar impacts instructors

Challenging students, but not too much

Encouraging students to think and question

Helping students recognize and understand other perspectives
Marketing the Seminar

Initial implementation challenges

=44 —_a-_a_-9_-9_9_92_-9_-2

Curriculum
T Lessonsand activities
T 6Cul tur al P ar t-are oussidghectassno@ndearningn s i d e
1 Repetitiveness

Students
1 Characteristics of Seminar participants
1 Seminar positively impacting students
1 Student motivation
1 Students connecting theory and experience

I nstructorsé6 CmeSeannarsi ons about
1T Whatdéds going well with the Seminar
1 Challenges of the Seminar
1 Seminar about more than the materials
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Table19. Instructor Interviews: Milieu Category

Where did the theme emerge|
OMi |l i eud Themes Western .
Africa
Europe

9 Cultural challenges students experience X X
I Seminar context X X
0 Importance of Seminar size X X

0 Importance of class configuration X
0 Scheduling challenges X X

0 Question of location X

A Complicated logistics X

A Desire to break with idea of aattitional X

academic class

o Place and time affect who enrolls X

0 Role of target language(s) in Seminar X X

Cultural Challenges Students Experience

Instructors at both sites mentioned some of the most common challenges students tend to
experience in thiocal culture. In Western Europe, for example, the instructors said students
often experience cultural misunderstandings with their host families regarding their freedom to
eat what they want when they want werestudents he r ef
who came to c¢class and sai d, 60My mom shouted at
supposed to. I cannot wunderstand. It was 1in
instructors in Western Europe said studé¢néseoften experience is related to volume when
communicating. Paolo explained:
At the beginning of al most every semester,
family is always mad [at each other] and at me. They are shouting and yelling all
the time. 6 eAndarvwe nsoay ,ma@dThat you. I'tds t
speak. We speak |l ouder than Americans do. 0
In Africa, Malik spoke of the cultural differences students commonly experience there
not so much as misunder st andi nmbostthe primary as FAstr e
challenges students on his program experience, he answered:
Just cultur al di fference. [ €] [ For exampl
actually see that that which is said is not necessarily what is is a little unsettling
in manyway s . [ é] And | think theyodre sort o
they donét know what to expectéor what is
the biggest challenge for students here.
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When asked whether there are specific cultural differences witthwtudents regularly have
difficulties, Malik said the regular use of silence in the local culture often makes students
uncomfortable. He also mentioned a different sense of humor, explaining:

There are certain issues that are very sensitive relaggehtter, for instance, that

we would joke thoroughly about here. Joking about race or ethnicity [is

[N

somet hing] people do here very freely. [
are very visibl@ actually physicallp i t 6s sort of disttbi cult for
the fact that they are referred to by their physical features or their gender.
In other words, the primary challenges students on the program in Western Europe were
facing, according to the Seminar instructors, had to do with misunderstandingsnmuo@ating
with their host families. I n Africa, deeper c
challenges as they worked to adapt to a much more indirect communication style and to the fact

they were often identified by their race and gender.
Seminar Context

The instructors cited several aspects of the Seminar context that they feel impact the
Seminar itself. The following themes emerged:
class configuration, & O0&fchleadamadtiingn,cdhadPleage sard

enroll s, 6 and O6Role of target | anguage(s) in S
Importance of Seminar Size

Instructors at both locations talked about the importance of keeping the Seminar

relatively smalll . Foit hem&mphtes WWooglko ngomménht é
very, very reduced grodp[sixlpeopl e. 0 This i s advantageous, h
easy to participate and to make them tell thei

mentioned that getty too small of a group can also have a negative effect. After one class, he

comment ed, AProbably if we had more students i
opinions or different points of view. It woul

Andreal so comment ed, Al try to have small gro
possible. o He mentioned that when they offere
l ocation during previous semesters, ithe only

Asked how many was too many, he responded:
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OQur |l ast group in the hotel was something |
with these large groups is that you have ten people who really, really participate
and are proactive, and then you have ten pewaple [just sit there bored],
waiting for these two hours to go by.
When asked about the ideal size of the Seminar, Malik, who had a class of eleven at that
time, responded:
| think up to 20 would be fine. | feel very comfortable with this number | have
no w, even though itbés a selfish way of appr
easier, while most students would benefit from [the Seminar].
Malik also commented on what he saw as one of the main challenges of having a large group in
t he Se mi nlorthe effeatiyenassyof theftourse, if you want to pay close attention to

individual student s, ités not very easy to do
Importance of Class Configuration

Anot her theme that emerged wi tmportaneegfdheds t o
class configuration. 6 T h i physicaldpace wwheré¢tbe t he act u
Seminar takes place. Although this was not discussed by Paolo or Malik, Andre brought it up on
numerous occasions. As mentioned previouslyhethree sessions | observed in Western
Europe, two were held in different CIEE classrooms and the third took place around a small table
in Andreds office. About the choice of space

I'f itds i n a c udendsyperceivent asjest anotharglass. tThey st

come, they sit down in class, they have their physical@ldes t her eds no spac

for moving around, for doing activities where you need to stand up and walk

around.

After one of the Seminar sessions | oledrin a classroom setting, Andre explained that
he had chosen to hold the Seminar there only because there were two additional people (me and
another student who had been absent the previo
like isthattheysdt ur t her back. [I'n my office] itds mor

[around the table]. Probably it was a mistake to change the setting of the discussion to that

classroom. 0 When asked what he f edthattooknt wel |
place in his office, Andre responded, AWe were
circle. People could not hide in the back. o
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Scheduling Challenges

Anot her theme with regards to tlhe Idmi narradc
instructors at both sites said it was initially very challenging to find a time to offer the Seminar
that would not conflict considerably with other courses. Malik explained:

Scheduling at first was difficult. The way our schedule workihét students

have two sessions of each cl ass every we

Wednesday, or Tuesday and Thursday. So, since this class is only once a week,

at first it wasnodot easy to have a time in w
Malik said that hisolution was to wait until students signed up for courses each semester, then
schedule the Seminar at a time when the fewest number of students had class.

In Western Europe, scheduling was further complicated by the fact that (1) students must
take a diret enrollment course at the local university, and (2) they often choose their courses to
allow for long weekend tripsAbout the formerAndrecommented

When | did the last presentation during orientation, the list was up to like 24

people. Everyonewaned t o take the Seminar. [ é] Du

people started to drop, drop, drop, drop, drop even though they wanted to do it.

Because itbés either oI take this course frr
will give me credit for or | take th& e mi nar . o And, sincerely,
what benefits them academically, [ need t ¢
uni versity. I f thatés the class that you r

Question of Location

In Western Europe, not only wé challenging to find a good time for the Seminar, it
was also difficult to decide upon the best location. While most students lived in the downtown
area, the local university and CIEE offices (where the CIEE classes were held) were located
approximatey a 15minute bus ride away in a smaller town. Over the semesters, the instructors
had experimented with different locations for the Seminar, holding it in a comfortable hotel
meeting room in downtown, in a classroairthe local universityand in the CEE offices. Two
subt hemes emerged surrounding the question of |
OEmphasis on breaking with the idea of an acad
Complicated logisticsThe situatiorjustdescribed made the question of where to hold

the Seminar logistically complicated in Western Europe. The primary complications revolved
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around finances and the commute (for either students or the instructors). Andre explained why he
decided to hold the Seminar in the CIEE offices that semester:
| t & guestion of finance, of space, and | wanted to try something different.
Finance because if we use the classrooms at the university, we need to pay for
those classrooms; if we use the conference rooms at the orientation hotel, we also
need to pay for tlo e . And the Seminar doesndt really
to do things to try to maximize our funds.
The primary complication of meeting in the CIE
office could only accommodate about five or six pepatel Andre felt the classrooms there were
not ideal environments in which to hold the Seminar, which leads to the netktesub.
Desire to break with idea of a traditional academic claBsth Andre and Paolo
explained that they hoped their choicendeting place would help students see the Seminar as
something different than a traditional academic class. Paolo talked about the extent to which the
three different meeting spaces with which they had experimented accomplished this:
[Location] affeds [it] a lot. The first year we [held] the Seminar downtown in a
hotel and it went pretty well because we broke with the idea of an academic
cl ass. We tried to tell the students that
I'tdés di f f e rfheldirg] the clds€rot in aSeaal classroom was pretty
good during the first two, three semesters.
Paolo said that when they held the Seminar 1in
a disaster. Because [the students] considered the &eamather class, and they went less
motivated to that <cl ass. 0 On the other hand,
space, |ike in the hotel, Abroke with the idea
Andre made similar comments about the importandeofc at i o n. He expl ai
a classroom setting, the students perceive it
t hat 6s -ctahsee wsocresntar i o . Dondét teach the Seminar

cl assr ooms afsc oilidnpeerwsiorncad medbnt s, 06 whereas he sai
Place and Time Affect Who Enrolls

In Western Europe, Andre and Paolo said that the combination of time and location had
an effect on who enrolled in the Seminar because it influenced hotv effect the students

needed to put forward in order to attend. For example, Paolo commented:
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I'f 1 td6s in the middl ¢oncampusl héeé hmoedsngowleérn o

[necessary], so everyone wil/l take it (e)
excu si on]j . This semester we are (é) [doing]
the students have finished their classes. So they have tostagmpus] t hat 6 s

why we only have, |l i ke, five. [ é] They h
outside waitly f or t he Seminar, and there are som
do that.

Andre mentioned how this differed from when they offered the Seminar downtown:
I f itds downtdowhnerien wtelber e ddhodeerereiour t wi c e

largest groups. It was eafyr them, comfortable. They would go home, have

l unch, and at four just wal Kontampugfhe hot el

they need to go home, have lunch, and then take the bus again up to the

university. And that also reduces the numbers.
Rde of Target Language(s) in Seminar

The role of the target language(s) in the Seminar was very different across the two sites.
In Western Europe, the course was originally taught in English, but the instructors had since
decided to teach it in the tardahguage, which was possible due to the language level
requirements of the program. In Africa, where students were immersed in and learning both
French and a local language, the language level requirements for entry into the program were not
as high. Thkre the Seminar had always been taught in English, although the instructor indicated
he tried to infuse use of the target languages when possible.

In Western Europe, the instructors explained that they had decided to teach the Seminar

inthe targetlangige because, as Andre comment ed, iLangu
Paol o el aborated, AYoubre not going to under st
the | anguage. [ €] That 6s why the [ Jthathguage ¢
program appeared, we decided to change [the Se

in Western Europe said initialthey experiencedome challenges teachitite Seminain the
target language, but that they could not imagine goauk bo teaching in English. Paolo
commented:
At the beginning it was more difficult for us. Because when you speak in [the
target language] to American students and you want to explain information, you

want to be very careful about the vocabulary sindctures and how you transmit
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the information. The very first sessions
they developed their [l anguage] skills (é)
beginning we were reluctant about teaching it in [the tdegeguage], but right
now we dondét even think about other possibi
Andre added, Al think the students (é) can pre
you may see someone really struggling with the language but, in general, | would say the
| anguage barrier has not been such a barrier. o
Malik did not talk as much about the role of language in the Seminar, except to say that
he tried to encourage the students to use the target languages whenever possible. For example,
during one session thhbbserved in which students created skits, Malik suggested they use
French or the |l ocal |l anguage to represent the
to me:
I would have liked them to have used more [of the target languages] in their skits.
[ é] Representing these unspoken thoughts
more challenging than doing it in English, but I think at least one group did it in
French, (é) which I think is very good.
Malik also explained that he has two versions of thiku€al Partners lesson plans designed for
students at different language levels. The more advanced version encourages students to use
more French when interacting with their partner.
To summarize, there were numerous contextual factors that the fostrfedt impacted
the implementation of the Seminar. They discussed the importance of keeping the Seminar small
(although not too small) and configuring the clasfeelmoreintimate They also talked about
the challenges they faced in schedulingSeeninar. In Western Europe, the question of where to
hold the Seminar was also important, and the instructors discussed the fact that their selection of
when and where to meet affected who chose to enroll. The instructors also commented on the
role of the target language(s) in the Seminar, highlighting the fact that the Seminar is taught in the
target language in Western Europe and in English in Africa.

Instructors and Instruction

The | argest category from t heordand er vi ews wi
I nstruction. 6 This includes references to the

imparting the Seminar materials, and how they feel their involvement in the Seminar has affected
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Table20. Instructor Interviews: Instructors and Istruction Category

Where did the theme
0l nstructors and Instruct.i emerge?
Western :
Africa
Europe
1 Curriculumdriven vs. studendiriven approach X X
o0 Studentdriven approach X
A Emphasis on participation and enjoyment X
A Focus on friendliness X
o Importance of balancing the two X X
T Tailoring teaching appro X X
scores
0 Teaching to preferred learning style vs. teaching
X X
around the wheel
A Teaching to preferred learning style X
A Teaching around the wheel (1 reference) X
0 Use of IDI data X X
A More specific, intent X
intercultural worldviews
A More gener al approach X
worldviews
1 Adapting Seminar lessons to cultural context vs. to the X X
students
0 Adaptinglessongo the students X
0 Adapting materials to the local culture X
T I'nstructorés intercultur X X
affect teaching of the Seminar
oISn_structoros l earning s X (1 reference)
eminar
0 ihgssertni;al: c t o rl wawldview affexts eaching o X (1 reference)
I Teaching Seminar impacts instructors X X
o Teaching Seminar affect X
worldview
o Teaching Seminar affect X X
students beyond the Seminar
1 Chdlenging students, but not too much X X
1 Encouraging students to think and question X
1 Helping students recognize and understand other X X
perspectives
1 Marketing the Seminar X X
o Selling the Seminar X
0 Recruiting committed students X
1 Initial implemenation challenges X X
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them Table20 outlinesin greater detail the themes, sthiemes, and susubthemes in this

category and indicates where each emerged.
CurriculumDriven vs. StuderDriven Approach

The different ways in which the Seminar was int@drat the two sites and how the
instructors talked about their approach to teaching the Seminar is at the heart of the first theme,
O6Cur r idiivenlvaastuden r i ven approach. 6 This refers to
followed the curriculumversfsocusing more on discussion and |
the course. -dhii M en tdep ro®Ga aild@& ndomi nat ed i n WesH
greater emphasi s baamingtheevidoAffmp or t ance of

StuderiDriven Approach

Thet heme é&Stiwdeenntapproachdé refers to the fact
took precedence over the designated curriculum in guiding the Seminar. This theme emerged
only in Western Europe and was commented on by both of the instructorskberexample,
Andre expl ained, Al think | 1l et [the student s]
somehow intervene in the Seminar with materials or with concepts that are not in the actual
|l esson plan. o Similarly, Paol o commented:

What | think goes well here is that we try to get their opinions and talk about

their experiences in class. [ €] I me an,

happened to one student than just constraining our teaching style to what it says

in the notes.
Onseverabccasions, Andre referred to their approac
way we presented [todaybds | esson] was in a ver
Twosubt hemes emer gedrwivtemi mmp@pStomcten td They ar
participation and enjoge nt 6 and OFocus on friendliness. 0 A

Western Europe.
Emphasis on participation and enjoymeiitiere was a heavy emphasis at the Western
Europe site on trying to get students to participate and enjoy the Seminar. thisadea was
mentioned in every interview | conducted with
know that they |ike to participate in class, s
Not only did the instructors in Western Europe want students to patécifey also

hoped they would enjoy their time in the Semin
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[it] is fun, easy to understand, [and] very approachable. Very specifically, | want people to enjoy
theclassath have t he ftdogloi rbga ctkh aate xd1 wweark . 6 0

When | asked about their perceptions of the sessions of the Seminar | observed, both
Andre and Paolo emphasized the enjoyment factor. For example, after the first session |
observed, Andre st at edignsitheGsemsesghatitheysehjoyeddvhatwiet h  t h
did and some of them, | think, got the point. oo
subsequent sessions.

Focus on friendlinessln addition to emphasizing participation and enjoyment, the

instrucbrs in Western Europe also talked about the friendly atmospheréytieycreate in the

Seminar . Andre expl ained, AiWe donét really fo
more | i ke a group of fri endsseveralthingsgndwhatdand, 0O/
you have to say about those things?60 He adde
comfortabl e tal kingdittod snen dq t€d) autabtici chpredaithiain t ha't
l'ine helps me. 0 n$iemi, | d&rAlnyd,r ePamldo | cormmeé hi nk we
we are |i ke friends for some student s. [ é] W
we become friends, not just i nstructors and st

Importance of Balancing the Two

In Africa, the instructor did not focus so much on participation, enjoyment, and
friendliness. Instead, he emphasized trying to strike a balance between adtivéenand a
more curriculumdriven approach. That is, he placed more importance on the theory and
cocepts while still trying to connect these to
these two approaches was also mentiénalthough to a much lesser exi@riy the lead
instructor in Western Europe.

In Africa, Malik spoke quite a bit about/ing to help students connect theory and the
content of the curriculum to their personal ex
to get some grounding in the theory and try to see how that theory applies to their experiences and
usethose x peri ences to go back to the theory again
comment ed, ifWe talked theory today, but it i s
theory for the sake of actually seeing the application of that theoneira | l'ife. o

| asked Malik specifically about how he tries to balance the need to get through the
designated curriculum with the fact that the Seminar is meant to be guided, at least in part, by the

participantsd experiences. He responded:
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tisnotaways easy to balance them. Even t houc

sometimes | try to say, O0Okay. I f | need t

what students consider to be important. 6 |

to realize that yes, wieave a set curriculum; the ideal thing would be to actually

try and cover everything thatodés in the curr

something that | choose to be relevant and important to the experience, | would

say we would go for it.

Malik emphasized, however, that the decision whether to spend more time on one thing or
another is his, and students may not always know what is best for their own development. He
commented:

To me the idea of experiential learning is not to just reach a ceetagoal by all

means simply because itodés been set as the

the students gain something from this experience and value that, even though it

doesnodt mean weodl | be just dwel ling on wi
important. They may not necessarily like something that might be useful to their
training. [ €] I think itds topepimgrtant al sc
and will help students develop the skills that we want them to develop through

the Seminar.

Athough this theme of trying to balance the
experience was not emphasized nearly as much in Western Europe, Andre did make an
occasional reference to |inking the tdéneesry and
For example, he explained:

Wedre not going to talk every day about why

homestay didnot do this, or why when you
member yelled at you and you wJeome offended
in automatically when we say something and

is related to why the faculty did this or w
To summari ze, whi | esand mterestavere at thanheastdhee x per i enc
Seminar in Weslrn Europe, the instructors there recognized the need to help students connect
their experiences to the content of the Seminar curriculum. In Africa, there was a greater
emphasis on trying to strike a balance between covering the curriculum material®anh
the studen8 e x p eto duiderthe Saminar, with the recognition that the instructor has a better

understanding of what wil!/ benefit the student
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Tailoring Teaching Approach to Students

As mentioned previoushgtudents in the Seminar on Living and Learning Abroad take
the Intercultural De v el o2005H eatning Stylesimvéentony ¢(SI)( | D1 )
at the beginning of the semester. lnstrt or s ar e supposed to take the
intercultural worldviews, as measured by these instruments, into account when teaching the
Seminar. Of important note is the fact that the instructors in Western Europe did not have their
studemt s6 | DI scores at the time of my visit, whi
instructors receive this information and discuss it in detail with one of the Seminar administrators
toward the beginning of the semester. This, however, had not pékee when | spoke to the
instructors in Western Europe in late October and early November.

To explore the extent and manner in which i
learning styles and/or intercultural worldviews when teaching, | begasking them a very
general question about what things about the participants influenced the approach they took in
teaching in the Seminar. If they did not mention learning styles and/or intercultural worldviews, |
later asked more specifically about htvey attended to these. Also, during my first interview
with thelead instructors, thegothpul | ed out a paper where they co
LSI scores. Andre had a chart with columns for the primary and secqrééeyredearning
stylesand the IDI scorefor each of the students; the LSI columns were filled out but the IDI
col umn was bl an K2005)lektairigistides braphdic wittothe lhoargifferent styles
at the end f t wo axes; student sdé names were | isted i
style (indicating both primary and secondary styles), with their IDI score listed under their name.
Both instructors also showed, dnewhiheh ri rsdiuadetng s\
students fall (0984, 2005)earrfing stytes. d dske&Klmth Bndlre and Malik to
tell me more aboutow they used this information. | also asked specifically about individual
studentd how the instructor viewed each particul ar
approach the instructors were taking with each of them. Two themes emerged, each with their
ownsubt hemes: 6Teaching to preferred | earning s
of I DI data. 6

Teaching to Preferred Learning Style vs. Teaching Around the Wheel

There were two ways that instructors used the LS| data, which were to teheh to

student s0 p rsgldsertoteach arbuaditine iexperigntial Learnipgl€(Kolb,
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1984) which is oftenreferrebt as fit eac hi n@Sazickip2008m) 6 Teacwhegl t o
preferred | earning styled6 was mentioned numero
with at least one reference from every interview with the lead instrueg, thut was not
mentioned by the instructor in Africa. On the
several times in my interviews with the instructor in Africa, but only once in all of my interviews

with the instructors in Western Europe.

Teaching to preferred learning styldn Western Europe, the instructors explained that

the main way they use the LSI data is to adapt
preferred | earning style. Andredexpé i earde r Si®
[this semester], so | adapt to those. 0 When A
student sdéd LSI and | DI dat a, I asked how he wuse

What | do is | specifically look at the primary [learning styldd.nd ( é) when |
plan how | am going to present the materials for that sendedgending on
whether students are more reflective, more abstract, or more active
experimentatioé | ask them to work in one way or another.

He explained what that meant foskiurrent group of mostly Active Experimenters (AE) and

Concrete Experiencers (CE):
I f you are an AE or a CE, readings are not
This semester | pretty much have only [CEs and AEs]. So | try not to give them
too much feading. Because | donét want them to think
is just another boringtwb our ¢l ass every week. 0

Andre also referred to this practice of teachi

observatiorspecific interviews.For exampl e, he explained after o
debrief in a very, very simple way. Once agai
oréthinking |l earning style. So | wanted to do

Teachingaround the wheelOn the other hand, Malik made numerous comments about
trying to teach around the wheel and encourage students to learn in different ways. For example,
he explained:
We have activities that actually lead students to being in touch peibiplé
going outside and doing some activities with their Cultural Partners or just taking
photos outside. [ €] When | ask/lthem to ci
see that we aractually rotating [around thex@eriential Learning §cle]. And

whenl introduce the theories to actually support the validity of this, we are trying
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to speak to a different type of |l earner .
useless unless you actwually try to see how
[ é] lAndy to tell them, O60Okay, these skills
you to come back next week and tell me how you have used them, either in class,
or on the street, or with your host fami |l i €
try to make ste that students are tapping into their different potential learning
skills (é&).
This idea came up again when Malik was talking about the debrief he conducted in a session of
the Seminar | observed:
For me, learning around the wheel or debriefing arourel wieel is not
necessarily a matter of starting from the
picking it up from where you think is the most relevant at that point and then
going around. As you could see, | ended that debriefing with the CE part and
aking students how they felt about it and so on and so forth.
When asked to explain further, Mabhkidthe skits they did in class provided the concrete
experience, so he started the debrief by trying to get students to reflect on andrutiasions
from that experiencand then think about what they had learned that they could implement in the
future. He commented:
Debriefing around the wheel for me is not just about touching on something that
is of interest to one type of learner and another anchanand another. | think
you can actually, based on where you are, touch on all four of them and add
another one if need be. Because [no] learner is just one type of learner. [Every]
learner is all types of learners.
Although Andre did not talk abotie idea of teaching around the wheel nearly as
extensively, he did bring it up on one occasion in reference to assigning a reading during one of

the sessions | observed:

Yesterday | wanted to make sur e, by statin
ikkt o go into the theory, but remember that
style is to go around the circl¢. € ] ur[ (o al (é¢) in life is to |
al | these four different aspects of how vyo

styles is btter than the other one, but we need to be sure that somehow we
manage to cover the [entire] spectrum. And how we can do this now is by

making sure you read this article (€é).6
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Use of IDI Data

The second theme under O6TaillDdrdi ng tdéeUascehionfg |

dat a. o This refers to how the instructors use
the Seminar.The tablen Appendix6includesa s hort summary of the | ead
perceptions of each of the individual studéntse x per i ences abroad, their

and t he s/postiDesootes. Dwo pitespecific subthemes emerged within this theme.

I n Africa, the instructor took a 6More specifi
worldvie ws . 6 In Western Europe, there was a OMore
worl dvi ews. 0 Of course, it is important to re
not have their studentsd | DinstaictooinAfrcadidt t he t i m

More specific, intentional appindficah to stud
Mal i k spoke extensively about how he used his

worldviews tointentionallytailor his approach to dérent situations and students.
To begin with, Malik spoke about haiwe IDI datahelp him better understand his
students and their reactions. He commented:
When (é) I see studentsd discomfort wi t h
comestomndid o try to see what this studentbés
sometimes the worldview sort of gives you an idea why students are reacting the
way they do. [ ée] I woul dndét say that the
by their worldviews, but when theworldview seems to account for reactions, |
try to make use of it that way.
Malik also discussed in greater detail how he tailors his approach to specific students and
intercultural worldviews. For example, he explained his approach with studentsdptéwnce
and Adaptation (note that Jane, the student he mentions, scored in Acceptance at the beginning of
the semester):
These students clearly see difference. And what | try to have them do is actually
toseemorerminces i n t hes ahalliadsk soemeoaelikedlane]to [ €]
do is to try to think more about the possictk
t hat [ Jane] has accepted something without
know you get it Now tr ybsdrving yoweselbo ve your se

Get out of this position A to position B. Position A means that you understand it
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but youdre not compl etely doing it. Posi:
consciously moving toward understanding a@oihgi © . 0
Inseveralinstames, Mal i k di scussed using the knowl
worldview in conjunction with other characterisics uc h as t he studentds r ac
political or religious beliefs, and past experiede tailor his teaching approach to that
individual. For example, he discussed the approach he took with a student in Minimization with a
strong religious background:
By looking at his own perspective, his own religion, | try to make him see
whether or not there are variables within this. Angsé his own references to
make him see also maybe the practice of religion as it differ Heheistianity,
particularly. [ €] I 6m trying to move hil
move him to more appreciation of the differences within that sphemel Kdow
hebs very, very influenced by his religious
the differences, it always comes back to what that sameness is.
Malik also explained that he alsiesto use studentsith moreinterculturalmindsetdo
Apusdh paunl | 6 t he other students along. He expl @
I try to use other students6é arguments to
andél eave them with the ball. [ é] [ 1] tory
students may actually manage to convinaghagther or try to help each other see
the point theydre making. [ é] They push e
Another way in which Malik said he tries to create pushes and pulls among the students is to be
very purposeful when putting them into small groups for actiitide commented:
Sometimes what | do is, when | pair them up in activities, | try to pair, say, a
student in Acceptance and a student in Def e
at least confront those worldviews hoping that one person will pull the other
person.
When observing the Seminar, | noticed at one point that Malik seemed to be acting very
purposefully when assigning small groups for a skit activity. | later asked him about this and he
explained:
| tried to do a mixture based on learning stydesl [intercultural] worldview to
have more balanced groups and to have then
each othersdé styles. [ €] I try to the be:

bit (é) to see how that &esanddullsactual ly gene
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More general approach t o dAsmuehtommred mediouslyt er c ul
for reasons not made explicit to me, the instructors in Western Europe did not have the IDI data
for their students when | conducted my site visitadfy through the semester. In this section, |
include studentso initial i ntercul t udhame; wor | dv
however, this is meant for informational purposes only and it must be remembered that the
instructors in Westerkurope did not have this data at the time | spoke with them and thus had to
specul at e o intercutiealworidgetvas d ent s 6

Comments from the instructors in Western Europe reveal a more general approach to
student s6 i nt er crexamplerwhdn asked aboud thd approach he afddAndre
take with individual students, Paolo responded:

I think the approach is basically the same [with] all of them. Because some of

them come with the idea that things are going to be different, whilesothet o n 6 t

come with that idea. So we try to show them that necessity to be more open

minded. The person who is already opeimded, they have to wait a little bit.

But it takes only one, two sessions (é) and

are maoe or less in the same stage, or situation, to keep on learning.

When asked how the Seminar attends to stude
about how instructors can use the IDI data to tailor their approach to individual students.
However, e did not provide angersonal examples. He explained:

When you have a student that comes to you, if you know in which developmental

stage he is, you can answer his questions or you can approach his concerns in a

very different way. If you have someoné&avis in Reversal and you know how

Reversals function and work, you can definitely answer his questions in a

different way than if he was in Acceptance or in Denial.
Andre also mentioned that responding in such a
during the years he had been teaching the Seminar. Although he did not have the IDI results for
his students, he said he Apretty much [ had] an
on their commentso and t hcammertiselepending omwherette di f f e
felt the student was on the IDI.

When | asked about his approasith specific students, Andre did not mention
intercultural worldviews specifically. Instead he focused mostly on how he tailored his teaching
tothestudest6 per sonalities. F or waastmegd theesemestesin me nt i @

Polarization, ijuite shy and explained:
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I can definitely not change her personality
to keep her talking and I try to formuldteh e questi ons so thereds n
[ é] Just form the questions in a differen
And | hope that by talking more and by feeling that we care about what she needs
to say, probably she will participate more.
Andre discussed his approach with another student, Jake, who also began the semester in
Polarization:
He has that curiosity, and my approach is like, you may have a little fire and you
can either let the fire continue or you can put a little more wood irtdirt.
With him, | would say I like to challenge him. | like to provide some more wood
so that the fire would grow, and eventually
Similarly, Andre said his approach to Sarah, a student in Minimization, alsoéavling to
challenge her:
I think at some point | may ask her to real
put y @ andshisis bbdiously in a metaphorical wag i n r i sk ? Why don
you get out of your comfort zone completely and just immerse gliungo [life
in this country] 2?6

With Amelia, a student squarely in Minimization, Andre said his approach was influenced by her

outgoing personality. Al think my approach wi
can, butalsotogether[telngage ot her people in the Seminar.
To summarize, the way in which instructors

learning styles and intercultural worldviews diffeg@gnificantlyacross sites. In Western

Europe, the instructors used th8l data primarily to help them teach more effectively to the
groupods pr ef esgwherehs theanatruatior in Africasfoegsmere on teaching

around the Experiential Learning/€e. With regards to the IDI, the instructors in Western

Europedi d not have their studentsO6 scores and, pe
personalitybased approach when it came to adapting their teaching approach to individual

students. The instructor in Africa did have this information and took a spexfic and
intentional approach in tailoring his teaching
he used to do this was to utilize thierstudents, especially thosgth moreintercultural

mindsets t o fApush and pull 6 each other along.
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Adapting Seminar Lessons to Cultural Context vs. to the Students

In addition to adapting their teaching approach, the instructors also talked about adapting
the lessons or curriculum materials. Although instructors at both sites mentioned adapting the
lesonsor materialsthere were approximately four times as many references to doing so in
Western Europe than there were in Africa. Furthermore, the manner in which they adapted and
thereasons for doing so differed across the sites. In Western Europe, @iPaolo talked
about Olésdoap 6 i nge st udent Maligwawmmefaesmsaedon n Af ri ca
60Adapting materials to the |l ocal culture.

AdaptingLessongo the Students

In Western Europe, Andre and Paolo said they ati@dessons anithe materials to the
students in the Seminar. More specifically, they talked about spending more time on certain
activities because students seemed interested, skippingstoimghings in small groups in
addition to the large group since the class was rathail to begin with, or moving on from one
activity to the next when it seemed like students understood or were uninterested. Paolo
explained:
We try to cover the materials, but sometimes, depending on the class, depending
on t he st ud edhmotvétioris,iwe gorfrensanesplage aoranother and
(é) we adapt the materials to the student s,
There are topics, text s, and ideas that t h
have any problem [to] continue workingith [those]. Because if they are
interested in something, they are going to learn.
Paolo mentioned a specific example of how they adapted the materials during one of the sessions
of the Seminar | observed:
For example, yesterday we had two thingsedact® the obvious and curious
pictures and the stereotypes. It was supposed to-b8,5%b 45 minutes for one
thing, 45 minutes for the other. However, we spent more than one hour with the
pictures because they wer e ipnagr,t iécQkpaayt,i ndgh
mi nhutes, we have to stop and change to this

talking about the pictures.
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Adapting Materials to the Local Culture

In Africa, Malik did not talk explicitly about adapting the lessons in the same way Andre
and Paolo in Western Europe did. Instead, he talked about adapting the materials to better fit the
local cultural context. For example, he said he does not do the Cultural Detective activity exactly
as prescribed. He e x pthatstudentd see Here that tvduld ke mbre e r e a
relevant [than], say, discussing values in [neighboring countries]. And | try to superimpose that
on the theory that is offered by the Cultural
After observing a session of the Seminar, | asketik\fehe had adapted the lesson in
any way. He explained that there had been an example in the PowerPoint that referred to wine,
but he changed it to a | ocal nut that Ahol ds a
example seemegdaliisen ctud ttulmias lenvironment . O
To summarize, while instructors at both sites said they modify the curriculum to some
extent, in Western Europe they reported doing so significantly more. Not only did they differ in
the extent, but also in the ways they@tdalhe instructors in Western Europe said they adapt the
curriculum to the studertisespecially with regards to time spent on various exercises and the
manner in which they carried out the activiieshile the instructor in Africa talked more about

modifying the materials to fit the local cultural context.

Il nstructords Intercultural Worldview and Lea
Anot her theme i n t hinterculuahvoeldyiew and leamingsstylen st r u c t
affect teaching of theesmi nar . 6 This i s -tbhreonkeesn: d oGwmnn sitnrt uwc tt ow

style affects teaching of the Seminard and 61l n
the Seminar. 6 Both themes were pereesmat acr oss

each in Africa.
I nstructorb6s Learning Style Affects Teaching o

In Western Europe, Andre and Paolo both mentioned on several occasions that they have
very different learning stylésas well as teaching styi@sand that they compheent each other
quitewellascd aci | it ators of t he (3085learingStyle According
Inventory, Paolo is a very strong Reflective Observer (RO), while Andre is highest @r Acti
Experimentation (AE) and also relatively strong in Concrete Experience (CE). Paolo commented

that he and Andre are very different as facilitators, then elaborated:
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Not only as facilitators, but as people who prepare materials. He needs zero
minutesto prepare a class and | would say | need like a week to prepare a one
hour session.[ é ]And | think that is stated in the Kolb tesfAndre] is a
fi d o ee likes leérningoy doing And | need to have everything very well
pl anned. [ ey differé& hut we eomplement eaeh other, which is
very good.
Andre confirmed Paolobds description of his own
who bases his | earning on doing thingse rather
| ater mentioned how this affects how he teache
adoedt he theory, itos fine, but [ want them to f
When Malik took the LSI, he scored highest on Active Expentation (AE), but was
also relatively high on Reflec&Observation (RO). He did nibavea particularly strong
opinionabout how his own learning style affected his teaching of the Seralttaugh he
commented
| try to force myself [to stretch &ning styles], even though | am more
comfortable asking students to always see the relevance of what they learn to
what they live outside. When | do a debrief of the classes, that is something |
tend to focus on a Iétl woul dnodt say artaspects efthex pense of
cours@ but | can definitely see how that may be attributed to my preferred

learning style.
Il nstructoros I ntercultural Worl dview Affects T

In Western Europe, both Paolo and Andre talked about how the intercultuldy e
Andre held when he first started teaching the SemtharReversaiorm of Polarization)
i mpacted the way in which he taught. For exam
he hated everything related to [this country]. Sometimesgiigans [were] not expressed time
[best] wayd Forexample, he said Andre usedepress some bias wheamparingtheU.S. and
host countncultural values Andre brought this up as well, providing an example of how his
previouslyheld Reversal worldew had affected his teaching:
At the beginning, | was very critical of the Cultural Detective [exercise], for
exampl e. [ ] I r eme mb ed thetmaterialftalkingst year t «
about the values [he@]and | was completely ripping them apdrtnean, | was

destroying all those concepts, [although] not consciously.
200



As was discussed at the beginning of this ¢
increased dramatically between when he first started teaching the Seminar and the time of this
study, and he discussed with me how he felt his own intercultural growth impacted his teaching:

During that second semester, | realized that when | was presenting the materials,

that Reversal notion in the IDI was affecting how | wasesenting the

informaion. Soby being aware of that, | started to teach these notions in a

different way.

With regards to teaching the Cultural Detective since moving out of Reversal, Andre explained,
ANow when | pr,esést mbhe maber iaallthmlthatpeolidessr i e w.
students with a more gener al and clear wunder st
concepts. O

In Africa, Malik made only one reference to how his intercultural worldview might
influence how he teaches the Seminar. Treeaamment he did make, however, touches on an
interesting point not previously addressed. Malik discussed the gut reaction he sometimes feels
in response to studentsd c¢ o nmnehnasie desenvdthtisow he h
studentd that what ismormal for him is not necessarily normal for everyone else. When asked
about the role his own intercultural worldview plays in the Seminar, he responded:

Itdéds hard for me to tell. But I can say t

now. Attitudinally , therebs still somet hing that ma

something that a student says that | may find a little bit contrary to what the norm

should be, | have to say. Even though | do a [good] job of controlling myself and

accepting that what my inmeal reactiond8 my sensory reactiodsmay push me

to take as the norm is [just one] norm among others.

To summari ze, both of the instructors in We
intercultural worldview and his own development affected how he taugBetimnar. They also
acknowledged that their different and complementary learning styles played a part in their
facilitation. In Africa, Malik had less to say about how his intercultural worldview and learning
style affected his teaching, yet his comnsexiudeto howimportant it is for Seminar instructors
to be self aware angmain conscious dhese thingat the same time they are attending to their

S t u d leamning ahndlevelopment
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Teaching the Seminar Impacts Instructors

While several of th@revious themes have to do witte impacthe instructorhiave on
the Seminarit also became apparent thaathing the Seminar impadke instructors.There
were two ways in which the instructors felt they had been impacted through the experience of
teaching the Seminar. First, they said teaching the Seminar had positively affected their
intercultural worldview. Second, teaching the Seminar wasials@ncing theapproachhey
took withstudents outside the Seminar. This theme (including botthsmbes) was evident

across sites.
Teaching the Seminar Affects I nstructordéds I nte

The lead instructors in both Western Europe and Africa said theydgteaching the

Seminar had positively impacted their intercultural developmehis theme is supported by the

fact that, as mentioned previously, all three of the instructors made significant gains on the IDI

during the time they had been teaching the Seminar. (Note that while Andre knew his most

recent IDI score at the time of omterviews, Paolo and Malik did not.)
When Andre initially took the IDIin 2007, he was in Reversal. When he took it again in

2010, he was in Acceptance. Andre explained that learning that he was in Reversal during his

IDI debrief with Seminar adminisdtor, Dr. Vande Bergactuallyhelped spur his own

development, which was then further facilitated through the practice of teaching the Seminar:
The first time that | took the | DI, the re:
took the IDI and Mick [Dr Vande Berg] [debriefed me], | realized that | was in
Reversal (é.), completely. [ é] And as t h
be more aware of the materials and the con:
is not where | should be. Thisisjusbt t he person | want to be.
was learning the material, | was accepting all the materials, | was incorporating
them into my personal i fe. The | ast ti me
Acceptance. I  have edehing theiSenginaryhasthdélpech ged and
me [develop].

Andre explained how | earning to facilitate stu

him develop his own:
| learned that | had to expand my mind and start asékihg@ same way as the

studentd 6 Wh y | saying that the health system in the U.S., for example, is
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better than it is [here]? Il s that true?d
students (é). I was in Reversal [so] | was
student i n Revasearlesraihg.experignée]not just for them, but
personally for me as well.
Malik first took the IDI in 2007 and waa high Minimization,just on the cusp of
Acceptance. He had not yet taken it a second time when we spoke, but did so shortly after
visit (in early 2011) and scored at the top of Adaptation. During one of our interviews, he
mentioned that the administrators had asked him if he wanted to retake the IDI to see if his score
had changed since he first began teaching the Seminar.idHeesaas curious to know if it had,
addi ng, Al wouldndét be surprised to see myself
that had anything to do with teaching the Seminar, Malik responded:
I think so. [ €] Bec au sedtooéhrough thisist hi ng t ha
to actually know that [my] value system is just one. One thing that | have really
learned here is to recognize that theresarenanypossible [ways] of seeing one
thing. Regardless of how dogmatic one can be, there are alweysalsgays of
seeing one reality. And this is actually the attitude that | try to have, even when

my initial reaction may be contrary to that.
Teaching the Seminar Affectsins uct or 6 s A p p rewrddhe Seimmar St udent s B

Not only did instructors atdih sites feel that teaching tBeminarhelped them develop
their own intercultural sensitivitythey also said it affected their approach to students even
outside the Seminar. Paolo and Malik both said their experience teaching the Seminar had
influenced how they taught other courses as well. For example, Paolo explained how he tries to
incorporate ideas from the Seminar into a course he teaches at the local university for future
English language instructors:

Every single unit takes into use someth[figm] the Seminar.[l] try to open

[l ocal] studentsdé minds and |l et them know t

points of view that they have to consider, especially if they are going to teach in a

class where they are going to have students frofardiit nationalities, different

learning styles, things like that.
Malik explained how his teaching style had changed as a result of his experience with the

Seminar:
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I used to be the type who would just l ect
[could] go the other way arour@lthat is b say, coming from the studerdsd
pushing them to understancetmeaning of those experienéewashuge. And |
think this informs my teaching in other col
more now to facilitate and help time make connections than produce and
generate those connections for them.
While Malik and Paolo said teaching the Seminar affected how they taught other courses,
Andre spoke extensively about the influertdead on his approach with all of his studenss, a
well as his staff, even outside of the classroom. For example, he brought up a conversation that |
witnessed him have with another staff member regarding a student (not in the Seminar) who was
having difficulties in her homestay:
When [my colleaguel w8 s ayi ng, OWe are going to meet v
are going to talk about whatds going on in
way they were going to approach the situalidrom my experience in the
SeminadB was not the bestomamy tex mder iidnce [(é€), F
tell students what to do, some people will do it, but most people will react. What
you have to do is you have to lead the students to where you want them to go.
Andre explained that instead of confronting students abowdsgtiey might be having, he had
learned to instead ask questions and try to encourage students to think about why they were
having problems and what they could ddrioto solve them.
As is suggested in the previous quote, Andre encouraged his staffensaimliry taking a
different approach with their students than they had in the past. He also mentioned he would like
to begin to conduct more formal trainings wihtis staffusing materials from the Seminar. He
comment ed, ASomethinhg mMhast abve(épal szedatw t he
themselves in the shoes of the students. o I n
you need to try to put yourself in their position. He continued:
And [that 6s] di f f i valuéstare goiny to affecOmpw yon us |l y you
perceive the situation. But if you train yourself to do that kind of stuff, | think
when students come to you (é) and they are
you can understand better how they feel.
When askedlbout hisfinal thoughts, Andragain discussed how teaching the Seminar

had affected his approach to students, summarizing:
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The Seminar is modifying the studentsod expe

my approach in a more eonst emroc urha guiral wawa yt. o ¢
i ssues. [ €] But at | east the Seminar is |
done in a different way (€é); the only thing

talking to, understand why the situation is happening from bwmtbess and

eventually try not to tell them what to do, but rather make them say what they

need to do, and lead them to where you want to go.

In summary, the instructors felt that teaching the Seminar had helped them develop their
own intercultural sensitity, and this theme is supported by the IDI data as well. They also said
the experience was positively influencing how they taught other courses and interacted with

students even outside of the Seminar.
Challenging Students, But Not Too Much

The next thene whi ch emerged at both sites, i s o6C
I nstructors in both Western Europe and Africa
students in the Seminar, but also indicated they were careful not to go too far.
In Western Europe, Paolo and Andre spoke mostly about pushing students to participate,
both in the Seminar and in the local culture. For example, Paolo commented:
I donét want t o get student s i nto stress
partici)platwinlgy (aésk you to participate at ce
to make you talk all the ti me. Because it@¢
youbre in a stressful situation, you donot
material and youlisconnect.
Andre echoed thiglea, explaining
I want to push t hem, but I dondét want them
6This is not worth it.o [ é] I f you push t
they may not want to participate.
While Andre and Paolo said they push students to participate, Malik talked about pushing
Seminar participants outside their comfort zone. Yet he too recognized the importance of not
overly challenging the students:
| try to organize this course in such a wagttthey will be pushed. | doitin a

way, of course, that makes the students not feel cornered and tracked down like
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beast s. But itds important for them to un

comfortable or uncomfortable.
Encouraging Students to Thimnd Question

Anot her theme regarding instruction is O6Enc
This theme=mergednly from the interviewsvith Andre in Western Europe; however, it was a
very strong theme for himto dQisvéeteaml answer s i
here to make them think. o A n darteebdsl ymaaiasrtk nmdeWhhyo?d(

encourage the students to do the same. As he explained:

My main goal i s, 060Are you surehmbdat that?
[ €] I l i ke to question everything. And t
want to give them the right answer. Therebd

For example, Andre explained the approach he took when a student in the Seminar complained

about the facthat her host mother went straight into the living room to watch TV after eating,

rather than engaging in conversation with her:
|l said, O6Why [do you think] she do[es] this
Because [the student] was prettyannogeddout t hi s, and | said, oW
one day, do the same thing she does? Go and sit with her in the TV room and
you may understand whhhiskedy & ardundesd yeard i s . As k
old, a widow; she lives by hersglff é ] 0 Wh y hick@bodt:t How long t
has she been doing this? How long ago did her husband die? [Has] she [had]
any company [since then]? Ask her, and probably you will see that one reason
that she does that i s because shheds not use
herd

Andre explained that by asking O6Why?déd so often

talked about why this is important to him:
They need t o | ook beyond their reality (
information that explains why things akkappeni ng in the way t ha
happening. And it may seem obvious, but from my experience over the last ten
years with CIEE, students tend not to go [beyond] that first step; they just see
something and say, oO0Wel |, kéthig bountidisis know why
bad. 6 And they never think, &6Why? Why i s
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To summarize, Andre felt very strongly that he had a responsibility not to give students
answers, but to make them think and question, and to inspire their curidsitgmphasized the
importance of encouraging his students to think about why things are the way they are in the local

culture and trying to lead them to find answers for themselves.
Helping Students Recognize and Understand Other Perspectives

Much of what the instructors stressed with regards to their goals and objectives for
particular c¢class sessions or the Seminar in ge
understand other perspectives. 0 strudidrsi atthowglas di s c
i n somewhat di fferent manner s. Tméeynwdedl Bed hab
notion of multiple perspectives, the idea that
beyond their fAown ofeadhitfyt ion@nane e fcromme pdf r

Paol o, for example, explained, -miktded,rfory t o t
just try to see things in just one way. 0 Andr
one of many. When ked about the objectives of a specific Seminar session, he answered:

Look beyond reality. Every image has two components: what you can see and

what 6s behind that. [ e] I f you really war

have to do two things. Ydoave to observe the picture, but at the same time you

need to understand that behind that picture there are many contexts that you need

to understand in order to see the whole picture.

Malik referred to this idea as helping students understand thdy iealonstructed. He
commented, Al think they have the basics and t
just natur al ; it is constructed. This is some
the semest er . 0 exampkes of dituatgpas\inghe Seenina in eHich ls@metimes
with the assistance of other studéntsied to help a student understand how interpreting
something in the local culture according to his or her own perspective or construction of reality
could bedetrimental. For example, he explained:

When [Zoey] mentioned how [people here] are really direct and [they] will tell

you, for instance, i f youobre f at t hat y 0 U ¢

communicate in a way that would make her understamcaw peopl e meant .

I think I tried to stress the fact that people may actually be talking about the same

thing (€é) but not meaning the same thing.

particular case is easy simply because instead of having tie tekiry and
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understand the meaning of the message from
are interpreting what the other person says from our own perspective using our
own lenses.
Malik talked not only about the need to recognize that differenppetises exist, but
also about the i mportance of | earning to shift
other perspectives. He explained:
What the Seminar is about is for the students to learn and recognize the
importance of moving towasdthe othed that is to say, shifting your frame of
reference (€é) in order to understand from
culture. And we try to give them the conceptual tools, but also the skills for them
to not just have a conceptual knowledge ddtttbut to develop hopefully the

skills to behave in a culturalgppropriate way.
Marketing the Seminar

A minoryetnoteworthyt heme wi th regards to the instruc
has b do with the way they market the coursdthough refegnces to this were minimal,
particularly in Africa, a sitespecific difference was notable. While instructors at both sites
confirmed they market the Seminar through their onlinedeqgarture orientation (OPDO) and
onsite orientation, in Western Europeh e f ocus was on 0Selling the ¢

it was more about ORecruiting committed studen
Selling the Seminar

I n Western Europe, Andre comment ed, il t hin
attracts peopl e. 0 eeifilamedhawvshé talks altow theeSeraitag asavelle , h
as a language commitment program, for the first time during their onlirdepagture orientation
(OPDO) and ossite orientation:

| try to build up that relation[ship] [of trust] during the online joi&parture

orientation, as well as during the orientation. And then when you talk to them

you say, 60 Wh at about the [l anguage commit |

fantastic opportunity! You are the only ones who can really do fhiie other

students, tay cannot do it. You are so special that we have designed this

program for you. [ é] This is optional
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experience is going to be much better than
with the Seminar.
Andre discssed the effects of this approach:
After the OPD@ and this is something that | work really hard to actdetley
all trust me. | know that if | send them afmea i | sayi ng, you know,
[Andre], they guy who was in the OPDO the other day. And | wauatto know
that we have these two really important aspects of the program. You need to take
them. o [ e] The effect that I have is th:
conflict with the schedule, | would have 24 people in the Seminar.
According toAndre, one of the key aspects of the approach to marketing the Seminar in Western
Europe is emphasizing the fact that it is for a select group of students who want to make the most
of their time abroad. As he explained:
| always try to tell them thatthi i s f or a s mal l group of pe
really interested in study abroad rather than in travel abroad. Kind of like a
mental process withtheim6 | f you are going to be in this
one of the best 6 Ahdébly doing that, sometimggu catch the attention of

some people.
Recruiting Committed Students

In Africa, although Malik did not mention many specifics about how he markets the
Seminar, he did emphasize the fact thatdoeises orattracing committed students. He
commentedfil want to attract students who are interested. Rather than just make it a question of
numbers, make it a matter of commitmént. Mal i k sai d he tal ks about
online predeparture and esite orientations and then asks interestedestigito write a onpage
proposal explaining why they would like to take the Seminar. This requirement helps him limit

the numbers and ensure that the students who enroll in the Seminar are committed.
Initial Implementation Challenges

Another minor, yehonetheless importarit, h e me i s t hat both sites ¢
i mpl ementation challengesd with the Seminar.
were very much about experimentation and it took time for them to really buy into tlieaSem
(the coinstructor in Western Europe was not involved in the Seminar at the outset). Malik

mentioned some of the areas in which they had to experiment:
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When CIEE introduced this pilot program, we were not sure whether we should
offer it as a requiredourse, how many credits it would be, and whether it would
be a separate course or part of the require
In Africa, the Seminar was first introduced as a required, core ciwseh took the place of the
6Soci et yreabn)c |Cabdlest W Kk comment ed, AThat was a di s
the approach to the Semidaand theconten® did not really cover everything they would like to
see in a course on [the | ocal] s theSeminagywaand c ul
changed to an elective course in Africa with a cap on the number of students who could enroll.
Malik explained:
With those adjustments it went much better because we had students who were
motivated and were interested in the issues there covered in the class, and
then from there we just decided that thatos
Andre discussed the fact that one of the initial challenges for him had to do with his own
attitude toward the Seminar. He explained howégan to buy into the Seminar as he became
more experienced in teaching it:
My first semester was really, refyl ly diffic
I was doing this. But eventually, as the
what wiaghasemednmg and has an impact on how students eventually
return home. [ é] And now | just enjoy doi
He explained this evolution in more depth, saying:
At the very beginning the [Seminar] materials fod dsom our perspectivi@

were a little bit cafusing. Everything was explained, but it was just basically,

6There you have [it], al |l the material s.
wor k. Second, we didnot understand why we
first semester | did poorly; mfsudent s di dnot really gain thi

The second semester, since | already knew all the materials, | started to teach
(é) in a better way. The students enjoyed
made me feel better. At the same time | fesding better, | was learning about
myself as well.
To summarize, there were several challenges when the Seminar was initially
implemented.A good deal of experimentation was necessary in order to find the best format for
the Seminar at each sitet also took instructors time to learn the materials, become comfortable

with the Seminardéds approach, and buy into what
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Curriculum

Anot her category that the instructors discu
lessomplans, activities, and other materials that aredesigned by the Seminar on Living and
Learning Abroad administrators at CIEE headquarters. The instructors talked about which
lessons and activities tend to be the most and least successful and aGuoututfzd Partner
component of the curriculum. Two of the instructors also identified what they see as the primary
weakness of the curriculum in general, its repetitiven@able21 outlinesin greater detail the

themes and suthemes in this categoryd indicates where each emerged.

Table21. Instructor Interviews: Curriculum Category

Where did the theme emerge
O6Curriculumdé Themes Western )
Africa
Europe
9 Lessons and activities X X
0 Most successful lessons and activities X X
0 Least successful lessoand activities X X
0 Semantic nature of the stereotypes lesson X X
T 6Cul tur al P ar t-are pussidleh& o n 1 X
classroom learning
T Repetitiveness X X

Lessons and Activities

| asked instructors about the strengths and weaknesses of the [Sammicalum and in
many cases they discussed specific lessons and activities they felt were the most and least
successful. They also discussed particular lessons and activities during the obsspeatiibn
interviews. Three suthemes emerged withinhi s cat egor y: 6Most succe
activities,6 6Least successful |l essons and act

|l esson. 6
Most Successful Lessons and Activities

There did not appear to be any strong themes with regapdsitular lessons and
activities that the instructors found most successful. In Western Europe, Paolo mentioned two
activities. The first is called the Obvious/Curious photo activityich | observed thergjn
which students identify and take photos ofgfs in the host culture they find particularly obvious

or curious, then they discuss in class why these things may be obvious or curious to them and
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vice versa for others. The second activity Paolo cited as particularly successful is tkieowell
intercultural training activity calledescribé Interpret Evaluate(D-I-E), in which participants
learn to describe an object or scene objectively before moving on to interpret and evaluate it
(which | also observed)Andre mentioned these two activities adlyand added the Cultural
Detective activityHofner Saphiere, 2004nd conversation about reverse culture shock to his list
of the most successful aspects of theiculum.

In Africa, the lessons and activities that Malik identified as most succassiudie the
D-I-E activity,thel esson on | ear ni n(@005)ltegring Stylebrventersghndo n Ko |
a discussion of studentsé own subjective or U.
|l earning styles, students particulartH¥E | oved i
exercise, Mal i k comment e dhelping btudénts umidestapdithat] 1 s v e
chances are that they will not get the right picture if they just jump to conclusions without trying

to understand the different perspectives that
Least Successful Lessons and Activities

The instructorglid not have as much to say about lessons and activities they found less
successful. Although Paolo mentioned the Obvious/Curious photo activity as one of the most
successful, both he and Andre also said it was not as efféuiveemesteas they woud have
hoped. Andre explained:

Personally | didnét | i ke many of the photoc

pretty plain. It tends to happen in that

didnot really wunder st andnd obhicus. GSonfefofer ence be
them thought curious meant curioétjike, 6 | have the curiosity to
behind that photograph. [ é] That was not

In Africa, Malik cited the lesson on stereotypes and cultural generalizations as the leas
effective, explaining:

When we did the stereotypes ( é) the stude

stereotyping, but sometimes | felt it was overly simplistic. Even though we put

things on a continuum [from stereotypes to cultural generalizations], some

stidents felt that it doesnodot just take rep!

cultural generalization, and so on and so forth. And | can understand that, but |

felt that the way the material is presented may also be changed. So | would say if

therewasmyt hing that wasndét so successful, tha
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Semantic Nature of the Stereotypes Lesson

The | ast comment by Mali k |l eads into the ne
the stereotypes | esson. 0 Mal i komdcufwabt e sugges
generalizations focused heavily on how phrasing or language can make a comment one thing or
the other. Malik was critical of this fact, which is why his quote is erefenced between the
last theme and this one. Paolo and Andre spoke exdeasively about that particular leséoim
large part because | observed them teach it and therefore it came up in our obsspeaiion
interview® and did so in a way that also emphasized the semantic differences between
stereotypes and cultural geakzations. Whereas Malik spoke negatively of this, Andre and
Paolo were more neutral, which is why this became its own theme rather than beirtgenseib
under OLeast successful |l essons and activities

Paolo began the stereotypes and cultural ganatiains lesson toward the end of one of
the sessions | observed and therefore had to cut it short, saying that, time permitting, they would
continue on the topic in the next session. His explanation of what he had intended to do if given
more timehighlightsthe semantic focus of this lesson:

We would have analyzed the homework that we gave to them to do at home.

Wedd have analyzed every single sentence ar

cultural generalization and why. Which are the modifiers? Whysentence is

one thing or the other.
Andre also alluded to the semantic naarure of t
stereotypes are very rigidthereas if you do a cultural generalizatidnends to open and more
f | exi blregardstowkét He Felt students took away from this lesson, Andre commented:

The idea that they got is that they had to stop grouping people by having these

di sconnected thoughts about, you know, 0 L
are | i kewthehknew they carNrmodulate their language in order to

present a more contextwualized vision of t
describing.

In other words, the instructors at both sites recognized an emphasis on the semantic
differences between stmtypes and cultural generalizations in this particular lesson. While
Malik mentioned this as an aspect needing improvement, Paolo and Andre were more neutral

about the lesson.
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6Cul tur al Par t nand GQusiddBeClassoant Ledrnmg i d e

As merioned in the previous chapt&eminar participantarerequired to choose
someone from the | ocal culture to serve as a
the topics covered during the Semi nCulturaland wi
Partner 6 a&lthsughgeithee Fadlesnor Malik spoke at much length about the Cultural
Partners aspect of the Seminar curriculum, this topic came up repeatedly in my interviews with
Andre, who also encouraged students to talk to thein@ia about topics brought up in class
several times during the sessions | observed. Andre discussed the benefits of the fact that
Seminar participants are required to have a local Cultural Partner with whom they speak on a
regular basis. He said he fitlhelps students get more engaged with the local society, link what
they learn in class to the reality around them, and simply have a better experience. He explained
how the Cultural Partner component works:

Wedre asking them tctety.gNew weeaskdghangte davevai t h t he

[Cultural Partner] who they can meet once or twice a week whenever they have

time and talk about what they saw in the

with this assignment? What 1is your perspec

Andre &plained how he feels this benefits the students:
ltds a way to |link the intercultural not i
(é) to talk about what we cover in class
we covered in class is completely corremt how that can be applicable to this
particular culture.

Andre felt strongly about the benefits of the Cultural Partner component of the Seminar and

emphasized that it was a means by which to get students more immersed in the local culture. He

explaired:
The more we promote that part of the Seminar and the program, the more
integrated into the city [students will become], the less time they will spend with

other Americans drinking in all the American bars that we have in town, and that

solves many, magn pr obl ems. Theyol | have better

experiences with their homestays.
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Repetitiveness

Anot her theme that emerged with regards to
remarked on several occasions that he felt the Seminar curriciBomewhat repetitive, and
this was also mentioned by Malik. This was not, however, brought up by Andre, the lead

instructor in Western Europe.

Paol o summari zed this theme when he said, i
overand overwithdlif er ent ter ms, di f ferent words. 0O He f
from my point of view, very repetitive. [ é]
Di fferent examples, different t extdos, Sdinfifleardryt,

Malik commented:
[ One of] the things that seems not to work
students have pointed out. For instance, this {seitiester student evaluation]
says, o1l occasionally feel simiplistic. t h e mat e
Particularly the stereotypes and the number of times we have talked about trying
to not judge, and value |l enses. 0 [ é] So,

redundancy, is something that they feel could be avoided.
Students

Thefouthc at egory about which the instructors s
previously, | not only asked the instructors about the Seminar participants in general, | also asked
them to tell me a little more about each of the individual students. Fouesheamerged from
their answer s: 6Characteristics of Seminar pa
0Student motivation, 6 and O0Students connecting

havetheir own sukthemes, which are outlidan Table22.
Characteristics of Seminar Participants

Much of what the instructors said about the
the Seminar participants. 6 When | asked instr
what theyfocused on differed in some ways and also shared several similarities. Fivesuds
emerge® some across sites and others atonlyondsité t hi n t hi s t heme: 0St

background factors that influencevitdhws rdoexper:i
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6Student sdé |l earning styles, 6 6Good students co

6Vamgyiengagement in the Seminar. 0

Table22. Instructor Interviews: Students Category

Where did the theme emerge
60Student sd6 Themes Western ,
Africa
Europe
1 Characteristics of Seminar participants X X
o Studentsd background f X X
experience
0 Studentsd intercultur a X X
0 Studentsd | earning sty X X
o Good students committed to making the most of X
experience
0 Varying engagement in Seminar X (1 reference)
1 Seminar positively impacting students X X
0 Increases understanding and reduces complaints X
0 Helps students cope with and adjust to cultural X
difference
i Student motivation X X
o Motivation for enrolling h the Seminar X X
0 Students ultimately responsible for their experien X X
i Students connecting theory and experience (1 reference) X
Studentsé Background Factors that I nfluence th

At both sites, the instructors discussed aspects oftheé Sear parti cispant sé |
that they felt may be influencing the students
Seminar . Instructors in both Western Europe a
and learning strengths (suchliatening skills and opemindedness) as factors that played an
i mportant role in their experience. In Wester
introverted or extroverted nature, language levels, and personality. Other influentia factor
brought up by the instructor itheirdediretolcepp i ncl ude
others, and their race.

Andre explained, for example, how he felt o
affecting her experience:

Shebs a person,yerydinl heedwn space. |think that will probably put

her in a more lonely situation; t here wonot

even sure if she has friends outside of the program.
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