
Florida State University Libraries

Electronic Theses, Treatises and Dissertations  The Graduate School

2014

An Evaluation of an International Service
Experience and Students' Intercultural
Competence
Saralyn Grass

Follow this and additional works at the FSU Digital Library. For more information, please contact lib-ir@fsu.edu

http://fsu.digital.flvc.org/
mailto:lib-ir@fsu.edu


 
 

 FLORIDA STATE UNIVERSITY 

COLLEGE OF EDUCATION 

 

 

AN EVALUATION OF AN INTERNATIONAL SERVICE EXPERIENCE AND STUDENTS' 

INTERCULTURAL COMPETENCE 

 

 

 

By 
 

SARALYN GRASS 

 
 
 
 
 

A Dissertation submitted to the 
Department of Educational Leadership and Policy Studies 

in partial fulfillment of the  
requirements for the degree of  

Doctor of Education 
 
 
 
 
 
 

Degree Awarded: 
Fall Semester, 2014 

 



 

ii 
 

Saralyn Grass defended this dissertation on October 31, 2014. 

The members of the supervisory committee were: 

 

  

  

                                 Linda Schrader  

                                       Professor Co-Directing Dissertation  

 

  

                                 Carolyn Herrington  

                                       Professor Co-Directing Dissertation 

 

 

 Christine Readdick  

   University Representative  

 

   

                                   Robert Schwartz  

                                       Committee Member 

 

   

                                   Tamara Bertrand Jones  

                                       Committee Member 

           

 

The Graduate School has verified and approved the above-named committee members, and 

certifies that the dissertation has been approved in accordance with university requirements. 

 



 

iii 
 

ACKNOWLEDGEMENTS 

 
When I first began pursuing my Doctorate, I could have never imagined all of the 

incredible experiences it brought me, all the amazing people I met, and all that I learned about 

leadership, research, and policy. I want to thank first and foremost, my rock, my better half, my 

constant cheerleader and supporter, without whom none of this would be possible, my husband, 

Gabe. Thank you for being my sounding board, my counselor, and my editor through this 

process. I look forward to supporting you in fulfilling your dreams in the coming years. 

Secondly, I want to thank my Chair, Dr. Linda Schrader, who has been with me since the 

beginning of this process and stuck with me through all of the changes in ideas and iterations of 

papers to provide me with sound advice and guidance. There are so many people who have 

helped me along the way and contributed to the completion of this long journey. I will attempt to 

briefly include them here, but you know who you are and hopefully I have told you how much 

you mean to me.  

I want to thank my dissertation committee for their assistance and direction in refining 

this project and making it something I am proud to share: Dr. Robert Schwartz, Dr. Caroline 

Herrington, Dr. Tamara Bertrand Jones, and Dr. Christine Readdick. And to the editor who 

helped me to improve my writing and stay on task, Dr. Marguerite Foxon, your assistance was 

truly invaluable. I’d also like to thank the other professors who helped me along the way and 

taught me so much both through coursework and their example: Dr. Stacey Rutledge, Dr. Patrice 

Iatarola, Dr. Tammy Kolbe, Dr. Lora Cohen-Vogel, Dr. Peter Easton, Dr. Jeff Milligan, Dr. 

Sande Milton, Dr. Richard Kunkel, Dr. Tom Luschei, Dr. Audrey Heffron Casserleigh, David 

Merrick, Dr. Cadence Kidwell, and Leigh Ann Osborne. And, of course, to the most amazing 

staff person who is always there to help with any issue that arises: Jimmy Pastrano. 

I also want to acknowledge my amazing family and friends who have continued to cheer 

me on through the years and have understood when I couldn’t hang out because I had to write. 

To my mom and dad, Debbie and Ronnie Sapp, the most supportive and loving parents a girl 

could ask for – thank you for always being there. I also want to thank my extended family and 

my in-law family for being awesome and listening to all of my sometimes harebrained ideas. I 

am sincerely grateful for my Children’s Forum family and the support they have provided me as 

well as for all for the learning and growth I have experienced as a result of this wonderful 

organization. And finally, to all of my friends who’ve talked me through the hard days and 



 

iv 
 

celebrated with me in the good ones. To those of you who have really been in the trenches with 

me at school, I’ll never forget the experience we shared: Dr. Phyllis Kalifeh, Dr. Scott Norman, 

Dr. Jennifer Phillips, Jennifer Blalock, Lynn Comer, Jonathan Ottley, Kim Berry, Meghan 

Hauptli, Ruth Feiock, and many others. And, to my friends who went with me as well as those 

who hosted me on my international journey to Costa Rica through the Beyond Borders program 

– thank you for the trip of a lifetime.  

And, last, but certainly not least, I must thank Universal Harmony Promotion, the student 

organization that allowed me to work with them in order to complete this dissertation. To the two 

previous directors with whom I worked on this project, you are both amazing women who taught 

me so much about international awareness and social entrepreneurship and I am eternally 

grateful to you for allowing me to follow you and the team on your journey in 2012. And to the 

two current directors, you guys are such a dynamic couple who I know are really making 

difference in the organization and are going to truly change the world with your ideas and 

passion. Thank you to all of the students in “UHP” who provided me with their honest feedback 

so that I could do this evaluation - it wouldn’t have happened without you! 

Cheers! To anyone who reads this, have a GrassLands brew on me! 

 



 

v 
 

TABLE OF CONTENTS 

List of Tables ................................................................................................................................. vi 
List of Figures .............................................................................................................................. viii 
Abstract .......................................................................................................................................... ix 

Chapter One:Introduction ............................................................................................................... 1 

Chapter Two:Literature Review ................................................................................................... 22 

Chapter Three: Evaluation Design and Methodology .................................................................. 61 

Chapter Four: Results ................................................................................................................... 89 

Chapter Five: Conclusions and Implications .............................................................................. 132 

Appendix A: Checklist of Potential UHP Stakeholders and Audiences ..................................... 156 

Appendix B: Researcher Memo .................................................................................................. 157 

Appendix C: Intercultural Effectiveness Scale ........................................................................... 158 

Appendix D: Intercultural Sensitivity Inventory ........................................................................ 163 

Appendix E: Checklist for Determining When to Conduct an Evaluation ................................. 167 

Appendix F: Permission to Use ICSI .......................................................................................... 168 

Appendix G: Participant Interview Questions ............................................................................ 169 

Appendix H: Director Interview Questions ................................................................................ 171 

Appendix I: Informed Consent ................................................................................................... 172 

Appendix J: Student Debriefing Letter ....................................................................................... 174 

Appendix K: Original and Renewal IRB Approval Letters ........................................................ 175 

Appendix L: Program Evaluation Standards .............................................................................. 177 

Appendix M: Individual Demographic, Academic, and Contextual Characteristics of Student 
Participants ...................................................................................................................... 180 

References ................................................................................................................................... 182 

Biographical Sketch .................................................................................................................... 191 



 

vi 
 

LIST OF TABLES 

Table 1: Study Abroad Classification Chart ................................................................................. 29 
 

Table 2: Changes in Participant Demographics and Characteristics from 2000/01 to 2009/10 ... 32 
 

Table 3: Factor Analysis Item Loadings for Continuous Learning (CL) Subscales from Kozai . 68 
 

Table 4: Factor Analysis Item Loadings for Interpersonal Engagement (IE) Subscales from  
Kozai ................................................................................................................................. 68 

 

Table 5: Factor Analysis Item Loadings for Hardiness (HA) Subscales from Kozai ................... 68 
 

Table 6: Evaluation Plan ............................................................................................................... 75 
 

Table 7: Summary of the Demographic and Academic Characteristics of the Participants ......... 90 
 

Table 8: Summary of the Contextual Characteristics of the Participants ..................................... 91 
 

Table 9: Descriptive Statistics for IES Raw Data from Likert Scale ............................................ 93 
 

Table 10: Frequency Distributions of Participants’ Categorical IES Scores ................................ 97 
 

Table 11: Comparison of the Characteristics of the Participants With Respect to Their 
Categorical IES Score’ in the Dimension of Continuous Learning ................................ 100 

 

Table 12: Comparison of the Characteristics of the Participants With Respect to Their 
Categorical IES Score’ in the Dimension of Interpersonal Engagement ........................ 100 

 

Table 13: Comparison of the Characteristics of the Participants With Respect to Their 
Categorical IES Score’ in the Dimension of Hardiness .................................................. 101 

 

Table 14: Comparison of the Characteristics of the Participants With Respect to Their 
Categorical IES Score’ in the Overall IES Score............................................................ 101 

 

Table 15. Results of ICSI and Descriptive Analyses .................................................................. 104 
 

Table 16. Frequency of Participants’ Flexibility and Open-Mindedness Composite Scores ..... 105 
 



 

vii 
 

Table 17. Flexibility and Open-Mindedness Composite Score Descriptive Statistics ............... 105 
 

Table 18: Study Abroad Classification Chart for UHP .............................................................. 148 
 

Table 19: Demographic and Academic Characteristics of the Participants ................................ 180 
 

Table 20: Contextual Characteristics of the Participants by Project ........................................... 180 
 

Table 21: Contextual Characteristics of the Participants by Multicultural Experiences ............ 181 

  



 

viii 
 

LIST OF FIGURES 

Figure 1: Increase in Study Abroad Participants from 2000/01 – 2009/10 .................................. 30 
 

Figure 2: Evaluation Logic Model for UHP and its Projects ........................................................ 60 
 

Figure 3: Graphic Representation of IES Dimensions and Variables........................................... 62 
 

Figure 4: Educational Background and Age of Kozai Group’s Pilot Group ................................ 67 
 

Figure 5: World Region and Ethnicity of Kozai Group Pilot Group ............................................ 67 
 

Figure 6: Frequency Distributions of Participants’ Raw IES Scores ............................................ 94 
 

Figure 7: Frequency Distributions of Participants’ Categorical IES Scores................................. 98 

 

 

  



 

ix 
 

ABSTRACT 

 In 2011, President Obama called upon the education system to prepare students to be 

competitive in today’s global workforce in order to regain the United States’ position as the 

international leader in business, politics, and education. In response, colleges and universities 

have begun to internationalize their curriculum and introduce more cross-cultural experiences for 

students such as study abroad and international service learning programs. 

The intention of this study was to understand how intercultural competence was 

developed in students participating in three international service projects approximately one and 

a half years after their return, understand students’ attitudes about their experiences, and propose 

suggestions for program improvements into future planning.  

  Using a logic model as the conceptual framework for understanding program theory, this 

study addressed the following questions: 

1. To what extent are intercultural competence outcomes realized by students approximately 

one and a half years after their return from participating in one of UHP’s three 

international service projects?  

2. What program elements facilitate or impede students’ acquisition of intercultural 

competence? 

3. What program elements can be expanded upon or changed to improve the program?  

 The study was conducted with mixed methods and incorporated both qualitative and 

quantitative data. Surveys were conducted using the Intercultural Effectiveness Scale (IES) and 

the Intercultural Sensitivity Inventory (ICSI), which were designed to identify students’ 

intercultural competence outcomes. The IES measures three dimensions: continuous learning, 

interpersonal engagement, and hardiness. Based on the dimensions of the IES, interviews were 

completed with each student approximately one and a half years post-project trip. The two 

student program directors also participated in a separate, second interview process seeking input 

on proposed changes both for the organization and the future design of international service 

projects.  

Sixteen students participated in one of UHP’s three international service trips. Fifteen 

responded to the surveys and 14 made themselves available for an individual interview. Results 

were based on the subsequent analyses and triangulation of these data sources. The data showed 

all but one student scored in the ‘high’ range of the IES. The interview responses supported these 
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scores and showed that students developed not only intercultural competence through their 

experience on the trip, but other skills including project management and evaluation. The data 

collected via the Intercultural Sensitivity Inventory suggested that students appeared to be 

flexible and open, however, the scores on the adaptability section suggested participants’ 

misunderstanding of the objective of the measurement tool itself.  

Program elements which facilitated students’ development of intercultural competence 

were identified. These included their involvement in the management of day-to-day activities 

while in-country, integration into the community and the culture, participation in community 

development activities, and extensive intercultural interactions. Because students were able to 

work and live alongside local community members, they seemed to gain a greater empathy for 

the culture and truly valued providing services to them. Survey data showed that students scored 

highest in the Interpersonal Engagement dimension, and this was supported by the interviews.  

 A lack of planning was identified by many as a factor undermining the effectiveness of 

the program. All participants commented that they felt some of the elements were not planned 

well enough and that this had negative effects on the program outcomes. Although the change of 

plans seemed to upset students and distracted them from their goal of helping the host 

community, it all also gave them opportunities to develop other important skills like problem 

solving and team work. A number of important recommendations to enhance the program 

surfaced in the interviews,  including: having experienced directors stay with the program for a 

long period of time; pre-trip opportunities to learn more about the culture, the host country, and 

the work to be expected upon arrival; recording and passing on lessons learned, policies, and 

practices; recruiting students earlier for participation in projects; delegating some of the planning 

work to students; recruiting from a  greater range of academic disciplines; more pre-trip time to 

get to know other students; and having a liaison in the U.S. for the students abroad. The 

implementation of these recommendations will provide UHP with a stronger foundation and 

ensure a more sustainable organization. Overall, all participants found the experience to be life 

changing and expressed the desire to have more such organizations on campus.  

 Recommendations for future research include comparisons between a control group and 

the intervention group as well as comparisons within group from before, immediately after, and 

sometime after in order to understand the impact of the trip over time. It is also recommended 

that UHP conduct more internal evaluations so that they can compare data across years.  
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CHAPTER ONE 

INTRODUCTION 

On July 19, 2011, President Barack Obama hosted an education roundtable with key 

leaders from both the public and private sectors, where he said: “A world-class education is the 

single most important factor in determining not just whether our kids can compete for the best 

jobs but whether America can out-compete countries around the world” (Mechaber, 2011, para. 

3). The competition for jobs among individuals as well as the competition for business among 

industries is increasing, and the education system is under pressure to respond. Producing high 

caliber graduates who can perform successfully is a major concern of the Obama administration 

in an effort to position the United States as a global leader in both education and business. 

Thomas Friedman reiterates this in his landmark book, The World is Flat (2005), when he writes:  

The global competitive playing field is being leveled…It is now possible for more people 

than ever to collaborate and compete in real time with more other people on more 

different kinds of work from more different corners of the planet and on a more equal 

footing than at any previous time in the history of the world (p. 8). 

Friedman explains that now, more than ever, historical and geographical divisions are 

becoming irrelevant and individuals must be prepared to compete with others across the world 

for jobs. Individuals need to also be equipped with the skills to work with other cultures as 

businesses grow their clientele globally. Both statements have major implications for today’s 

higher education institutions and their students because of the increasing competition. 

Universities are challenged to prepare students to become not only highly competent within their 

chosen field, but be able to work within a multicultural environment. This study explores how 
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higher education is responding to this challenge and evaluates the outcomes of one such program 

at a prominent southeastern state university. 

 This program, the Universal Harmony Promotion (a pseudonym used to allow for 

anonymity of the program and its participants, and hereafter referred to as UHP), was awarded 

an Outstanding Commitment Award by the Clinton Global Initiative (CGI) in 2008 as a result of 

its work in Rwanda. With funding from the Wal-Mart Foundation, a student award from CGI 

was presented to UHP and used to create a computer center for children in the area and to serve 

as a free internet café to the surrounding community. Because of the positive attention garnered 

by this award and other CGI-funded projects, UHP was able to build relationships in other 

countries and provide their services throughout Africa. In the summer semester of 2012, 16 

students spent up to three months in Nepal, Rwanda, or Uganda conducting international service 

projects. The focus of this study is an evaluation of these projects. 

The first section of this chapter explores globalization and how it is affecting higher 

education. The chapter then examines the institutional responses to globalization and the 

increased competition it brings for more competent students, including study abroad and its 

characteristics and outcomes. Finally, the program and its projects to be evaluated and the 

significance of this work at the micro- and macro-levels are described.  

Context of Globalization and Diversity 

 While not every scholar agrees on the benefits of globalization, the fact that it affects our 

world cannot be argued. As Naím (2009) stated, “To its critics, globalization is the cause of 

today’s financial collapse, growing inequality, unfair trade, and insecurity. To its boosters, it’s 

the solution to these problems. What’s not debatable is that it is here to stay” (p. 28). Critics of 

globalization see drawbacks such as: outsourcing (people in developed nations losing their jobs 
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to developing, less expensive countries), the imposing of Western ideas on Eastern thought (and 

the possibility of a loss of cultural identity), and the transfer of corporate quality to other 

countries (as corporations begin to build infrastructure outside of the U.S.) (Ganguly, 2011).  

However, as Naím (2009) has stated, supporters of globalization see the same scenarios 

in a positive light, particularly for developing nations whose economies are strengthened and 

whose corporations are able to diversify and grow. Because advancing technologies continue to 

make it easier to communicate across cultural and geographical boundaries, Naím has suggested 

that these effects of globalization, whether seen as positive or negative, are only going to expand. 

Preparing future employees to thrive within this rapidly changing landscape is important. This 

section will briefly define globalization as it relates to this study, outline some of its effects on 

the higher education system, and discuss what this means for college graduates about to enter the 

workforce. 

In the 1960s, media expert Marshall McLuhan envisioned the world becoming a “global 

village” driven by expanding technology (McLuhan, 1964). Over the past 50 years, his 

prediction has been realized, although it is unlikely that McLuhan foresaw the unprecedented 

rate at which communication and technology is affecting our lives today. In the past, many tools 

developed for long distance communication or travel, such as the telegraph, the steamship, and 

even the television and telephone, were reserved for institutional use or available only to the 

affluent. Additionally, the main goal for these devices was to spread news regionally or 

nationally, but rarely globally (Naím, 2009). In less than 100 years this has changed, with access 

to global information now commonplace. In 2009, Nielsen reported that over 80% of Americans 

had a computer in their home, and of those, 92% had internet access - up from 78% just one year 

prior. In 2011 President Obama made it a priority that 98% of the United States’ population 
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should have access to high-speed wireless services within the next five years (U.S. DoC, 2011). 

This rapid increase in access to information, particularly via the internet, about events, social 

norms, and ways of life across the world has impacted every society at multiple levels.  

Held and McGrew (2007) describe the multileveled impacts of globalization and define 

its characteristics as follows:  

• a stretching of social, political and economic activities across political frontiers so that 

events, decisions and activities in one region of the world come to have significance for 

individuals and communities in distant regions of the globe 

• the intensification, or the growing magnitude, of interconnectedness, in almost every 

sphere of social existence from the economic to the ecological 

• the accelerating pace of transborder interactions and processes as the evolution of 

worldwide systems of transport and communication increases the rapidity or velocity 

with which ideas, news, goods, information, capital, and technology move around the 

world 

• this growing extensity, intensity, and velocity of global interactions is associated with a 

deepening enmeshment of the local and global… (pp. 2-3) 

The definition of globalization used in this study is based on the work of Held and 

McGrew (2007). Globalization is “the widening, deepening, and speeding up of worldwide 

interconnectedness” (p. 1). Each of the aforementioned characteristics has a significant impact on 

multiple facets of our lives. As our relationships expand across nations through outlets like social 

networking, so too do our professional lives. It is imperative that educators look more closely at 

these cross-cultural interactions and determine how to better equip students in order to keep pace 

with the ever-growing changes happening in the global society. Held and McGrew (2007) point 
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out that globalization affects us on almost every level and that it can also be experienced locally. 

Students from a variety of fields, not just international studies or business, must be prepared to 

work in a more multicultural environment.    

Globalization also impacts the United States with its increasing blend of cultures. 

According to the 2010 Census, almost 13% of the population is foreign-born and more than 20% 

speak a language other than English at home (US Census Bureau, 2012). Businesses, outreach 

organizations, and government agencies are faced with the task of providing products and 

services to diverse groups. While the goal is to serve every individual effectively and 

appropriately and create stable environments for all cultures residing in the United States, this 

does not always occur. Where it does, however, is in community-based organizations that 

specifically promote diversity and integration in order to contribute to the success of mixed 

cultural communities (Nyden, Maly, & Lukehart, 1997). Globalization need not lead to a “clash” 

of cultures – diverse populations can work together and create positive, growing societies that 

share ideas and create structures. Accomplishing these goals, however, requires individuals to be 

equipped with the capabilities to work with multiple cultures.  

Adding another layer to the complexity of globalization’s effects on the US, many 

companies are now increasingly working in the international marketplace. A study conducted by 

The Business Journals in late 2010 and early 2011 showed that almost a quarter of small and 

midsize businesses (those with less than 500 employees), which, in the past had to deal mostly 

with local markets, are now choosing to  move into the international arena (Bernhard, 2011). One 

outcome of this is the engagement of the U.S. workforce with foreign governments and 

industries in numerous ways, ranging from education to homeland security. This emphasis on 

global business and multiculturalism requires business students to be trained in intercultural 
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awareness if they are to be marketable (Webb, Mayer, Pioche, & Allen, 1999). The need for 

those entering the job market to be more culturally aware, particularly university graduates in the 

professional workforce, is now unparalleled and the competencies gained during their university 

experience are critical to their post-graduate success.  

Implications of Internationalization of Higher Education 

Higher education is responding to the effects of globalization – often with a policy-based 

approached called internationalization. As defined by van der Wende (1997), 

internationalization is “any sustained effort aimed at making higher education more responsive 

to the requirements and challenges related to the globalization of societies, economy, and labor 

markets” (p. 19). This effort includes “integrating an international/intercultural dimension into 

the teaching, research, and service functions of the institution” (Knight, 1993, p. 21). This 

section will review the progress made by the United States in internationalizing its universities.  

While the U.S. has made strides in providing students with global experiences in the form 

of classes and study abroad, many feel the progress lags behind its competitors. NAFSA: 

Association of International Educators in its publication An International Education Policy for 

U.S. Leadership, Competiveness, and Security (2007), states that the nation’s failure to prepare 

students to be knowledgeable in foreign relations and cross-cultural communication hinders both 

its ability to lead in the future as well as its security. Specifically, NAFSA stated that 

“Globalization has reached a point where the United States cannot expect to retain its 

competitive edge if its workforce lacks strong international and cross-cultural knowledge and 

skills,” (NAFSA, 2007, p. 1). NAFSA developed a policy proposal to which universities were 

requested to respond.  
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 NAFSA (2007, p.2) proposed a list of strategic goals the higher education system must 

take in order to produce more globally-minded students: 

• Promote international foreign-language and area studies 

• Create a comprehensive strategy to attract international students and scholars to the 

United States 

• Create a comprehensive strategy to establish study abroad as an integral component of 

undergraduate education 

• Strengthen citizen- and community-based exchange programs  

This study focuses on NAFSA’s third recommendation – study abroad.  

As the United States becomes increasingly diverse, so does its student population. This 

makes it even more important for higher education institutions to train students, including future 

teachers, to be sensitive to the needs of a multicultural audience (Banks et al., 2001). The ability 

of programs providing this training has been questioned. Webb, Mayer, Pioche, and Allen (1999) 

report on the inadequacy of international business (IB) undergraduate programs in relation to 

preparing students to compete in a globalized job market and meet the expectations of future 

employers. In their sample of 99 U.S. and foreign-based international firms, the researchers 

found that employers considered IB graduates to be inadequately equipped for entry-level job 

duties, and identified a need for increased foreign language skills, more international training 

including experience working abroad, and more experience interacting with people from other 

cultures. Their findings reiterate the need for universities to address multicultural awareness and 

provide students with the intercultural skills and content expertise being demanded by the 

Obama administration.  
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Study Abroad and International Service Learning 

IES Abroad, the Institute for the International Education of Students (2012), states the 

goal of study abroad programs is to create more “interculturally competent leaders who have 

both the understanding and skills to effectively, humanely, and positively navigate across 

different cultures, in politics, education, business, or the non-profit sector” (para. 2). 

Unfortunately, not all university students are able to participate in such activities. In recent years, 

study abroad programs have been utilized by more affluent students who can afford to pay for 

the program and spend time away from their professional lives (Martinez, Ranjeet, & Marx, 

2009).  

A 10-year study published in 2011 by the Institute of International Education (IIE) found 

that despite increased interest and enrollment in study abroad programs, the typical student 

demographic has remained the same: namely white, female, and in their junior year of 

undergraduate study. Currently, the number of students studying abroad represents only one 

percent of domestic students enrolled in higher education (IIE, 2011a). Assistant Secretary of 

State, Ann Stock, stated “For American students to be competitive in today’s globalized world, 

international experience is critically important” (IIE, 2011b, para. 7). If studying abroad as a 

means to create competitive, competent graduates is to become an educational priority in the 

U.S., more resources must be allocated for its promotion and more research conducted in this 

area.  

Bringle and Hatcher (2011) looked beyond classroom-oriented study abroad experiences 

and suggested the integration of study abroad with service learning. Kuh (2008) identified 

service learning as a “high-impact educational practice” that “challenges students to develop new 

ways of thinking about and responding immediately to novel circumstances” (p. 15). Study 

abroad is also categorized as a high-impact activity, and Kuh (2008) found that study abroad 
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participants become more involved in educationally purposeful activities following their return 

than their stay at home peers. As previously discussed, the internationalization of higher 

education has also brought about a third education factor – international education. International 

education has similar goals to study abroad programs, primarily in the preparation of students to 

work with other cultures, but such education can be experienced abroad or within the domestic 

classroom. These three systems complement one another by providing students with an 

opportunity for experiential learning while gaining the skills needed to work internationally or 

domestically within the context of another culture.  

Study abroad has emerged to become “an umbrella term for educational programs, both 

credit and non-credit, that take place outside of the boundaries of the United States. Such 

activities include, but are not limited to, classroom study, research, intern- or externships, and 

service learning” (Golay, 2006, p. 15). Because the term is so broad, research in the field 

encompasses varying levels of interaction within the host culture as well as a wide variety of 

activities performed by students. As a result, experts have begun to further dissect study abroad 

into more specific terms that describe a subset of those interactions and activities. One such 

distinction is international service learning (ISL). The definition of international service learning 

used in this study is: 

A structured academic experience in another country in which students (a) participate in 

an organized service activity that addresses identified community needs; (b) learn from 

direct interaction and cross-cultural dialogue with others; and (c) reflect on the 

experience in such a way as to gain further understanding of course content, a deeper 

understanding of global and intercultural issues, a broader appreciation of the host 
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country and the discipline, and an enhanced sense of their own responsibilities as 

citizens, locally and globally (Bringle & Hatcher, 2011, p. 19). 

Because international service learning is a relatively new classification for study abroad, this 

study also explores the outcomes and details of common study abroad programs. The outcome 

under review in this study is intercultural competence. Because traditional international service 

learning is connected with coursework, the projects in this study do not exactly meet the 

definition. The projects conducted by UHP, therefore, will be referred to as international service 

projects. This study will, nevertheless, contribute to the study of international service learning as 

a field. The students who participated in one of three international service projects were surveyed 

and interviewed to better understand their realization of intercultural competence. 

Intercultural Competence 

Intercultural competence (ICC) has been defined in a number of ways. There are also 

alternative terms with the same or similar meanings such as: cross-cultural communication, 

global competence, intercultural interaction, cultural sensitivity, and ethno-relativity (Fantini & 

Timizi, 2006). In this study, these alternative terms are included under the umbrella term 

intercultural competence, in order to avoid term confusion. The definition of intercultural 

competence used in this study is the one provided by Martin and Nakayama (2010, p. 47), as “the 

ability to behave effectively and appropriately in interacting across cultures.”  

Sizoo, Iskat, Plank, and Serrie (2003) discovered that when hospitality employees 

demonstrate high levels of intercultural sensitivity, there is a significant correlation with scores 

on “service attentiveness, revenue contribution, inter-personal skills, job satisfaction, and social 

satisfaction as they relate to cross-cultural encounters” (pp. 61-62). This study reinforces the 

need for student intercultural competence, as well as its positive outcomes, both intrinsically and 

extrinsically.  The next section of this paper explores study abroad, which researchers have found 
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is one effective strategy to help students improve their levels of intercultural sensitivity 

(Anderson, Lawton, Rexeisen, & Hubbard, 2006).  

Many theorists have conceptualized ICC in terms of a multi-dimensional framework. 

According to Ruben (1976), competency goes beyond knowledge or attitudes, and is manifested 

within an individual’s behavior. His seven dimensions of ICC include: display of respect, 

interaction posture, orientation to knowledge, empathy, self-oriented role behavior, interaction 

management, and tolerance for ambiguity. Together, these dimensions comprise the ability to 

function within an unknown environment while being consistently respectful of others. The 

concepts that make up intercultural competence within this study are similar to Ruben’s but are 

based on the dimensions and variables within the primary assessment tool – the Intercultural 

Effectiveness Scale (IES). This measurement and its components are discussed in Chapter 3. 

An International Service Program - Universal Harmony Promotion 

Universal Harmony Promotion (UHP), founded in the Fall of 2006 at a prominent 

southeastern state university in the United States, is a student-run program whose mission is to 

provide service-based international opportunities for students. The stated goal of UHP is to aid in 

changing the world for the better by providing needed assistance to one international community 

at a time. UHP relies on international service projects to create sustainable, grassroots 

development in targeted areas. 

Similar to study abroad programs, UHP acknowledges the intrinsic benefits students 

receive from exposure to international opportunities in the humanitarian field. UHP differs from 

study abroad programs in that its goals are to provide benefits for participating students (i.e. 

gaining knowledge about global issues, international experiences, etc.) as well as for the host 

country (e.g. starting a women’s empowerment program, assisting with the start of small 
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businesses, teaching English, etc.). UHP has three core values: sustainability, service, and 

education.  

Three International Service Projects  

 This study assesses three UHP international service projects active during the 2012 

summer semester. The following are UHP’s descriptions of the project plans before the projects 

commenced. In the first project (lasting three months), four students were to travel to the 

Pokhara district of Nepal to intern with a United Nations-affiliated organization. The group was 

to hold two 90-minute trainings per day focusing on English conversation with a total of 100 

Nepalese students. Additionally, the group was to visit elementary schools across the district as 

part of an environmental education project where they would make presentations and plant trees 

with local school children.  

In the second project, five students were to travel to Entebbe, Uganda to work at a local 

orphanage, expanding an on-site health clinic to provide basic health services to the children and 

members of the community with little or no health access. The students were also to assist in 

nonprofit management and website development, as well as serve as mentors and tutors to the 

children of the orphanage.  

A third group of seven students were to spend two months in Kigali, Rwanda monitoring 

and evaluating past UHP projects, as well as advocating for these communities among the 

nonprofit networks in the capital. The students were to act as researchers and complete a 

stakeholder analysis comparing the intent of various development projects and their actual 

impact. A detailed description of the actual implementation of these three projects is provided in 

Chapter 2. 
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  A unique feature of UHP is that the program is entirely student-run. From the 

coordination of international activities and assignments to advisory board functions and project 

direction, UHP is comprised of volunteers - mostly undergraduates but including some graduate 

students. In the previous school year (2011-12), the program’s two directors, both undergraduate 

students, spent more than 25 hours per week on UHP-related projects. The program’s faculty 

oversight is also volunteer-driven. UHP’s focus is on the implementation of service learning 

initiatives in developing countries which often present unique challenges such as government 

instability or lack of access to common resources such as electricity, the internet, and running 

water.  

This study will contribute to a better understanding of student outcomes from engaging in 

an international service project in a developing country, because this setting has received 

relatively little attention from researchers. The challenges related to projects in developing 

countries make it difficult to evaluate the implementation and outcomes of such international 

service projects.  

Purpose of Study 

The purpose of this study was to conduct a summative evaluation in order to understand 

students’ perceptions about their international service experience in a developing country, the 

extent to which intercultural competence is realized approximately one and a half years 

following the close of their international service experiences, and to identify areas for program 

improvement. Intercultural competence outcomes were assessed to better understand how well 

students are able to understand and interact with individuals from other cultures.  

This study was undertaken in response to the call for the preparation of students entering 

a globalized work environment and to provide them with competencies to work effectively in a 
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multicultural environment whether domestically or internationally. I selected the UHP program 

as the vehicle to learn about students’ experiences in an intensive, short-term international 

service program because of its unique characteristics that contribute to intensive student 

involvement. 

UHP and its international service projects are characterized by three unique aspects. First, 

UHP is a student-run volunteer organization. Second, their projects are conducted in developing 

countries rather than in developed countries, and finally, their primary intention is to empower 

and improve the local community in the host country. A review of the research found little that 

focused on international service and its impact on student attitudes and behaviors, specifically 

within volunteer-run organizations. There is also little research on study abroad students and 

their experiences in developing countries. This study adds to the understanding of the field in 

relation to these factors. More information about the UHP program and its projects is provided in 

Chapter 2. 

Logic Model as a Program Theory 

In order to understand students’ experiences, one must understand the program theory. 

The program theory I used is a logic model which provides a clear flow of processes in a 

program, typically reviewing how a program will operate based on its inputs, activities, outputs, 

and expected short-term, intermediate, and long-term outcomes (Fitzpatrick, Sanders & Worthen, 

2011). Logic models are necessary when the outcomes of a project are assessed to identify the 

key program components, how these components interact, and the expected outcomes of those 

pre-planned interactions. Logic models allow evaluators and program operators to better 

understand how a program is currently operating, while providing a template for both parties to 

review program objectives, how these will be accomplished and which individual(s) will be 
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essential in carrying out specific activities related to each expected outcome. The evaluator can 

review the logic model and identify pertinent evaluation questions. The development of the logic 

model used in this study are explained in more detail in Chapter 2. 

Evaluation Questions 

The intention of this study was to understand how intercultural competence was 

developed in students participating in three international service projects approximately one and 

a half years after their return, understand students’ attitudes about their experiences, and propose 

suggestions for program improvements into future planning.  

Using a logic model as the theoretical basis, this study addressed the following questions: 

1. To what extent are intercultural competence outcomes realized by students approximately 

one and a half years after their return from participating in one of UHP’s three international 

service projects?  

2. What program elements facilitate or impede students’ acquisition of intercultural 

competence? 

3. What program elements can be expanded upon or changed to improve the program?  

Significance of the Study 

 It is important for graduating students to develop intercultural competence so that they 

can be adequately prepared to work with diverse populations, both domestically and abroad. 

President Obama has called upon educators to better prepare students to work effectively in 

today’s rapidly changing environment. If the United States wishes to become an international 

leader in business and education, it needs to evaluate how colleges and universities are preparing 

future employees to effectively function in a global environment.  
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 This study addresses one program that seeks to provide students with the opportunity to 

gain intercultural skills and experience while contributing to local communities through service 

learning projects. This program is unusual because it combines international experiences with 

service learning opportunities. This study worked with UHP stakeholders to identify the 

program’s impact on students’ intercultural competence as well as generate suggested program 

improvements. This study will be of value to institutions with programs of similar size and scope 

in developing their own evaluations. 

Need for Evaluation 

 This study follows an internally-conducted, formative evaluation of Universal Harmony 

Promotion program’s international service projects in 2012. I worked with UHP before, during, 

and after the international service projects of Summer 2012, conducting an evaluation of the 

change in participants’ perception of intercultural competence following the trips. This was done 

through surveys and interviews immediately before the trip as well as shortly after the students 

returned. Over the course of the trip, the students also journaled about their experience, 

responding to prompts about their acquisition of intercultural competence.  

The internal evaluation showed a significant change in students’ levels of intercultural 

competence after the trip. The directors of UHP and I were interested in following up with 

students approximately one and a half years after their return to better understand their attitudes 

to their experience and to assess their long-term acquisition of intercultural competence. 

Although this study does not examine the data collected during the internal evaluation, the 

program will be provided with the data from this study (once it has been stripped of identifying 

information) to make their own comparisons between the two evaluations.  



 

17 
 

Data from this study will also provide the organization with insight into the students’ 

experiences, the level of intercultural competence they have developed, and gather their 

recommendations for program improvement approximately one and a half years following their 

international experiences. UHP hopes to use the evaluation data to improve future projects, their 

program tactics, to garner more faculty and university support, and to demonstrate internal and 

external due diligence for the purposes of private grant funding. UHP hopes to enhance its long-

term sustainability by leveraging the insights from the evaluation. In addition to this study, a 

more usable, shorter report will be prepared for the unrestricted use of UHP. This document can 

be used in grant applications and as a reference for program insight and growth. 

Evaluation Stakeholders 

Stakeholders are individuals or groups with a stake in a program, whether for financial, 

political, or other reasons. It is important that the evaluator identify and involve stakeholders 

prior to and throughout the evaluation to ensure the purpose of the evaluation remains at the 

forefront of the research. When preparing and implementing an evaluation, the evaluator must be 

cognizant of the stakeholders’ individual perspectives, personalities and objectives regarding the 

evaluation in order to balance the sometimes competing agendas (Fitzpatrick, Sanders, & 

Worthen, 2011). Fitzpatrick et al. (2011) adapted the stakeholder checklists of two prominent 

evaluators (Greene, 2005; Scriven, 2007), producing one that encompasses a wide variety of 

individuals and groups that may have some sort of involvement in a particular program. This 

checklist was used to identify the stakeholders of the UHP program, specifically with regard to 

the three summer 2012 projects. The completed checklist for this evaluation can be seen in 

Appendix A.  
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In determining who the evaluation stakeholders were, I considered the perspectives of 

every individual or group of individuals with a potential interest in this study’s findings. 

Successful stakeholder involvement can lead to increased use of the evaluation findings (Patton, 

1997) and by including multiple groups, a variety of perspectives are identified (Brandon, 1993). 

Primary stakeholders are those individuals the program is intended to impact; secondary 

stakeholders are those who provide services or are involved in decision-making processes 

(Witkin & Altschuld, 1995). Using Fitzpatrick et al.’s (2011) checklist, both groups were 

considered in order to achieve full inclusion and successful utilization. Potential stakeholders 

were determined to be: the funders of the program, boards/agencies that approved delivery at the 

local level, other providers of resources, program managers, program deliverers, direct clients of 

the program, and groups with concerns about negative side effects of the program or the 

evaluation.  

The program managers, considered secondary stakeholders, were the first to be 

considered when designing the evaluation framework. It is only with their assistance that I could 

fully understand all aspects of the program. The managers were two co-directors who were 

undergraduate students and who supervised the program on a voluntary basis.  They were key 

contributors in determining who the other stakeholder groups were, as well as their roles and 

needs in the evaluation. UHP has several funding streams, including: individual donations, the 

home university, and grant-making organizations. When designing the evaluation, the program 

managers and I discussed what information previous donors would want to know that could be 

leveraged to obtain future funding. It was determined that their greatest interest was the impact 

the projects have on students. UHP has both faculty and student advisory boards and the needs of 

both groups were considered.  
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The program managers made both advisory boards aware of the evaluation process and 

goal, and solicited input. The boards had the same interests as funders, thus strengthening the 

evaluation framework and proposed questions. Those delivering the program itself, the students, 

and the direct clients, the host community or organization, were all considered primary 

stakeholders because the projects would have a direct impact on their experience and future. One 

of the primary groups, students, became the focus of the evaluation in order to determine if the 

goals of the projects were met. Potential negative side effects from the evaluation were 

determined to be minimal. Stakeholders thought that the evaluation would add to the strength of 

the organization regardless of whether the outcomes were positive or negative.  

Meetings with stakeholders were documented as memos and were treated as qualitative 

data for this study. I also planned for stakeholder involvement throughout the course of the 

evaluation and continued to document meeting notes as evaluation memos during the 

implementation phase. These included, but were not limited to: regularly scheduled meetings and 

conference calls, instrument feedback, and general ongoing communication. During the planning 

phase, the program managers were fully involved as stakeholders and assisted in the 

development of the logic model which served as a reference to guide the scope of the evaluation.  

Role of the Researcher and Study Limitations 

The evaluator must also take into consideration his/her role and/or recent experiences in 

the research being conducted. In relation to this study, I participated in a student exchange 

program in Costa Rica in 2012. While the goals of this program are not the same as those of the 

program being studied for this dissertation, there were similarities such as traveling abroad, 

experiencing cultural immersion, and engaging in volunteerism. My research interest was 

directly attributable to my participation in this program. Because of this prior experience, I had 
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to take precautions to mitigate any preconceived notions regarding study abroad and its 

outcomes on students. Through increased efforts to become more aware of these potential 

limitations, I could successfully remain objective when conducting the study and interpreting the 

results. By utilizing The Program Evaluation Standards (Joint Committee on Standards for 

Educational Evaluation, 2011) as a guide for this study and a process for reflection, I ensured 

that I conducted practices ethically and accurately. More information about the standards will be 

discussed in Chapter 3. 

As previously mentioned, I volunteered with UHP in the past and conducted an internal 

evaluation of these projects during the course of the summer semester in which they took place. 

To ensure transparency of the role of the researcher, I fully disclose this participation and my 

involvement with the organization in order to keep a neutral approach to this work. Furthermore, 

this previous experience enhanced the current study as I had a historical knowledge of the UHP 

program and strived to understand more deeply how their projects impact participating students 

in order to produce positive programmatic outcomes in future years.  

Evaluations may be subject to limitations such as attrition and time constraints. 

Evaluators take necessary precautions to combat these limitations – these techniques will be 

discussed more in Chapter 5. Additionally, the issue of self-selection is a limitation that must be 

considered. Because students choose to apply to take part in these international service projects, 

they may already have higher intercultural competence than the average student.  This limitation 

is less significant because this study does not compare the sample with the general population. It 

may have an impact, however, in the mid-term realization (approximately one and a half years 

following their international service experiences) of each student’s respective levels of 
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intercultural competence - because intercultural competencies may already be prevalent in these 

individuals.  

Summary 

The need for an interculturally competent workforce has been designated as of one of 

high importance by the current presidential administration. Globalization has forced colleges and 

universities to consider how adequately they prepare students to be internationally competitive 

and work effectively with other cultures. It is important, now more than ever, to ensure the 

effectiveness of programs designed with this focus in mind, such as study abroad and 

international service. This study examines three international service projects that were unique in 

destination, scope, and administration. The long-term effects of these projects on students’ 

intercultural competence were assessed and the findings may contribute to building better 

programs in the future. The next chapter examines the program and projects to be evaluated in 

addition to research on study abroad and the program theory as represented in the logic model.  
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CHAPTER TWO 

LITERATURE REVIEW 

As discussed in Chapter 1, providing increased opportunities to explore other cultures 

through study abroad and international programs is one way colleges and universities are 

attempting to equip students with the skills to be culturally competent. There is much interest in 

the short and long-term effects of study abroad programs on students, and their influence on the 

development of cultural awareness and global competencies. This chapter will first discuss 

research on the study abroad field. The discussion then focuses on the specific program to be 

examined in this study. Finally, the evaluation framework to be used in this study will be 

outlined in detail. 

Typology of Study Abroad Programs 

There are mixed reviews on whether or not study abroad programs can adequately equip 

students with the skills necessary for working in a global economy, but the majority of the 

evidence suggests that studying abroad can be one of the most important experiences of students’ 

undergraduate careers. In looking at the long-term effects of study abroad programs, many 

students who participated were later engaged in community outreach activities, pursued higher 

education, and believed that study abroad had helped them in their future careers (Paige, Fry, 

Stallman, Josiѐ, & Jon, 2009). Jackson (2008) found that study abroad program participants were 

not only more aware of other cultures and their needs post-trip (as compared to pre-trip), but also 

became less concerned with their own problems and more open to experiencing new things. 

Specifically, those who developed a higher level of intercultural sensitivity displayed more 

awareness of gaps in their intercultural communicative competence and knowledge of the host 

culture. By contrast, those with an ethnocentric mindset had less appreciation of the complexity 
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of cultural differences and, in some cases, were blissfully unaware that their style of 

communication might be hampering relationship-building across cultures (p. 357). 

Research confirms that a lack of knowledge or a misunderstanding of cultural norms and 

communication styles can lead to challenges in international teamwork (Anderl, Völz, Rollmann, 

& Lee, 2009). Conversely, a better understanding of other cultures and a willingness to explore 

their differences can facilitate better business practices across cultures. Study abroad continues to 

be a programmatic solution for universities in preparing students for today’s workforce, but not 

all students are able to participate. For those who are, there are a variety of factors to consider. 

The characteristics of study abroad programs, including the range of disciplines, durations, 

destinations, foci, and classifications, have been investigated in numerous studies and are 

reviewed in the following sections.  

Disciplines 

Although the disciplines of students participating in study abroad programs vary. The 

majority come from two fields of study, namely business and social sciences with 21% and 22% 

respectively, with only four percent majoring in education (IIEa, 2011). Given the call to 

internationalize higher education as a whole, these statistics are matters of concern to many 

researchers.  In the last decade, some research has been conducted on the impact of study abroad 

experiences on students’ programs of study and/or future career success in the fields of business 

(Orahood, Kruz, & Pearson, 2004), nursing (Lee, 2004), and teaching (Marx & Moss, 2011); 

however, there appears to be little research on why students in certain fields are more prone to 

pursue study abroad than others, for example, what fields opportunities are marketed to and what 

fields are eligible to participate or receive financial assistance.  This study focuses on a study 

abroad program that is open to all students, regardless of their chosen field of study, and which 
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reaches out to all disciplines across campus. All student participants also receive financial 

assistance to participate in the trips.  

Program Duration 

Program duration is one of the most studied factors in relation to the outcomes of study 

abroad. The Institute of International Education separates study abroad programs into three 

categories based on duration: short (summer term or eight weeks or less), mid-length (one or two 

quarters or one semester), and long-term (academic or calendar year). Short-term programs are 

the most common with 55% of students opting for this choice, although 41% choose mid-length 

programs (IIE, 2011a). Lewis and Niesenbaum (2005) found that students choose short-term 

study abroad over long-term mainly because of the constraints of their academic program or 

other school-related priorities. Students’ preference for shorter programs may also be related to 

availability, financial, and/or feasibility issues. This study focuses on three, short-term study 

abroad projects that range in length from two to three months. 

Considerable research on the comparisons of duration and study abroad outcomes has 

been conducted, often with varying results. Anderson, Lawton, Rexeisen, and Hubbard (2006) 

found that a short, four-week study abroad experience had a positive impact on students’ 

intercultural sensitivity. Medina-López-Portillo’s 2004 comparison of two study abroad 

programs of different durations to Mexico found that participants in both groups gained insight 

on Mexican culture. However, students in the longer program demonstrated a greater depth of 

knowledge about the host culture and scored higher on intercultural sensitivity. Kehl and Morris 

(2008) found similar results with students traveling for eight weeks or less compared to those 

completing an entire semester abroad. The longer duration group scored higher on a post-trip 

measurement of global-mindedness. Duration does, therefore, appear to have an impact on 
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program outcomes such as intercultural competence and cultural knowledge. Not surprisingly, 

longer programs appear to have a greater impact on intercultural sensitivity than shorter 

programs, but programs of all lengths (e.g., summer programs, semester-long, and year-long) 

have been found to have a positive impact on students.  

Destination 

Program destination is another variable of interest. European countries are the most 

popular destinations. The five most popular destinations for domestic students in 2009-10 were 

the United Kingdom (12%), Italy (10%), Spain (9 %), France (6%), and China (5%) (IIE, 

2011a). Although US students prefer an English-speaking country, 19 of the most popular 25 

destinations were not English-speaking (IIE, 2011a). An increasing number of students traveled 

in the 2009-2010 school year to previously less popular countries such as: Israel (a percentage 

change of 61% from the previous year), India, Brazil, New Zealand, and Peru (IIE, 2011a). This 

study focuses on three study abroad projects with destinations in developing countries: Nepal, 

Rwanda, and Uganda. None of these appeared on IIE’s (2011a) list of top 25 destinations.  

Mazzarol, Kemp, and Savery (1997) examined why international students choose one 

destination country over another for their study abroad experience (in this case, typically 

pursuing an entire degree, not just for one semester). They identified several factors of influence, 

including: the level of awareness about the host country within the student’s home country, 

personal recommendations received, cost issues, geographic proximity, and social links that refer 

to whether or not the student has ties to friends or family within the host country. In follow up 

research, Mazzarol and Soutar (2002) concluded that such choices are influenced by both “push” 

and “pull” factors. They state that “economic and social forces within the home country serve to 

‘push’ students abroad; however, the decision as to which host country they will select is 



 

26 
 

dependent on a variety of ‘pull’ factors” (p. 82). Because this study focuses on domestic students 

choosing to participate in an educational program for a defined period of time in another country, 

many of the push factors do not apply. Conversely, the pull factors, such as language 

commonality, geographic proximity, and the range and marketing of courses, are all applicable. 

In considering their potential destination, students must take into account a number of these 

push/pull factors. The projects being studied are unique in that they offer students the 

opportunity to visit countries that are not traditionally popular study abroad destinations. The 

three destinations (Nepal, Rwanda, and Uganda) have unique languages that are not taught in 

most universities and are geographically on the other side of the world. Additionally, the 

program does not receive traditional university marketing since it is a student-run organization. 

Therefore, many of the pull factors may also not apply.  

Program Focus  

While program duration and destination are two factors that influence the initial decision 

about studying abroad, the focus of the program is another, although it is given less consideration 

by institutions like IIE. The traditional focus of study abroad programs is for students to attend 

courses in another country, but there are many alternatives that offer opportunities to gain skills 

and knowledge from their experience. Roberts (2003) details the experiences of 30 students in a 

summer teaching initiative in Costa Rica. In this case, the roles typically associated with the 

experience were reversed and the students became the instructors. Roberts concludes that “the 

balance of experiential learning and serious interaction in an international arena is an ideal 

condition for teachers to develop perspective consciousness about the world” (p. 272). She also 

notes that in adding the service component, students benefitted from diverse experiences and 

assumed responsibilities typically not available in a traditional classroom-based program. The 
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growing popularity of such programs has led other researchers to classify the differences among 

programs in order for students to better understand the focus and benefits of the study abroad 

program they choose.  

Classification System 

In order to better clarify the focus and the intensity of study abroad programs, Engle and 

Engle (2003) developed a classification system. This system makes it easier for schools to 

advertise the types of programs offered and the expectations of enrolled students before, during, 

and after the program – as well as providing an easy way to market programs’ successes. Their 

five levels are: Study Tour, Short-Term Study, Cross-Cultural Contact, Cross-Cultural 

Encounter, and Cross-Cultural Immersion. Each is defined in terms of seven classifications or 

program components: duration, entry target-language competence, language used in coursework, 

academic work context, housing, provision for cultural interaction and experiential learning, and 

guided reflection on cultural experience. These seven components determine where a study 

abroad program sits on a scale that ranges from least to most culturally involved.  

Level One: Study Tour “would include field trips and other such site visits of limited 

duration for which the language is English and housing is collective” (Engle and Engle, 2003, p. 

10). The goal of this type of experience is often the “experience of greater intellectual and 

aesthetic density than that offered by simple tourism” but not leading to adaptation to cultural 

norms (p. 11). Level Two: Short-Term Study may include summer or similar short-term options 

that offer “elementary and intermediate target-language instruction and ‘subject-matter’ course 

work in English” (p. 11). While housing may include a home-stay visit, “cultural interaction or 

experiential learning are not possible due to duration and language constraints” (p.11). Level 

Three: Cross-Cultural Contact Program differs from Level Two primarily by duration. 
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Participants “can benefit from more elaborate cultural orientation and even simpler forms of 

structured cultural contact” (p. 12). Level Four: Cross-Cultural Encounter Program requires 

participants to have relatively advanced competence in the host language. The duration of trips at 

this Level are a semester to a year and the coursework would rely less on English. Level Five: 

Cross-Cultural Immersion Program is intended to fully immerse participants in the host culture 

with coursework offered solely in the host language. The duration is the same for Level Four but 

participants would be “housed directly in the community, usually through an individual 

integration home stay” and would have a facilitator who would provide orientation and guide 

reflection of “students’ direct cultural encounters by helping to analyze the cross-cultural 

dynamic they reveal” (p. 13). The table produced by Engle and Engle (2003) which outlines each 

level is included below. The comparison of the projects examined in this study is included later 

in the Chapter as well as Chapter 5. The next section looks at the demographics of study abroad 

participants and what they typically experience. 

Typical Sojourners 

The Institute of International Education (IIE) (2011), supported by a grant from the 

Bureau of Educational and Cultural Affairs at the U.S. Department of State, collects and 

analyzes data from surveys sent to more than 3,000 institutions of higher education nationwide. 

This information provides a national review of study abroad and international experiences of 

higher education students. In the 2000-01 school year, data were collected from a total of 

154,168 students studying internationally; in 2009-10, data were collected from 270,604 students 

– an increase of 76% in 10 years. This steady increase is shown in Figure 1. With the increase in 

student participation, more research on and evaluation of study abroad programs is critical in 

order to ensure that programs are accomplishing their goals and equipping students with the
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Table 1: Study Abroad Classification Chart 

Program 

Components 

Level One: 

Study Tour 

Level Two: 

Short-Term 

Study 

Level Three: 

Cross-Cultural 

Contact Program 

Level Four: 

Cross-Cultural 

Encounter 

Program 

Level Five: 

Cross-Cultural Immersion 

Program 

Duration Several days 
to a few 
weeks 

3 to 8 weeks, 
summer 
programs 

Semester Semester to 
academic year 

Semester to academic year 

Entry target-

language 

competence 

Elementary 
to 
intermediate 

Elementary to 
intermediate 

Elementary to 
intermediate 

Pre-advanced to 
advanced 

Advanced 

Language used 

in coursework 

English English and 
target language 

English and target 
language 

Predominantly 
target-language 

Target language in all 
curricular and extracurricular 
activities 

Academic work 

context 

Home 
institution 
faculty 

In-house or 
institute for 
foreign students 

Student group or with 
other international 
students 

In house student 
group 

Local norms, partial or 
complete direct enrollment 

Housing Collective Collective and/or 
home stay 

Collective, home stay 
visit, home stay rental 

Home stay rental or 
integration home 
stay 

Individual integration home 
stay 

Provisions for 

cultural 

interaction, 

experiential 

learning 

None None None or limited Optional 
participation in 
occasional 
integration activities 

Required regular participation 
in cultural integration program, 
extensive direct cultural 
contact via service learning, 
work internship 

Guided 

reflection on 

cultural 

experience 

None Orientation 
program 

Orientation program Orientation program, 
initial and ongoing 

Orientation program, 
mentoring, on-going 
orientation or course in cross-
cultural perspectives, reflective 
writing and research 

Note. The matrix was developed by Engle & Engle (2003, pp. 10-11) as a tool to classify study abroad levels. 
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desired intercultural competencies. This study suggests relevancy not only for the program being 

evaluated but for other institutions that could use a similar model to assess the impact of their 

programs on student’s acquisition of intercultural competencies. 

 

Figure 1: Increase in Study Abroad Participants from 2000/01 – 2009/10  
(IIE, 2011) 

 

The demographics of the study abroad population have also changed during the decade in 

terms of gender, ethnicity, and academic year, as demonstrated in Table 2. Noticeable changes 

include a steady increase in the number of males and greater ethnic diversity over the 10 year 

period. The most significant change is in the number of graduate students participating. The 

reasons for these changes are unclear but may be a result of the availability and/or appeal of 

international travel, improved data collection, or changes in the characteristics of students 

enrolled in institutes of higher education, particularly in regard to gender and ethnicity. UHP’s 

graduate and undergraduate project participants are selected through an application process to 

ensure they are committed to community work and embracing the values of UHP. This 

application process is open to all students regardless of year, gender, age, or race. UHP 

advertises to a variety of students to ensure as much group diversity as possible.  
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Field of study is another important student characteristic because globalization and an 

increasingly diverse domestic population make it necessary for students from every field to be 

more culturally aware. The data in Table 2 also show an increase in participation from the social 

sciences and business/management. Those fields are now providing the majority of participating 

students. While there has also been an increase in health and engineering students, the 

participation of education students has decreased. Universities are working to internationalize the 

higher education experience and make all students aware of intercultural ties but this is not 

evident in study abroad participant groups. This may be because the programs are advertised 

more to some groups than others, or because particular student groups are more interested in 

pursuing international experiences. As student demographics have changed, so has the delivery 

of study abroad programs. Although UHP strives to include individuals from all levels and all 

majors, the majority of those who apply and are accepted are undergraduates majoring in 

International Affairs. 

The data in Table 2 show that the top 10 destination countries in 2000/01 remained 

unchanged in 2009/10. However, all but one country saw a decrease in the percentage of students 

traveling there. The exception to this was China, which experienced an increase in students 

studying abroad, possibly because of the United States’ increased business ties with the country. 

It may also be that students are interested in more non-traditional locales including ones that are 

non-English-speaking. All UHP projects were hosted in non-English speaking, developing 

countries, which provide a unique experience for students but challenges for program 

administrators. For example, translators accompanied students for much of their trip to enable 

students to work effectively with local individuals on their service learning projects.  
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Although not shown in Table 2, Asia hosted 6% of the study abroad students in 2000/01 

compared to 12% in 2009/10, while Africa hosted only 2.9% in 2000/01 but 5.3% in 2009/10. 

This suggests that the face of study abroad programs is changing and students are beginning to 

visit and assist less-developed countries. This study of three international service projects in 

Nepal, Rwanda, and Uganda provide a case study that reflects changes within the field.  

Duration, a frequently studied characteristic of study abroad, has also changed over the 

past 10 years. Students are now more likely to choose short-term excursions (or perhaps schools 

are offering more). IIE classifies short-term as summer or eight weeks or less. All UHP projects 

occurred during the summer term although they varied in length from nine to 14 weeks. The 

increasing popularity of summer programs makes their evaluation even more important.  

 

Table 2: Changes in Participant Demographics and Characteristics from 2000/01 to 

2009/10 

  

2000/01 2009/10 % 

Change Total % Total % 

TOTAL 154,168  270,604   

Gender           

Female 100,209 65.0% 171,834 63.5% 41.7% 

Male 53,959 35.0% 98,770 36.5% 45.4% 

Race          

Asian 8,325 5.4% 21,378 7.9% 61.1% 

Black 5,396 3.5% 12,718 4.7% 57.6% 

Hispanic 8,325 5.4% 17,319 6.4% 51.9% 

White 129,964 84.3% 212,965 78.7% 39.0% 

Year*          

Freshman 4,779 3.1% 9,471 3.5% 49.5% 

Sophomore 21,584 14.0% 35,720 13.2% 47.7% 

Junior 59,971 38.9% 96,876 35.8% 65.2% 

Senior 30,834 20.0% 58,992 21.8% 8.3% 

Graduate 12,796 8.3% 36,802 13.6% 39.0% 

*The unaccounted for percentage are those students whose academic year is unknown. 
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Table 2 - continued 

  

2000/01 2009/10 %  

Change Total % Total % 

TOTAL 154,168  270,604   

Field of Study           

Social Sciences 31,302 20.3% 60,345 22.3% 9.0% 

Business/ 
Management 

27,938 18.1% 56,286 20.8% 
12.9% 

Humanities 22,411 14.5% 32,743 12.1% -20.1% 

Fine or Applied 
Arts 

13,120 8.5% 22,460 8.3% 
-2.5% 

Physical/Life 
Sciences 

10,970 7.1% 20,295 7.5% 
5.1% 

Foreign Languages 12,694 8.2% 15,695 5.8% -42.0% 

Health Professions 4,894 3.2% 12,718 4.7% 32.5% 

Education 6,710 4.4% 11,095 4.1% -6.2% 

Engineering 4,136 2.7% 10,554 3.9% 31.2% 

Math/Computer 
Science 

3,136 2.0% 4,059 1.5% -35.6% 

Agriculture 2,453 1.6% 3,518 1.3% -22.4% 

Other Fields  7,527 4.9% 12,177 4.5% -8.5% 

Undeclared 6,877 4.5% 8,659 3.2% -39.4% 

Leading Destinations 

Rank 

in 

00/01 

Total % 

Rank 

in 

09/10 

Total % 
% 

Change 

United Kingdom 1 30,289 19.6% 1 32,683 12.1% -62.7% 

Italy 2 16,127 10.5% 2 27,940 10.3% -1.3% 

Spain 3 16,016 10.4% 3 25,411 9.4% -10.6% 

France 4 11,095 7.2% 4 17,161 6.3% -13.5% 

China 10 2,942 1.9% 5 13,910 5.1% 62.9% 

Australia 6 8,066 5.2% 6 9,962 3.7% -42.1% 

Germany 7 5,116 3.3% 7 8,551 3.2% -5.0% 

Mexico 5 8,360 5.4% 8 7,157 2.6% -105.0% 

Ireland 8 3,973 2.6% 9 6,798 2.5% -2.6% 

Costa Rica 9 3,641 2.4% 10 6,262 2.3% -2.1% 

Duration 2004/05** 2009/10 
  

Total 205,983   270,604   

Short-term  105,875  51.4% 153,162  56.6% 30.9% 

Mid-length   87,131  42.3% 106,618  39.4% 18.3% 

Long-term 12,977  6.3% 10,554  3.9% -23.0% 

**Earliest year these data were available. 

(Institute of International Education, 2011) 
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 In Chapter 4, the demographics of UHP participants are compared to those of typical 

study abroad participants. Understanding who is studying abroad and the range of programs 

offered, guides the research needed to inform the field on a practical level. The next section 

investigates some of these research efforts.  

Research on Study Abroad 

Research on study abroad programs has been conducted within numerous professional 

fields including: communication, education, psychology, and tourism. Much of the literature 

focuses on the effects of study abroad by comparing program duration. Some researchers have 

used a control group to assess differences between students who pursue study abroad and those 

who do not. Research methods used to determine these differences also vary. Quantitative 

research is most often utilized to assess the effects of the experience but a variety of qualitative 

methods including interviews, focus groups, and journaling have also been employed. 

  Medina-Lopez-Portillo (2004) conducted a research study to assess differences in 

intercultural sensitivity as an effect of short-term (defined as seven-weeks) and long-term 

(defined as a 16-weeks) study abroad programs. Medina-Lopez-Portillo used both quantitative 

and qualitative measures including interviews, a written questionnaire, and a pre- and post-

survey, but did not use a control group. She found that students who participated in the longer 

program developed more intercultural sensitivity than those in a shorter one. The researcher also 

noted that the interviews provided more evidence of this change over time and recommended 

future research should be based on a mixed-methods approach to provide richer data and a 

deeper insight into program effects. This finding has an important bearing on this study because 

multiple data collection methods including surveying and interviewing were utilized for this 

reason. 
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 Kehl and Morris (2008) assessed the relationship between program duration and global-

mindedness, a concept similar to intercultural competency. They did not utilize a mixed-methods 

approach, but did include a control group comprised of students who had applied but not yet 

participated in a study abroad program. This was done to control for self-selection bias 

(mentioned in Chapter 1) with the intent of minimizing the effects of attitudes of individuals who 

already had an interest in global learning (i.e., rather than comparing the study abroad 

participants with the general student population who may or may not have had any interest in 

learning about other cultures). Kehl and Morris defined short programs as eight weeks or less, 

and long programs as those lasting a full semester or more. They found significantly lower levels 

of global-mindedness among those whose parents reported an income of more than $100,000. 

There was also a significant difference in relation to program duration. Those who participated in 

the longer duration program were assessed as having a higher average score on global-

mindedness. Future research based on this study’s findings may compare participants to a control 

group. Additionally, Kehl and Morris’ techniques for controlling for self-selection are important 

to consider. 

Dwyer (2004) focused on the effect of duration on the long-term outcomes of study 

abroad programs. She used the Institute for the International Education of Students’ database 

containing more than 50 years of study abroad student information to survey alumni. A total of 

3,723 alumni responded (response rate of 25%). The respondents had undertaken their study 

abroad from five to 55 years earlier. Dwyer (2004) categorized duration as either semester-long 

or full year and found that students in the full-year category were more likely to do all of the 

following: engage in international work or volunteer activities, work for a multi-national 

organization, obtain a job overseas, cultivate friendships with their host-country counterparts, 
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obtain a doctorate, report increased confidence in their foreign language capabilities, and pursue 

international fields of study in college. Her study did not include demographic information such 

as income, which may have played a part in students’ future success. Similar to Dwyer’s 

research which highlighted the enduring effects of study abroad, this study examined students’ 

attitudes approximately one and a half years after their trip in an effort to understand the possible 

long-term effects on behavior. 

 Rather than focus on different types of study abroad, other studies have sought to assess 

the impact of one specific program. Two studies used quantitative pre- and post-surveys to assess 

change as outcomes of specific programs. Pedersen (2010) measured intercultural effectiveness 

by administering the Intercultural Development Inventory both pre- and post-study abroad to a 

group of 25 students. Through their research, they found no significant difference between the 

change in pre-and post-scores for the following variables: gender, participation in a family home 

stay, second language knowledge, and whether the student journaled about their experience. The 

one variable that did show significant differences in the change in pre-and post-scores was the 

students’ previous travel experience (either none or some previous travel experience).  Those 

who had no previous travel experience started with lower scores than those who did and ended 

with higher scores than those with previous travel experience. This study also looks at the 

differences of intercultural competence scores between those with varying levels of international 

travel experience. Although the small sample size did not allow for correlations to be made, 

descriptive data is provided and interpreted in Chapter 4.   

Anderson, Lawton, Rexeisen, and Hubbard (2006) also used the Intercultural 

Development Inventory to measure intercultural sensitivity. They found weak support for their 

hypothesis that a four-week study abroad program would improve students’ intercultural 
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sensitivity. They attributed this to the small sample size of only 16. Because neither study 

employed qualitative measurements, it is difficult to explain the lack of expected outcomes. This 

is another reason why this study includes a strong qualitative component, via semi-structured 

interviews, so that the outcomes of the quantitative assessment could be better interpreted. 

Tonkin (2011) points out that considerable effort has been made in recent years to 

formulate a research agenda for study abroad. He suggests that more work should be done in 

another emerging field that includes facets of study abroad but also combines service learning 

and international education. In the next section, service learning and international education are 

explored, and international service learning (ISL) discussed. ISL is a growing field combining 

three important facets of higher education: service learning, study abroad, and international 

education, all intended to help students become more aware of other cultures, themselves, and 

their environment.  

Service Learning and International Education 

President Obama has encouraged more service learning and increased national attention 

about this. Schools nationwide are being challenged to provide their students with more 

opportunities to give back to their community (Kantor, 2011). Service learning is generally 

thought of as a teaching and learning strategy designed to connect learning goals with 

community service work. The goal of service learning is to create awareness in students of the 

importance of community service and instill the desire for civic participation and leadership. 

Additionally, the understanding of classroom concepts through experiential learning creates a 

more meaningful and lasting experience for the learner. Much research has been conducted on 

service learning in the K-12 environment, but less emphasis has been placed on service learning 

as a tool for higher education.  
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 Many experts have called on the higher education field to increase its focus on service 

learning to facilitate initiatives to address societal issues (Jacoby, 1996). When used in a teacher 

education program, service learning has been shown to empower pre-service teachers and build 

capacity for ongoing learning (Swick, 1999). Additionally, service learning is linked to a high 

sense of efficacy in pre-service teachers who in turn can become more effective in their future 

classrooms (Johnson, 2010). 

  Service learning is as much a philosophical approach as it is an instructional one. The 

origins of the concept can be traced back to the theories of John Dewey and Jean Piaget or earlier 

(Anderson, Kinsley, Negroni, & Price, 1991). They believed that learning occurs best when the 

participant is actively engaged in the doing of the concept being learned and when that concept 

has a defined purpose which is understood by the learner. There are numerous definitions of 

service learning in the literature, most often based on what the author or implementers view the 

purpose of service learning to be, whether a philosophy of education, a curricular tool, or a 

program design (Billig, 2000). The primary components include the learner’s active 

participation, focusing on the community’s and/or school’s needs, integration of the activity into 

the academic curriculum, an attempt to build skills and knowledge, and the development of 

awareness and caring for others who may be different from the learner (Bhaerman, Cordell & 

Gomez, 1998).  

Considerable research has demonstrated the effectiveness of service learning in the K-12 

environment.  Several studies have shown that service learning by students leads to increased 

self esteem (Shaffer, 1993; Switzer, Simmons, Dew, Regalski, & Wang, 1995), increased sense 

of responsibility (Weiler, LaGoy, Crane, & Rovner, 1998; Leming, 1998), fewer behavioral 

problems at school (Stephens, 1995; Yates & Youniss, 1996), increased acceptance of cultural 
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diversity (Shaffer, 1993; Stephens, 1995), increased levels of empathy (Courneya, 1994), and a 

more positive work attitude relative to others who do not participate in service learning (Weiler, 

LaGoy, Crane, & Rovner, 1998). Students who engage in service learning typically experience 

more long-term socially positive outcomes such as working with others, facilitating cultural 

understanding, and civic engagement (Eyler, Giles, Stenson, & Gray, 2001). The goals of service 

learning are similar to the goals of study abroad, and include creating more interculturally 

competent students who can respond to society’s needs in a positive and humane fashion.  

 International education may be referred to as global awareness, world studies, or cross-

cultural understanding. International education can take many forms including something as 

simple as incorporating international information and examples into the classroom curriculum 

(Bringle & Hatcher, 2011). Bringle and Hatcher view global citizenship as a field of study within 

higher education that is closely related to international education and has the same or similar 

objectives, outcomes, and activities. One goal is for “students to become world citizens, with the 

primary point of reference of their identity, interdependency, and action being the world, rather 

than a national or provincial place” (p. 10). International education can take the form of on-

campus events, classroom presentations, community service, and study abroad.  

International Service Learning 

  There is relatively little research on the effects of the international volunteer experience 

on participants’ intercultural attitudes, especially when the mission focuses on benefits to the 

host country as well as the student. Tonkin (2011) noted that although much research has been 

conducted on study abroad and service learning, there is little on international service learning, 

which is the convergence of these two fields. Much of the literature on international volunteering 
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involves participants who are not college-level students, but rather adults on a short-term 

volunteer trip or long-term assignment such as the Peace Corps.  

Bringle and Hatcher (2011) conceptualize international service learning (ISL) as the 

intersection of three domains: study abroad, international education, and service learning. They 

believe that more involvement in ISL could have a long-term positive impact on those who 

participate and that ISL “may be a pedagogy that is best suited to prepare college graduates to be 

active global citizens in the 21st century” (p. 3). Tonkin (2011) traces the origins of international 

service learning back to study abroad, from which it emerged as an alternative for students 

wanting to pursue community service. He is critical of the American view of international 

service learning as being ethnocentric, whereby students may judge another culture in relation to 

their own, believing that their own culture is superior and the standard by which to make the 

comparison. He warns that students with an ethnocentric perspective may view their role in ISL 

opportunities merely as classrooms for them to learn and gain skills to take back to the United 

States for its gain.  

Other researchers disagree with Tonkin’s observations and have shown that ISL 

combines aspects that are mutually beneficial to students as well as the international community. 

By incorporating service learning into study abroad and international education, the focus of 

study abroad changes from intrinsic to extrinsic goals while providing students with authentic 

opportunities to learn as well as to contribute to a greater good (Hovey & Weinberg, 2009). The 

following section explores the growing body of research within this field. 

A study of an ISL-focused program conducted by Lough (2011) identified four variables 

that have been traditionally correlated with higher scores of intercultural competence (ICC): 

program duration, cultural immersion, guided reflection, and contact reciprocity. Lough looked 
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at levels of intercultural competence using the International Volunteering Impacts Survey. He 

administered the survey to almost 300 individuals who had participated in either a short-term 

(approximately four week), summer long (approximately four month), or yearlong 

(approximately 11 month) international volunteer experience. When comparing the scores of 

those within each group, Lough found that all four factors did have a significant main effect on 

intercultural competency. There was a positive correlation between duration and ICC scores. 

Those with higher ICC scores were either: a) fully immersed in the culture (i.e., lived with a host 

family, had personal relationships with host community members, or b) involved with local 

clubs, etc. versus those who did not have these experiences), or c) consciously reflecting on their 

experiences through talks with locals, family or friends or writing, or felt they the shared goals 

and priorities of the service mission generating reciprocity. In the UHP projects students were 

immersed in local culture, participated in guided reflection through journaling, and found that 

their service learning activities had mutually beneficial goals. The results of their ICC scores, 

therefore, are compared to those in Lough’s study within Chapter 5.    

Porter and Monard (2001) examined an international service learning program which 

incorporated on-campus efforts to promote awareness and service learning, group fundraising, 

meetings with professionals and scholars, a for-credit course used to educate and organize 

students and an international project where students performed service learning activities abroad. 

The culminating event was an Alternative Spring Break trip to Bolivia where students worked 

side-by-side with locals to build an adult education complex. Porter and Monard used qualitative 

methods to collect data before, during, and after the trip. Video, interviews, reflection and 

journaling, art projects, and interactive games were used to gather student insights on issues 

faced, realizations about their ongoing cultural development, and problems encountered. 
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Individuals from the host community were also interviewed about the benefits of and/or issues 

with the program. Through their extensive research, they identified eight aspects of reciprocal 

relationship-building relevant to international service learning:  

1. The relationship springs from a genuine need and entails risks for both partners. 

2. Growing networks of stakeholders share ownership of the project.  

3. Service means lending a hand, not just writing a check. 

4. Physical labor is an important part of the mix. 

5. Giving must be done joyfully and whole-heartedly. 

6. Preconceptions about time need to be checked at the door. 

7. The exchange needs to be equitable. 

8. The net “value” of the service-learning relationship is a complex situation (pp. 8-15). 

Porter and Monard stated that the presence of these aspects contributed to sustained 

personal development in the students – they not only learned about the importance of serving 

others but took it on as a life-long process. Porter and Monard’s study demonstrated the positive 

outcomes from international service learning that were also intentions of UHP’s international 

service projects. 

Jones and Steinberg (2011) describe a more targeted type of ISL called competency-

based service, in which students travel abroad to offer the services of their trade to local 

populations. Popular examples can be seen in the medical and nursing fields. Although the term 

international service learning is not often used in this literature, the components of the program 

are aligned with ISL. In their study of medical students who participated in an overseas rotation 

for medical residents, Miller, Corey, Lallinger, and Durack (1995) surveyed past, present, and 

upcoming participants along with individuals in residency who did not participate in the 
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international option. They found that when comparing the two groups - those who served abroad 

and those who did not - those who completed an international residency rotation were more 

likely to engaged in international work after graduation and work in public health or academic 

medicine (as opposed to going into private practice). The ISL program, therefore, accomplished 

its desired effect of making students more aware of issues outside the U.S. UHP’s projects have a 

similar goal in exposing students to developing international locales, although the work they 

undertake is not necessarily related to their major or future profession. 

Jones and Steinberg (2011) also review several ISL programs within the field of nursing. 

Hurtado and Thompson (1998) investigated the differences between ISL in developing versus 

developed countries. They interviewed 14 nursing students who had practiced their clinical skills 

over a study abroad course. Four of the students’ study abroad was in the Netherlands and the 

other 10 served in the Dominican Republic or Nicaragua. Although the location did not appear to 

have a significant impact on ISL components like knowledge, communication or confidence, it 

did have other effects. They reported that those who served in a developing country “found 

themselves inescapably sharing the same harsh life situation as the majority of the residents” (p. 

19). As a result, they “developed empathy for their assigned clients, and sought nursing 

techniques that would assist the residents to cope” (p. 19). On the other hand, those who had 

traveled to a developed country faced “daily challenges” but “not nearly to the extent of those 

faced by students who had traveled to developing countries” (p. 19). Contrary to some other 

studies discussed above, the researchers found that program duration was a less influential 

variable and that specific program components such as pre-trip preparation, and the intensity of 

the work done in the country,  had a greater impact on student outcomes. Many of their 

respondents noted that a longer duration program would not have been possible for them because 
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of competing obligations, but the shorter duration (approximately two weeks) provided them 

with an opportunity they likely would not have experienced otherwise. Although this study does 

not compare UHP students to each other or the UHP group to other groups of students, all of 

those surveyed and interviewed participated in ISL projects of a relatively short duration, and 

spent time in developing countries. The similarities between Hurtado and Thompson’s work to 

this study are discussed in chapter 5.  

In reviewing the ISL program literature, Jones and Steinberg (2011) found several studies 

reporting enhanced intercultural competencies for participating students. They describe the 

increased variation among programs and provide a matrix that includes the possibility of 20 

different types of study abroad and/or international experiences that range from programs 

occurring entirely in the host country to the competency-based programs described above. The 

middle levels include a mix of the two approaches as well as an instructional internship or 

practicum. At each level, the students may experience either a high or low level of service 

contact. Jones and Steinberg’s model relies heavily on the origin of the faculty teaching courses 

in the host country and whether they come with the students from their home university or 

whether a local faculty member from the host country provides the training.  Despite their 

thorough review, it is difficult to draw conclusions about which programs make the most impact 

on students. Overall, it appears that ISL does have a positive impact on student outcomes and 

helps them to become culturally competent and aware of global issues. Jones and Steinberg 

assume that all programs include a form of study abroad where students take courses abroad, 

although this is not necessarily always the case, as discussed with the projects reported on.  

Jones and Steinberg (2011) provide recommendations for future research that are 

particularly applicable to this specific study. They point out that self-selection bias is a limitation 



 

45 
 

of such research. It is possible that those students who sign up for ISL are already more global-

minded than their peers, and this may motivate them to make use of the opportunity. Pointing to 

the lack of research as well as the limitations of many earlier studies, Jones and Steinberg 

recommend that future research incorporate well-designed quantitative and qualitative methods 

in order to improve clarity within the field. They also note that little research has been done on 

specific program elements and their effect on student outcomes. This specific study employs a 

mixed methods approach and investigates program elements, addressing both of these 

recommendations.  

Anecdotal and empirical studies have shown that international service learning is a newly 

evolving field that has produced positive results for students and communities. The next section 

of this paper discusses how these outcomes are measured and the specific concept to be 

measured in this study.  

Types of Program Outcomes 

Research on study abroad has its own interdisciplinary journal, The Interdisciplinary 

Journal of Study Abroad. Much of the research published in this journal focuses on comparisons 

between different aspects of study abroad and the effects of these aspects on student experience 

and outcomes. In  reviewing the most common and effective ways for conducting research on 

study abroad students, Deardoff (2006) surveyed administrators in 24 higher education 

institutions and 23 experts within the field of intercultural competence to determine how to 

effectively assess intercultural competence as an outcome of study abroad. She found no 

agreement on how it should be assessed although most institutions use similar methods including 

surveys, student interviews, and observations to gather data. Administrators most often use 

surveys, whereas field experts believe that other qualitative methods are more effective. This 
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disagreement may reflect resource and time constraints. Administrators and experts also disagree 

on how to define the concept intercultural competence (Deardoff, 2006). Because of these issues, 

comparing measurements across institutions can be difficult. In order to make this study more 

usable by other institutions, both quantitative and qualitative methods were incorporated (based 

on what both administrators and experts found important). The definition of intercultural 

competence used in this study is aligned with that used by most scholars referenced in 

Deardoff’s study (2006).  

Intercultural Competence (ICC) 

 The numerous definitions of intercultural competence provide a wealth of information on 

the concept, but do make it difficult for scholars to agree on one definition and how to measure 

it. There are numerous measurement tools for assessing intercultural competence and similar 

concepts such as intercultural communicative competence, intercultural effectiveness, global 

mindedness, etc. Fantini and Tirmizi (2006) suggested that all of these terms essentially mean the 

same thing and are often used interchangeably within the literature. Byram (1997), one of the 

most prominent researchers within ICC, established five factors of intercultural competence that 

appear to be common in many definitions: attitude, knowledge, skills of interpreting and relating, 

skills of discovery and interaction, and ethical cultural awareness. This model includes not only 

the behavioral outcomes of those high in ICC, but the importance of specialized knowledge and 

skill sets to accomplish it.  

Lussier (2007) suggested that there is an essential need to develop a common conceptual 

framework for ICC. Due to the wide range of constructs surrounding the concept, its scope is 

ever-growing – making its measurement a complicated task. When institution administrators and 

intercultural experts were asked about their understanding of intercultural competence as well as 
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the best way to assess ICC within higher education, Byram’s definition was considered to be the 

most applicable to the work of administrators, whereas a definition very similar to that of Martin 

and Nakayama (2010) (“the ability to behave effectively and appropriately in interacting across 

cultures” p. 47) was most valued by experts (Deardoff, 2006). Both definitions include 

knowledge, skills, and abilities as well as respect for another culture and its customs. There was 

less agreement on how to measure ICC. Methods rejected by the experts but embraced (and often 

practiced) by the administrators involved the use of quantitative assessments including pre/post 

testing. Experts felt the best form of measurement was through case studies and analysis of 

qualitative interviews, narrative diaries, self-reports, and observations (Deardoff, 2006). This 

study included both forms of assessment.  

As previously noted, ICC has been measured in numerous ways, particularly within the 

realm of higher education. In a similar study, Fantini and Tirmizi (2006) explore the concept of 

intercultural competence in an effort to develop a tool to measure the impact of an international 

volunteer partnership program. Their findings supported 10 assertions about intercultural 

competence. Some of those assertions were: “intercultural competence involves a complex of 

abilities, intercultural experiences are life-altering, participant choices made during their sojourn 

produce certain intercultural consequences, and all parties in intercultural contact are affected” 

(p. 7). These align with the research that found studying abroad is a life-changing experience and 

that intercultural competence appears to develop differently in participants. The following two 

assertions are relevant to this study: “service programs offer unique opportunities for sojourners 

and hosts – beyond traditional exchanges,” and “people are changed in positive ways as a result 

of this experience” (p. 7). Fantini and Tirmizi noted a subsequent “multiplier effect” (p. 8) where 

participants whose qualitative and quantitative input into these assertions had positive impacts on 



 

48 
 

individuals’ social interactions upon their return from an international volunteering trip. As a 

result, Fantini and Tirmizi’s quantitative and qualitative research influenced the design of this 

study.  

There are many tools for the measurement of intercultural competence. After a review of 

the literature, the Intercultural Effectiveness Scale was chosen as the primary measurement tool 

to capture participants’ quantitative input. This tool incorporates numerous dimensions and 

variables of interest in its approach to intercultural competence.  In addition, the collection and 

subsequent analysis of participants’ qualitative input is based on the variables of the IES. The 

dimensions and variables and their importance to intercultural competence are explained in 

Chapter 3. The next section describes the UHP program and its three projects which were 

evaluated using the construct of ICC.  

Universal Harmony Promotion Program 

This study is focused on three international service projects administered by the 

Universal Harmony Promotion (UHP) program. Universal Harmony Promotion’s host campus, a 

prominent university in the southeast region of the United States, has a population of over 40,000 

enrolled students on an annual basis. The university, like many others within the state and across 

the United States, has numerous study abroad programs, ranging from general cultural exchanges 

to international educational programs to internships with international firms. For those who are 

not able to travel but wish to hone their intercultural skills, the university offers several 

certificate programs designed to expose students, faculty, and staff to localized international 

experiences such as luncheons with specific cultures’ cuisines, cultural demonstrations, panel 

discussions and seminars, and interactive workshops focused on putting domestic participants “in 

the shoes” of international visitors. These programmatic activities allow the general student 
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population, along with faculty and staff, to interact with international students and student groups 

on campus. The campus hosts more than 1,250 international students from over 100 countries. 

Additionally, there are two centers on campus that serve as hubs for international activities and 

multicultural advocacy. These two centers collaborate to implement annual events designed to 

expose students, faculty, staff and the surrounding community to international and multicultural 

stimuli. The international volunteerism component of UHP is unique to the campus.  

UHP, a student organization founded by students in 2006, is designed to coordinate and 

expand service-based exchange opportunities for students throughout the world. The group hopes 

to better prepare students to become more involved in an increasingly global environment. 

Universal Harmony Promotion’s mission is to create sustainable, grassroots development 

projects through student-led international service projects. This mission is guided by three core 

values: sustainability, service, and education. The sustainability core value involves partnerships 

with local organizations and institutions in other countries and is achieved through the 

incorporation of long-term planning through the establishment and implementation of permanent 

resources, economic stimulus through the promotion of social enterprise, and the provision of 

applicable student services. The service core value addresses UHP’s objective of providing 

students with international opportunities unique to traditional study abroad programs. With 

respect to these opportunities, participating students are also encouraged to take an active role in 

the organizational planning, design, and implementation of current and future UHP projects. The 

third and final core value, education, focuses on UHP participants’ ability to engage in a critical 

thinking process as a result of their increased interconnectedness with other cultures and how 

that fits within the greater concept of globalization. Over the past six years, UHP has sent more 

than 80 students abroad, with approximately 25 students participating in multiple international 
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projects over the course of several academic years. UHP was awarded an Outstanding 

Commitment Award by the Clinton Global Initiative in 2008 as a result of its work in Africa. 

UHP has been actively involved in seven countries since its establishment in 2006: India, 

Rwanda, Ghana, Guatemala, Uganda, Thailand, and Nepal. Projects in these countries include 

internships, community capacity initiatives, construction of schools and hospitals, community 

outreach, women’s empowerment, and general education programs. Projects last between four 

and 14 weeks and are selected based on the needs of the international partner, its willingness to 

actively work with UHP during the project’s implementation, and UHP’s confidence that its 

student participants possess the skills necessary to fulfill the project goals. This study focused on 

UHP’s projects in Nepal, Uganda, and Rwanda conducted in summer 2012. The following 

sections describe in detail the international service projects as they were implemented. Changes 

to the projected plan as described in Chapter 1 are noted. Researcher memos were utilized in 

order to provide these descriptions. These memos were taken both in hand-written and typed 

format. One example can be found in Appendix B. 

Nepal: Environmental Education and English-Language Training 

Four students traveled to Nepal with the intention of improving the environmental 

knowledge and English language capacity of children at local schools in Katmandu over the 

course of their three-month stay. UHP and a United Nations-affiliated organization in Nepal had 

initiated a partnership whereby students would intern with the organization. In the initial project 

plan, UHP students were to hold two trainings per day focusing on English conversation with a 

total of 100 Nepalese students. UHP was to provide computers, books, and a projector for 

students to learn English after the volunteers left. In between sessions, the interns were to visit 
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elementary schools across the district as part of an environmental education program where they 

would give presentations and plant trees as part of a 100,000 tree goal.  

The first two weeks of the trip were spent working with the Nepalese organization, but 

for various reasons the students became uncomfortable with the situation and felt as though their 

funds were being misspent. The organization would not provide students with detailed budget 

expenditures and had only prepared short activities for them to work on for a few hours each day. 

As a result, they began looking for a new opportunity. The students connected with another 

education project they felt was a better fit with the mission of UHP. This project was found 

through a faculty connection from their home university. Due to this change, the students had to 

move locations from Katmandu to a more rural area of Nepal, Meghauli. The students were 

required to get another round of vaccinations in-country before making this move. Concerned 

about the vaccinations and the unplanned shift in focus, one student made the decision to leave 

Nepal and return home to the United States. While in Meghauli, students stayed with the host 

family for approximately one month. They then moved to Daldale, Nepal to continue their work 

with their organization where they lived in a youth hostel amongst the students to whom they 

were providing services.  

The new organization consisted of: a rural health clinic, traveling health camps, three 

kindergartens, a children’s hostel, and a co-ed youth scouts group. Before deciding what they 

would work on, UHP discussed the needs of the children and community with the organization’s 

administrators. Using the money they collected through fundraising pre-trip, they first purchased 

supplies which were divided among the three kindergartens, the children’s hostel, and the co-ed 

youth group according to need. The supplies included: pencils, pencil sharpeners, erasers, pens, 

ink, crayons, tape, binders, copy paper, coloring books, spiral notebooks, dry erase markers and 



 

52 
 

erasers, scissors, laminating film, soap, educational posters (English alphabet, numbers, 

multiplication, vegetables, fruits, Nepalese alphabet, Nepalese national anthem), flash cards, 

books, soccer balls, a projector, and an air pump. 

For the first three weeks, UHP volunteers worked five hours per day for five days a week 

for three weeks in the kindergarten in Meghauli with about 35 children, ages three to six, and 

three staff members, teaching basic aspects of English, including the alphabet, numbers, shapes, 

and colors. In the evening and on Saturdays, they led lessons on water and soil quality, water 

sanitation, personal hygiene, environmental education, and sustainable living with a co-ed youth 

scouts group, made up of about 35 youth ages 10 to 15. After three weeks, UHP volunteers 

moved to the children’s hostel in Daldale where they implemented similar lessons there with 

approximately 60 kindergartners and 50 children living in the children’s hostel. 

Uganda: Access to Health Services 

A team of five students, including one of the UHP program directors, traveled to Uganda 

to work at an existing orphanage for two months. They were to work on expanding an on-site 

health clinic to provide basic health services to the children as well as members of the 

community who had limited or no health access. Many of the children residing at the orphanage 

had experienced severe trauma in their early life, ranging from their parents’ death from 

HIV/AIDS, to malnutrition and displacement. The goal of the project was to provide basic health 

services and education to the children of the orphanage and the local community through 

involving the project’s beneficiaries in the planning phases. This project went according to plan 

and the UHP team began community-based research by first surveying orphanage children and 

the surrounding locality in order to prioritize the needs for a future clinic so they would know 

where to begin and what areas were most important to build and equip first. They attempted to 
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assess the feasibility of implementing solutions to the self-described health concerns. Coinciding 

with this research process was a clinic expansion, taking place under local supervision over the 

two months. UHP volunteers held health workshops to train community members as clinic 

volunteers in an effort to promote sustainability.  

 UHP’s overall aim was to foster a long-term relationship with the orphanage and its home 

city while providing sustainable health practices and education. In order to build this 

relationship, volunteers assisted orphanage staff in nonprofit management and website 

development, as well as serving as mentors and tutors to the children in the orphanage. The 

group took a multi-pronged approach of health, education, and youth empowerment and 

combined it with the dual tools of research and volunteer engagement. As a result, UHP’s 

relationship with their host was very strong at the end of their stay, and they intended to continue 

to work together in future trips. 

Rwanda: Participatory Research Assessment of Community Needs 

Initially, a team of seven UHP students, including one of the project directors, traveled to 

Rwanda for eight weeks to complete the monitoring and evaluation of past UHP projects 

(including construction of a technical school, the establishment of a computer lab/internet café 

and assistance in the startup of cleaning businesses by local impoverished women), as well as 

advocacy for these communities among the nonprofit networks in Kigali, the capital. This project 

marked the fifth consecutive year that UHP has sent students to Rwanda and it was important to 

the group to understand the impact their past projects had made on the local communities. The 

students were to primarily focus their efforts in a Rwandan suburb where livelihood development 

is critical for a vulnerable population (mostly orphans of all ages). In the prior year, at the 

request of a regional cooperative organization serving orphaned children and families, UHP 
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invested in a local cleaning service start-up, an income-generating initiative for the cooperative 

members.  

 The volunteers spent two months using participatory research methods to evaluate the 

success of the cleaning service start-up in meeting the needs of the cooperative organization. The 

research included surveying 2,000 members of the cooperative, several focus group sessions, 50 

semi-structured interviews to identify the subjective impacts of various development programs 

on the members of the cooperative organization, and interviews with representatives of other 

nonprofits. The use of a local liaison to act as an interpreter as well as provide the group with 

legitimacy was necessary. The volunteers completed a stakeholder analysis comparing the intent 

of various development projects with their actual impact. They also trained community members 

to shoot a participatory video where members of the cooperative organization filmed 

conversations with each other regarding what they believed to be the suburb’s highest needs. The 

goal of these various methods was to create a comprehensive participatory rural appraisal of the 

start-up cleaning service’s impact on the cooperative’s needs and serve as a community 

development strategy. This multifaceted research plan enabled the volunteers to gain a creative 

and in-depth experience of executing social research abroad and assess the need for future 

involvement of UHP volunteers within the community.  

 Because UHP had not obtained institutional approval to begin their research before they 

arrived, the first two weeks were taken up with obtaining this approval from the university. 

During this time, the project director realized that the research they were proposing would be less 

time consuming than initially presumed, and many of the students were interested in pursuing 

other opportunities in their free time. UHP allowed volunteers to secure other internships in 

Rwanda while simultaneously working on the UHP goals. These internships included working 
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with the local government conducting policy analysis and data collection and writing articles and 

taking photographs for a local newspaper.  

 In sum, UHP project directors felt that each project made an impact on the community it 

served, and, although things did not go according to plan in every location, the students were still 

able to participate in a comprehensive international service project. This study gathered data on 

how the students and directors look back at their experiences approximately one and a half years 

later, and examined the participants’ realization of intercultural competence outcomes, as 

measured by the IES and ICSI.  

Typology of UHP Projects 

In relation to Engle and Engle’s (2003) study abroad classification chart, the projects 

assessed in this study do not fall neatly into one level on each component. There is, however, a 

general concurrence with the Cross-Cultural Immersion level, which Engle and Engle (2003) 

described in part as “students choosing not to do traditional academic work but integrated 

directly in the host culture through service learning, independent projects or professional 

internships” (p. 12). The key features of the Immersion level are the provision for cultural 

interaction and experiential learning, and guided reflection on their cultural experience. Because 

students are so involved in the community within this level and commit to ongoing reflection of 

their activities, the experience may provide students the opportunity to “develop perspective 

consciousness about the world,” as suggested by Roberts (2003, p.272).  

Regarding Duration, UHP projects fell within Level Two (Short-Term Study) as its 

model is a summer-long deployment lasting between six and eight weeks. For the Entry target-

language competence program component, UHP fell within Level Three: Cross-Cultural Contact 

Program as participating students were not necessarily required to have high levels of second 
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and/or third language competence to engage in UHP’s abroad programming. Although students 

did study the language on their own or in groups before they went, it was impossible for them to 

learn the indigenous languages of these developing countries within the six months before their 

departure and there was no coursework offered in these languages, as there might be for more 

common languages like Spanish, French, or Italian. For the Language used in coursework 

component, UHP did not apply as coursework was not taken in country. For the Academic work 

context component, UHP fell under Level Five: Cross-Cultural Immersion Program due to the 

nature of its stay in each country. As stated, coursework was not taken in country so this 

component in some ways may not apply, but in other ways it does as students were immersed in 

local norms and carried out their work alongside local community members. Regarding the 

Housing component, UHP fell within Level Four: Cross-Culture Encounter Program as many of 

the participants stayed in local residents’ homes and/or local hostels. Regarding the Provisions 

for cultural interaction, experiential learning and Guided reflection on cultural experience 

program components, UHP also fell within Level Five: Cross-Cultural Immersion Program as 

the nature of UHP programming encouraged participants to actively engage within the local 

culture while periodically taking time throughout the stay to reflect on their experiences through 

journaling, scheduled orientations and mentorship. More detailed information about what 

modifications may be made to the classification system in order to better accommodate trips of 

this type is included in Chapter 5. 

Program Theory: Logic Model 

 Evaluators have used logic models, often referred to as evaluation frameworks, 

extensively over the past 45 years. Taylor-Powell and Henert (2008) point to their early use in 

studies conducted by Suchman (1967), Weiss (1972), Bennett (1976), and Wholey (1979). 
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Wholey was the first to use the term “Logic Model” in his work Evaluation: Promise and 

Performance (1979).  They have been used in the public, private, and nonprofit sectors both 

domestically and internationally. Logic models are widely used by funders in the private 

philanthropic industry to gauge the perceived effectiveness or impact of a program seeking 

funding (Fitzpatrick, Sanders & Worthen, 2011).  

A logic model follows a flow of input identification, activity definition, and expected 

short- and long-term outcomes in relation to a program to be evaluated (Fitzpatrick et al, 2011). 

In an evaluation setting, the key components of this flow are: understanding the situation, inputs, 

outputs, expected outcomes, underlying assumptions, and any external factors.  

 Within the scope of this specific study, I used an outcomes-oriented evaluation approach 

to inform three primary steps in the creation of the evaluation logic model: (1) Identification of 

stakeholders, (2) Description of specific projects and their activities and expected outputs, and 

(3) Identification of the short-, medium- and long-term expected outcomes as a result of 

numerous programmatic dimensions related to the IES measurement tool and stakeholder needs. 

Figure 3 shows the logic model in detail.  

 The first step in building the logic model was the identification of stakeholders. Although 

identified as secondary stakeholders because they provide services and are also involved in the 

decision-making process, the most involved stakeholders were UHP project directors who had a 

vision for the future of UHP and wanted to use this study as a basis for growth and improvement. 

Primary stakeholders, whose lives may be directly impacted as a result of these projects, were 

also considered. The second step was to fully understand UHP’s mission and the goals for the 

three projects being evaluated. The group had to consider short-, medium- and long- term goals 

of the project for all involved. The third step was to develop the study questions, which were also 
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developed in collaboration with UHP and its stakeholders. The questions focused on the 

accommodation of intercultural competence by students and their recommended improvements 

for the future. 

 The sections of the logic model are as follows: inputs, activities, outputs, and outcomes. 

Inputs are the resources and/or individuals that represent an investment into the program. UHP 

considers its student participants as a valuable input because they perform the services within the 

developing countries. UHP also has volunteer support from other students who do not participate 

internationally but promote their mission on campus and assist in garnering support and 

fundraising to carry out the goals of the projects. Financial support from private granting 

foundations, individual donors, and the university are critical inputs that enable UHP to provide 

services and goods to their international partners. And, finally, faculty sponsorship is an input 

that UHP relies upon to assist them in making sound decisions about projects.  

 Once the inputs are identified, the activities that use these inputs must be outlined. The 

activities can be described as what the program did with the inputs to fulfill its mission. In 

UHP’s case, the activities of the projects were the 16 students who traveled to three countries in 

order to carry out a service project for a two-to-three month period. The details of these projects 

have been outlined above. The outputs are the products of program activities and explanations of 

what was accomplished and who was affected. UHP’s intended outputs were the completion of 

the projects by all the student sojourners (four in Nepal, seven in Rwanda, and five in Uganda). 

They also hoped that after the students left, every project would continue to thrive within the 

served communities and organizations.  

 Finally, the outcomes are the results or benefits for the participants. These are separated 

into short-, medium-, and long-term. Short-term outcomes are expected to be seen in the six 
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months after the completion of each project; medium-term outcomes are expected to occur 

between six months and approximately one year after the completion; and long-term outcomes 

are projected for one year or later. UHP’s logic model identified outcomes for the two major 

stakeholder groups affected by the project and this study: the students and the UHP as a program. 

Student outcomes were based on the intercultural competence assessment tool, the Intercultural 

Effectiveness Survey, which this study uses as the primary survey tool and is explained in the 

next chapter. The survey measures the development of skills and attitudes in relation to three 

dimensions: Continuous Learning, Interpersonal Engagement, and Hardiness. The outcomes for 

UHP were determined with the help of stakeholder input and include gaining insight through the 

use of this study and implementing the results in order to receive more funding and improve 

future projects. With the finalization of the logic model, the data collection process was 

determined.  

Summary 

A unique student organization, Universal Harmony Promotion, sent sixteen students to 

three developing countries, Nepal, Uganda, and Rwanda, in the summer of 2012. These trips can 

be classified as international service projects because their mission goes beyond typical study 

abroad and focuses on providing assistance to the locals of the host country. Nevertheless, there 

is still a benefit to student sojourners in that they are immersed in the culture and are provided 

with experiences that allow them to interact professionally and personally with their hosts. The 

benefit to be measured within this study is intercultural competence – the ability for one to adapt 

to another culture. Using the dimensions and variables of a survey tool titled the Intercultural 

Effectiveness Scale, a logic model was developed to better understand each part of the process. 

The next chapter describes the methodology that accompanies the logic model.
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Figure 2: Evaluation Logic Model for UHP and its Projects 

Complete a series 
of monitoring and 
evaluations of past 
UHP projects and 
assist in advocacy 
for these projects 
among the 
nonprofit 
networks in 
Kigali, Rwanda 

 

Inputs Outputs 

 

Outcomes 
Short Term                              Medium Term                               Long Term 

Activities 

 

Student 
sojourn-
ners 

STUDENTS WILL: 

Dimension 1 – Continuous Learning 

Variable 1 – Self-Awareness 

develop insight on their own values, 
strengths, weaknesses, interpersonal 
style, and behavioral tendencies. 

be more aware of the impact of their 
own values, strengths, weaknesses, 
interpersonal style and behavioral 
tendencies have on others. 

constantly evaluate their personal growth, 
and reflect on their experiences and what 
they learned from them. 

Variable 2 – Exploration 

be more open to ideas, values, 
norms, situations, and behaviors that 
are different from their own. 

seek out new experiences that can lead 
to learning or change in their own 
perspective and behavior. 

learn from their mistakes and make 
adjustments to their personal strategies to 
ensure success.  

Dimension 2 – Interpersonal Engagement 

Variable 3 – Global Mindset 

be more interested in learning about 
other cultures and their people. 

seek out resources (newspapers, etc.) 
in order to learn about other cultures. 

interact more effectively with people from 
other cultures due to this knowledge. 

Variable 4 – Relationship Interest 

build relationships with individuals 
from other cultures with whom they 
interacted on the trip. 

seek out relationships with those from 
other cultures. 

maintain these relationships and possibly 
learn another language in order to do so. 

Dimension 3 – Hardiness 

Variable 5 – Open Mindedness 

be more open to alternative 
perspectives and behaviors. 

withhold judgment about situations or 
people that are new or unfamiliar. 

avoid stereotypes and be open to 
perceiving the complexity of individual 
behavior and differences within a group of 
people. 

Variable 6 – Emotional Resilience 

be able to move past the stress of 
traveling and build relationships with 
others. 

be better equipped to cope with 
challenging emotional experiences. 

be able to recover quickly from 
psychologically and emotionally 
challenging situations. 

 

UHP 
support 
staff 
(volun-
teers) 
 

4 students 
completing 
the Nepal 
project 

 

7 students 
completing 
the Rwanda 
project 
 

5 students 
completing 
the Uganda 
project 

UHP WILL: 

gain insight into what students gain 
from their international volunteer 
experiences. 

be able to make changes to their future 
projects incorporating feedback from 
the evaluation. 

use evaluation data in applying for grants 
and obtain more funding and support for 
their mission and projects. 

 

Assist in 
expanding a health 
clinic located 
within an 
orphanage and 
provide health 
workshops to the 
community in 
Entebbe, Uganda 

3 projects 
sustained in 
communities 
after 
completion of 
UHP ISL 
project term 

Financial 
support: 
Grants 
and 
fund-
raising 

Faculty 
sponsor-
ship 

 

Provide English 
lessons to 
kindergarteners 
and environmental 
curriculum to 
youth and provide 
resources for 
schools in 
Meghauli and 
Daldale, Nepal 
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CHAPTER THREE 

EVALUATION DESIGN AND METHODOLOGY 

Focus and Scope of the Evaluation 

This chapter describes the design and methodology of the summative evaluation 

conducted with Universal Harmony Promotion’s three international service projects which 

occurred during the summer term of 2012. Through stakeholder meetings, it was determined that 

the intercultural competence of students participating in the projects was the most important 

outcome to review. UHP also wished to gather information from the student volunteers about 

suggested improvements to the program and its international projects. These insights will lead to 

enhancements that will benefit future groups and UHP’s sustainability plans. 

The main component evaluated, intercultural competence, is explained in more detail in 

Chapter 2. Its measurement within this study is based on the primary measurement tool selected, 

the Intercultural Effectiveness Scale (IES). The Intercultural Sensitivity Inventory (ICSI) is a 

secondary tool also used to measure intercultural competence. The qualitative interview 

questions are based on the variables of the IES and the data from the two are analyzed in Chapter 

4. Both tools are discussed in more detail in this chapter.  

The Primary Measurement Tool for Intercultural Competence: The IES 

 The Intercultural Effectiveness Scale (included as Appendix C), is owned by The Kozai 

Group (2011), and was chosen for its ease of use, which includes an online format easily sent to 

participants via e-mail, its accessibility, and its alignment with the measurement goals 

established by stakeholders which were to better understand the facets of ICC as they were 

realized by participating students. The Intercultural Effectiveness Scale has three dimensions 

related to the acquisition of intercultural competence, with each dimension comprised of two 
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additional variables. The Continuous Learning dimension consists of Self-Awareness and 

Exploration. The Interpersonal Engagement dimension consists of Global Mindset and 

Relationship Interest. The Hardiness dimension consists of Positive Regard and Emotional 

Resilience. I created Figure 3, below, to better illustrate these relationships. 

 

 

 

 

Figure 3: Graphic Representation of IES Dimensions and Variables 
  

 

This study used an approach similar to the IES in looking at globalization and its effects on 

employment. The researchers asked: 

“How do we develop people who can thrive in the context of globalization?’ First, it is 

necessary to understand and delineate the competencies associated with thriving in global 

contexts. What competencies do people possess who exhibit success in living and 

working in cross-culturally complex situations? And, what clues can these ‘global 

leaders’ give us in terms of educating and developing people who can be successful in the 

age of globalization?” (Mendenhall, Stevens, Bird, Oddou, & Osland, 2011, p. 3) 
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In reviewing the research on how to most effectively develop global leaders, they found 

more than 50 competencies had been identified, many of them conceptually overlapping. These 

concepts could be divided in two domains – intercultural competencies and global business 

competencies. The researchers depended largely on the expatriate literature which focuses on 

“the ability to adjust to the work, social, and general cultural dimensions of a new culture” and 

has “been shown to influence subsequent productivity of the expatriate during his/her overseas 

assignment” (Mendenhall et al., 2011, p. 5). Mendenhall and his colleagues (2011) summarized 

the literature into three broad dimensions for individuals: “the cognitive/perceptual, 

other/relationship, and self/self-efficacy domains” (p. 6). These domains provided the basis for 

the Intercultural Effectiveness Scale and were renamed: Continuous Learning, Interpersonal 

Engagement, and Hardiness. These three dimensions and the variables that comprise them are 

discussed further in the following sections. 

Continuous learning. In their review of expatriate literature, Mendenhall and Oddou 

(1985) found that those who were successful in adapting to a foreign culture were able to: 

1. Make correct attributions regarding host nationals’ behavior; 

2. Be nonjudgmental when evaluating host nationals’ behavior; 

3. Make loose vs. rigid evaluations of host nationals’ behavior; 

4. Update and modify cognitive schema regarding the host culture; 

5. Seek out information to better process host national cultural stimuli. (Mendenhall et 

al., 2011, p. 6) 

These five qualities provide the foundation for the Continuous Learning dimension. The 

perception of other cultures and individuals from that culture is a major influence on an 

individual’s ability to be effective in cross-cultural business and social interactions. The IES tool 
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describes the dimension of Continuous Learning as “how people cognitively approach cultural 

differences” and states that it assesses “the degree to which individuals engage the world by 

continually seeking to understand themselves and also learn about the activities, behavior, and 

events that occur in the foreign environment” (Mendenhall et al., 2011, p. 7). The dimension is 

assessed by measuring two variables: Self-Awareness and Exploration.  

Self-awareness (SA) refers to individuals’ awareness of their own qualities that may be 

beneficial or harmful in forming relationships with another culture. An individual’s 

understanding of their own strengths and weaknesses, personal values, how experiences have 

impacted their lives today, and how their behavior affects relationships with others contributes to 

personal self-awareness. This factor is critical to this study because, as noted by Jokinen (2005), 

it is one of the most important factors in ensuring effective work across cultures. Exploration (E), 

the other critical factor within Continuous Learning, “reflects an openness towards, and an active 

pursuit of understanding ideas, values, norms, situations, and behaviors that are new and 

different” (Mendenhall et al., 2011, p. 8). Exploration also refers to a willingness to capitalize on 

opportunities for growth and learning and seek out an understanding for cultural differences 

rather than stereotyping. Most importantly, Exploration assesses an individual’s capacity to 

evolve from previous experiences and improve personal strategies to be successful in all settings, 

both socially and work related. Black, Morrison, and Gregersen (1999) found in their research 

involving numerous corporate leaders across several continents that inquisitiveness (exploration) 

was the most important competency.  

Interpersonal engagement. Mendenhall and Oddou’s (1985) research on expatriates 

found that the inquisitive and reflective competency often led to greater curiosity about other 

cultures. Interpersonal Engagement was identified as the second dimension essential for 
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intercultural effectiveness and contributed to the development of positive relationships with host 

peoples. The IES notes that the development of strong, positive relationships with new people 

and groups is of critical importance in developing strong social networks, ultimately resulting in 

“effective intercultural job performance” (Mendenhall et al., 2011, p. 9). In order to develop 

these social networks, one must have a desire to learn about other cultures, their people, norms, 

customs, and values. The two variables that are measured within Interpersonal Engagement are 

Global Mindset (GM) and Relationship Interest (RI).  

 Global Mindset, as defined by Mendenhall and his colleagues (2011), represents the 

extent to which an individual actively seeks out information about unknown cultures as well as 

their people. This can include the use and review of print and electronic media, elective 

educational courses, and similar outlets. The accessibility of one’s Global Mindset has been 

shown to have a positive influence in one’s adaptability to the different culture (Hudson & 

Inkson, 2006). Relationship Interest explores the extent “to which people have a desire and 

willingness to initiate and maintain relationships with people from other cultures” (Mendenhall 

et al., 2011, p. 10). Individuals who form bonds that go beyond personal gain and result in 

emotional connectedness with persons from another culture score high on Relationship Interest. 

The research conducted by Mendenhall and his colleagues has shown that this is an important 

component with cross-cultural competence and adjustment because of the necessity for 

communication and relationship building in social and business settings.  

 Hardiness. The final dimension of the IES, Hardiness, represents an individual’s ability 

to effectively respond to unanticipated hardships as a result of his/her quest to gain knowledge 

about another culture and describes openness to differences, avoiding stereotypes, and handling 

stressful situations effectively. Within Mendenhall and Oddou’s (1985) research, the ability to 
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maintain self-esteem, self-confidence, and overall calmness was essential in an individual’s 

acclimation to a new culture. The two variables assessed within Hardiness are Positive Regard 

(PR) and Emotional Resilience (ER).  

Positive Regard is the ability to withhold judgment and avoid becoming reactive toward 

an unfamiliar culture, situation, or individual. Positive Regard is of critical importance in an 

individual’s sense of Hardiness and is a measure of how well he/she is able to minimize 

irrational or inappropriate responses in unfamiliar cross-cultural situations. Arthur and Bennett 

(1995) note that effective leadership in international relations is correlated with Positive Regard. 

Emotional Resilience measures the extent to which individuals manage their emotions and stress 

to cope with obstacles within cross-cultural interactions. Those able to manage and control their 

emotions are better equipped to deploy other global competencies than those low in emotional 

resilience (Mendenhall et al., 2011, p. 12). Kealey (1996) suggests that perseverance (much like 

ER), the ability to keep going even when situations are difficult, is critical to working in foreign 

cultures.  

IES Pilot Study by the Kozai Group. The Kozai Group provides a breakdown of 

sample demographics of individual survey participants to a larger population in the below charts.  

Specifically, Kozai’s norm comparison group, consisting of more than 25,000 individuals, began 

with a pilot group of 2,308 subjects, allowing for a 5-1 subject-to-item ratio (Mendenhall, 

Stevens, Bird, Oddou, & Osland, 2012). This group ranged in age from just under 20 years to 

just over 50 years, and were undergraduate students, graduate students, and a sample of 

employed adults across a wide spectrum of professions across the world. Forty and three tenths 

percent of the sample was male, and 59.7% female (Mendenhall, Stevens, Bird, Oddou, & 

Osland, 2012). Other characteristics of the group are displayed in Figures 4 and 5 below. The 
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data for these figures were collected by The Kozai Group below (Mendenhall, Stevens, Bird, 

Oddou, & Osland, 2012), which I then displayed in pie charts.  

 

 

Figure 4: Educational Background and Age of Kozai Group’s Pilot Group  

 

  

Figure 5: World Region and Ethnicity of Kozai Group Pilot Group 
 

 
Based on the data from this initial group, The Kozai Group reduced their initial set of 115 

items to a final set of 52 items across Continuous Learning, Intrapersonal Engagement and 

Hardiness, resulting in a generalizable sample set of items to use with cross-cultural populations. 

The factor analyses for each dimension are presented in Tables 3 to 5 below (Mendenhall, 

Stevens, Bird, Oddou, & Osland, 2012). As evidenced, each dimension was deemed to be 

reliably measured by the IES. 
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Table 3: Factor Analysis Item Loadings for Continuous Learning (CL) Subscales from 

Kozai 

Self Awareness  (SA) 
(reliability = .076) 

Exploration (EX) 
(reliability = 0.82)  

SA01  0.633  EX01  0.726  
SA02  0.627  EX02  0.725  
SA03  0.605  EX03  0.652  
SA04  0.552  EX04  0.648  
SA05  0.583  EX05  0.665  
SA06  0.549  EX06  0.608  
SA07  0.525  EX07  0.645  
SA08  0.510  EX08  0.583  
SA09  0.505  EX09  0.583  
 EX10  0.593  

Overall scale reliability for CL =0.85  
 

Table 4: Factor Analysis Item Loadings for Interpersonal Engagement (IE) Subscales from 

Kozai 

Global Mindset (GC) 
(reliability = 0.84)  

Relationship Interest (RI)  
(reliability = 0.80) 

GM01  0.823  RI01  0.804  
GM02  0.735  RI02  0.696  
GM03  0.775  RI03  0.674  
GM04  0.611  RI04  0.628  
GM05  0.704  RI05  0.499  
GM06  0.709  RI06  0.808  
GM07  0.584  RI07  0.625  
  RI08  0.620  

Overall scale reliability for IE =0.85 
 

Table 5: Factor Analysis Item Loadings for Hardiness (HA) Subscales from Kozai 

Positive Regard (PR) 
(reliability = 0.79)  

Emotional 
Resilience (ER)  
(reliability = 0.81) 

PR01  0.656  ER01  0.703  
PR02  0.670  ER02  0.698  
PR03  0.625  ER03  0.697  
PR04  0.604  ER04  0.708  
PR05  0.496  ER05  0.596  
PR06  0.521  ER06  0.608  
PR07  0.455  ER07  0.583  
PR08  0.489  ER08  0.525  
PR09  0.488  ER09  0.538  
Overall scale reliability for HA =0.84 
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There is a diversity of approaches discussed in the literature for assessing intercultural 

competence. The IES is appropriate to use as a measurement tool in this study because it utilizes 

a broad range of dimensions that are critical components in various fields, including expatriate 

adjustment and performance research and work in global leadership. Continuous Learning, 

Interpersonal Engagement, and Hardiness form a three-dimensional framework that “constitutes 

three distinctive, though related domains. Moreover, each of these can be broken down into 

separate competencies, each of which captures an important aspect of overall intercultural 

competency” (Mendenhall et al., 2011, p. 13). For this study, the instrument was used in its 

entirety. The relationship between this measurement tool and the research questions are explored 

in a later section.  

The Secondary Measurement Tool for Intercultural Competence: The Intercultural 

Effectiveness Scale (ICSI) 

To gain a better understanding of the results of the Intercultural Effectiveness Scale, a 

secondary measurement tool was used. The Intercultural Sensitivity Inventory (included as 

Appendix D) was developed by researchers in Hawaii to answer a number of research questions 

surrounding the cultural sensitivity of individuals with a range of cross-cultural experiences, 

particularly comparing individuals with less than three years of cross-cultural experiences with 

those with more than three years of experience as well as the level and/or type of intercultural 

experience for each participant. As developed by Bhawuk and Brislin (1992) the ICSI is a self-

reporting, Likert scale instrument comprising three sections that require the participant to 

internalize cultural scenarios (such as pursuing work) in two separate countries. Each section’s 

items were designed to uncover participants’ respective intercultural behaviors rather than an 

attitude or range of personality traits. Specifically, the ICSI includes three sections: 16 items that 
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address participants reactions to scenarios regarding pursuing careers in the United States; the 

same set of 16 items again, but this set requires the participant to envision pursuing a career and 

living in Japan; and finally a third section consisting of 14 items addressing participants’ levels 

of open-mindedness and flexibility in regard to interacting with and immersing in a culture 

different than their own. The instrument was used in its entirety within this study.  

Brislin (2011) explains that the ICSI exists as a measurement tool with the assumption 

that when interacting and immersing in another culture, individuals have to be flexible in the 

modification of their own learned behaviors – which in turn assumes that the individuals are 

aware of and have an understanding of their learned behaviors and the extent to which they can 

be modified. While the ICSI is geared primarily toward residents of the United States and Japan 

experiencing external cultural immersion, it allows for ease of use for residents of other countries 

when their cultural immersion involves either United States or Japanese cultures.  

Bhawuk and Brislin (1992) specifically used the ICSI to determine the intercultural 

sensitivity and open-mindedness of university students from many different countries of origin 

that were currently participating in the same university program (i.e. United States, Philippines, 

Australia, Japan, China, Indonesia, etc.), and then to compare their social desirability. Five ICSI-

based questions and five social desirability-based questions guided the study. Bhawuk and 

Brislin (1992) found that the ICSI can distinguish between participants with high intercultural 

sensitivity and those with average intercultural sensitivity, particularly if they came from an 

individualistic or collectivistic culture like Japan or the United States.  

Through their study, Bhawuk & Brislin (1992) found that the tool was reliable and had an 

overall Chronbach’s alpha of 0.82. The following items were intended to measure understanding 

of collectivism: 2, 4, 5, 7, 8, 10, 12, 13, 15, and 16. The remaining items in that section, 1, 3, 6, 
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9, 11, and 14 were intended to measure understanding of individualism. As described by 

Hofstede (2014), the fundamental issue addressed in the components of individualism versus 

collectivism is:  

the degree of interdependence a society maintains among its members. It has to do with 

whether people’s self-image is defined in terms of “I” or “We.” In individualist societies, 

people are only supposed to look after themselves and their direct family. In collectivistic 

societies, people belong to “in groups” that take care of them in exchange for 

unquestioning loyalty (para. 4).  

Japan and the United States are at opposite ends of the individualist and collectivistic spectrum, 

which is why they were the two countries selected in Bhawuk and Brislin’s research. By asking 

participants how likely they would be to demonstrate a behavior within that culture allows the 

researcher to ascertain their knowledge of cultural competency, by understanding that behaviors 

and attitudes must be modified within cultures dependent on such factors.  

In the section that measures flexibility and open-mindedness, ISCI items 2, 4, 5, 10, 11, 

12, and 13 were intended to measure flexibility, while items 1, 3, 6, 7, 8, and 9 were intended to 

measure open-mindedness. Through factor analysis for each item, the internal consistency and 

reliability of the tool was confirmed. Bhawuk and Brislin (1992) determined that the ICSI may 

have a number of potential implications for intercultural sensitivity training such as: the ability to 

differentiate between individuals who have high intercultural sensitivity from those with average 

intercultural sensitivity, the use of individualism and collectivism as constructs for the 

measurement of intercultural sensitivity, and the measurement of individuals’ intercultural 

sensitivity through the combination of individualism and collectivism with open-mindedness and 

flexibility.  
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Sizoo and Serrie (2004) utilized the ICSI in a similar study to identify specific exercises 

collegiate business students can use to develop their intercultural sensitivity and increase their 

chances of gaining international employment. The researchers used the ICSI as a pre-test and 

post-test measurement with 88 and 84 students respectively, before and after the incorporation of 

five separate exercises designed to stimulate and sustain students’ levels of intercultural 

sensitivity. Four groups (one adult control, one collegiate control, one adult treatment, and one 

collegiate treatment) participated in Sizoo and Serrie’s study. In their analysis of ICSI data, the 

researchers determined that both treatment groups (adult and collegiate) showed significant gains 

in intercultural sensitivity and cross-cultural competence as a result of their exercises.  

Sizoo, Serrie and Shapero (2007) again used the ICSI in a study designed to analyze 

cross-cultural management activities of management level individuals in multi-national 

organizations in relation to their ability to effectively solve real-world issues across numerous 

cultures. Specifically, the ICSI was administered to domestic and international participants in 

control and treatment groups twice via pre- and post-tests. These data provided the researchers 

with insight into participants’ ability to deal with cross-cultural issues based on the type of multi-

cultural engagement activity utilized (there were five separate exercises ranging from cross-

cultural interviews to acting out a cross-cultural skit to reading and reacting to a piece of cross-

cultural news media). In their analysis of ICSI data, the researchers discovered that neither 

residing in a foreign country, participant age, nor a general understanding of cross-cultural issues 

positively contributed to cross-cultural decision-making. The results suggested an active 

acquisition of cross-cultural skills and abilities such as learning a foreign language through 

ongoing training activities may make a greater impact on individuals’ abilities to increase their 

levels of intercultural expertise.  
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Evaluation Plan and Data Collection Procedures 

The purpose of this summative evaluation was to understand how intercultural 

competence outcomes are realized among students participating in one of three international 

service projects operated under the Universal Harmony Promotion program. The first step in this 

study was to determine if it was appropriate to conduct an evaluation. An evaluability 

assessment, developed by Fitzpatrick, Sanders, and Worthen (2011), titled Checklist for 

Determining When to Conduct an Evaluation, (Appendix E) was completed. It looks at aspects 

of the program including its stakeholders and factors affecting the evaluation including its 

feasibility. This checklist is included as Appendix E of this paper but is explained further here. 

The first step within the list asks if there is a contractual agreement in place which warrants an 

evaluation. In the case of UHP, there is not; this study was initiated by the volunteer staff of the 

program driven by their desire to better understand program outcomes and needs for 

improvement. Therefore, the evaluator moves throughout the next nine steps of the list in order 

to determine the appropriateness and feasibility of the evaluation including components such as 

stakeholder consensus, data availability, and intended use. Once completed, it became clear that 

Universal Harmony Promotion’s projects were ready and suitable for an evaluation. Because the 

checklist gives reasonable proof that the evaluation should occur, the checklist is therefore 

pursued in accordance with reliable evaluation measures and standards. 

This study utilized a logic model (as described in Chapter 2) to identify the factors to go 

into the evaluation process as well as the goals identified as important by stakeholders. The logic 

model outlines the flow of inputs that make up the projects of UHP, activities that were carried 

out in order to achieve the international service projects, outputs that can be measured in order to 

understand if the activities were accomplished, and short-, medium-, and long-term outcomes. 
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The methods used to assess the success of UHP’s projects according to outputs and outcomes 

laid out in the logic model include both quantitative and qualitative components.  

Evaluation Plan 

The following research questions are linked to the Logic Model presented in Chapter 2. 

The Outcomes Measurement Chart (Figure 6) lays out the links between the questions, the 

outcomes, and how they will be measured. This chart, adapted from the National Resource 

Center’s (2010) work on measuring outcomes, outlines the relationship between study research 

questions and logic model outcomes and how they were measured including what, when and 

how data was collected. 

The questions guiding this study are: 

1. To what extent are intercultural competence outcomes realized by students approximately 

one and a half years after their return from participating in one of UHP’s three international 

service projects?  

2. What program elements facilitate or impede students’ acquisition of intercultural 

competence? 

3. What program elements can be expanded upon or changed to improve the program?  

Research Design 

A mixed methods research design was selected, which allowed the integration of 

qualitative and quantitative data to better understand the attitudes of students and the directors 

after their return. Creswell (2009) suggested that all mixed methods researchers formulate 

explicit strategies, justified in terms of whether they need to use: (a) a convergent triangulated 

design, to obtain differing, yet complementary data, (b) an embedded design, where one type of 

data plays a supplementary role within a research design based on another type of data; (c) a  
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Table 6: Evaluation Plan 

Evaluation 
Question 

Related Logic Model  
(Long-Term) Outcome 

Indicators 
What data collection 

method? 
When will data 
be collected? 

Who will 
collect the 

data? 

What will they 
do? 

How will data 
collected be 
monitored? 

1. To what extent 
are intercultural 
competence 
outcomes 
realized by 
students 
approximately 
one and a half 
years after their 
return from 
participating in 
one of UHP’s 
three 
international 
service projects?  

Students will constantly 
evaluate their personal 
growth, and reflect on 
their experiences and 
what they learned from 
them. 

# and % of students who 
show a high score on 
the IES factor of Self-
Awareness 

# and % of 
students who 
show a high 
score in ICC as 
measured by 
the ICSI 

Survey and interview 
of students using the 
IES and its 
dimensions 

Approximately 
one and a half 
years after 
students have 
returned from 
respective 
project trips 

The 
Evaluator - 
Saralyn 
Grass 
  
  
  
  
  
  
  

Surveys: 
Surveys were e-
mailed to 
students 
approximately 
one and a half 
years post-trip 
to be completed 
online; 
Interviews: 
Interviews were 
be conducted in 
person or 
through e-mail 
(if the 
interviewee is 
unable to meet) 
approximately 
one and a half 
years post-trip 
completion;  
Evaluator 
memos: Memos 
were 
documented in 
meeting and 
conversations 
with 
stakeholders. 

Evaluator 
tracked 
completion of 
each step 
(surveys and 
interview(s)) 
through student 
names to ensure 
all phases were 
complete. Once 
all data was 
collected, 
names were be 
removed and 
replaced with 
numbers so that 
all data could 
be kept 
confidential and 
anonymous. 

Students will learn from 
their mistakes and make 
adjustments to their 
personal strategies to 
ensure success. 

# and % of students who 
show a high score on 
the IES factor of 
Exploration 

Students will interact 
more effectively with 
people from other 
cultures due to this 
knowledge. 

# and % of students who 
show a high score on 
the IES factor of Global 
Mindset 

Students will maintain 
these relationships and 
possibly learn another 
language in order to do 
so. 

# and % of students who 
show a high score on 
the IES factor of 
Relationship Interest 

Students will avoid 
stereotypes and be open 
to perceiving the 
complexity of individual 
behavior and differences 
within a group of people. 

# and % of students who 
show a high score on 
the IES factor of Open 
Mindedness 

Students will be able to 
recover quickly from 
psychologically and 
emotionally challenging 
situations. 

# and % of students who 
show a high score on 
the IES factor of 
Emotional Resilience 

2. What program 
elements 
facilitate or 
impede students’ 
acquisition of 
intercultural 
competence? 

UHP will use evaluation 
data in applying for 
grants and obtain more 
funding and support for 
their mission and 
projects. 

# and % of students who 
show a high score on 
any/all of the 3 
dimensions of the IES;  

Interview of Program 
Directors 
 
Evaluator memos 

3. What program 
elements can be 
expanded upon or 
changed to 
improve the 
program?  

feedback on project/program (through 
student/director interviews) 
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sequential explanatory design, where qualitative methods are used as a follow up to quantitative 

methods; or (d) a sequential exploratory design, where quantitative methods are used as a follow 

up to qualitative methods. This study used a convergent triangulated design. It is considered 

convergent because both quantitative and qualitative data were collected and interpreted to 

answer the same research questions. It is considered triangulated because the quantitative and 

qualitative data were compared in order to discover the commonalities or controversies. As 

stated by O’Donoghue and Punch (2003), triangulation is a “method of cross-checking data from 

multiple sources to search for regularities in the research data” (p.78). 

The quantitative data were collected using both the Intercultural Effectiveness Survey, 

which measures the multiple dimensions of intercultural competence discussed earlier in this 

chapter, and the Intercultural Sensitivity Inventory, which measures sensitivity to cultural 

differences, particularly between a collectivist and individualistic culture. Both surveys were 

administered post-trip, approximately one and a half years after the students had returned. The 

reason for using both surveys was to have a comparison instrument that could potentially 

confirm the results of the IES (each assessment measures different dimensions of intercultural 

competence/sensitivity). This design permits a statistical analysis of the independent measures, 

in order to evaluate the perceived attitudes of intercultural competence. The qualitative data 

included: (a) the responses of the students to interview questions, which were compared using a 

thematic analysis in order to analyze the variables of ICC and (b) director responses to interview 

questions, which were designed to identify changes to be made to UHP. These data enabled an 

assessment of performance and provided insight on how to improve the program. The third 

category is (c) evaluator memos documenting conversations and meetings with stakeholders. The 

memos were mainly used to understand what actually happened on the trips. 
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Participants 

Although sixteen students participated in the three UHP projects, a total of 15 students 

(11 females and four males) participated in this study. One student chose not to participate. 

Fourteen of the study participants were undergraduate students, one was a graduate student, and 

11 had extensive international travel experience, while four did not. A more thorough description 

of the students is provided in Chapter 4. Four students worked in Nepal for approximately 13 

weeks (although one left after two weeks), seven students worked in Rwanda for approximately 

nine weeks, and four students worked in Uganda for approximately 10 weeks. All projects took 

place during the summer semester of 2012. One of the fifteen students chose not to participate in 

the interview portion of the study, but did complete the surveys. Two of the participating 

students were also directors of the program, and they both participated in all aspects of this study 

including the supplemental director interview.  

Instruments 

Quantitative data collection. The student participants completed the Intercultural 

Effectiveness Scale approximately one and a half years after the trip to provide a measure of 

intercultural competence. The IES is a valid and reliable measurement tool developed by the 

Kozai Group and licensed by the Intercultural Communication Institute. In its creation, The 

Kozai group used a pilot group of 2,308 subjects in order to conduct stable psychometric 

analyses of the Likert-scaled self-report questionnaire reliability (Mendenhall, Stevens, Bird, & 

Oddou, 2010). Their goal was to refine the individual items and obtain the most reliable 

subscales across the dimensions. The efforts resulted in overall scale reliability (Mendenhall, 

Stevens, Bird, & Oddou, 2010). These results are presented earlier in this Chapter. Mendenhall 

and his colleagues (2011) found that the IES scales were reliable and had predictive validity, and 
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that those who scored higher on particular subscales also tended to perform higher in terms of 

that particular intercultural engagement skill. The IES is designed for use by nonprofits or 

institutions of higher education whereas the GCI is designed for large global companies.  

Permission to use the Intercultural Effectiveness Scale was provided through the Kozai 

Group. The survey is available for purchase, which was done in order to secure its use. The IES 

was administered in January and February of 2014 in an online format, with a private link 

emailed to each student. The instrument contained 52 items that measured the following 

variables: nine items on Self-Awareness, 10 items on Exploration, seven items on Global 

Mindedness, eight items on Relationship Interest, nine items on Positive Regard, and nine items 

on Emotional Resilience. Participants self-reported through a five-point Likert-scale ranging 

from Strongly Disagree to Strongly Agree. Additionally, there were 14 demographic questions 

including age range, ethnicity, education, gender, and international experience. The demographic 

questions were designed by the Kozai Group. Participants’ responses were also provided to the 

evaluator. The survey took an estimated 15-20 minutes to complete.  

The students were also asked to complete the Intercultural Sensitivity Inventory (ICSI) 

approximately one and a half years after the trip as a measure of intercultural sensitivity, also 

known as intercultural competence (Fantini & Timizi, 2006). The ICSI is a valid and reliable 

measurement tool published by Dr. Dharm Bhawuk and Dr. Richard Brislin in 1992. Bhawuk 

and Brislin developed the ICSI to explore the intercultural sensitivity and open-mindedness 

ranges of numerous single- and multi- cultural students at the University of Hawaii. They 

determined the tool’s external validity by cross-referencing the participants’ ICSI results with 

assessments provided by university officers with high level experience in numerous multicultural 

initiatives. The volunteering students who participated in the original study were multinational, 
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from numerous countries in addition to the continental U.S. After Bhawuk and Brislin (1992) 

determined the tool’s reliability, they truncated the original 82-item design to a three-section 

instrument that included 46 items, resulting in an acceptable Chronbach’s alpha.  

Permission to use the Intercultural Sensitivity Inventory was provided by Dr. Richard 

Brislin through e-mail communication (personal communication, November 12, 2012). This e-

mail communication can be found in Appendix F. The ICSI is a paper survey, but was converted 

into an online format using an online survey tool, Qualtrics, and then administered as an online 

survey, with a link emailed to each student. The instrument was made up of introductory 

questions which also included a survey about the participant’s confidence in working with 

others. Responses to Part One and Two of the inventory were compared to determine a score 

based on 16 items that measure the sensitivity to differing cultural factors: individualism and 

collectivism. Part Three of the Inventory is made up of 14 questions which measure open-

mindedness and flexibility. Participants self-reported on a five-point Likert-scale ranging from 

Strongly Disagree to Strongly Agree.  With the permission of the author, the original ICSI with 

its seven-point scale was modified to ensure compatible wording in both instruments and reduce 

the possibility of confusion among participants. The original instrument did not contain answers 

for each point, but rather had participants rate their level of agreement from one to seven on the 

range of Strongly Disagree to Strongly Agree. The modified five-point scale contained 

associated answers for each point ranging from Strongly Disagree to Strongly Agree. The ICSI 

also included six demographic questions about previous travel and cultural experience. The 

survey took an estimated 15-20 minutes to complete.  

Qualitative data collection. The semi-structured interview questions (Appendix G and 

H) were developed by the researcher for the purpose of this study and used with students and 
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student directors approximately one and a half years after the project period. The student 

questions aligned with the dimensions and variables of the IES, with respect to Continuous 

Learning (comprised of Self-Awareness and Exploration), Interpersonal Engagement (comprised 

of Global Mindset and Relationship Interest), and Hardiness (comprised of Positive Regard and 

Resilience). The student interview consisted of 12 questions, one for each variable, and six 

questions regarding student reaction to the trip and their suggestions for change. Additionally, 

six demographic questions were asked during the interview process. The director interview 

consisted of four questions and focused exclusively on student satisfaction and recommendations 

for improvement. Both sets of questions were piloted with three students who had participated in 

a study abroad program but were not part of this study, in order to ensure understandability and 

response appropriateness.  

Throughout the course of this study, I periodically met with stakeholders, including 

program directors and faculty sponsors. During these meetings, I documented conversations in 

evaluator memos. These data provided additional insight into the day-to-day activities and 

interactions experienced on the trip. The majority of this information is included in the sections 

that describe the projects as they were anticipated to occur and as they actually occurred in 

Chapters 1 and 2.  

Consent 

Each student was contacted by the researcher, who explained the voluntary nature of this 

study, as well as the confidentiality afforded to all participants. Those who chose to participate 

completed an informed consent before the start of data collection. This form, previously 

approved by Florida State University’s Institutional Review Board, is attached as Appendix I. At 

the completion of data collection, participants received a debriefing letter, which is included as 
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Appendix J. Approval from the Institutional Review Board was first obtained from Florida State 

University on November 28, 2012. A continuation approval was granted on October 1, 2013. 

Both letters are attached as Appendix K. 

Once consent to participate was finalized, surveys were e-mailed and the interview(s) 

conducted. The interviews were conducted face-to-face, by phone, or through e-mail, depending 

on the availability of the participant. The students were asked to respond to the survey within 

two weeks of agreeing to participate. The interview(s) were conducted once the participant 

completed the survey so as to not bias the survey responses. Fifteen program participants 

responded to the survey and 14 were interviewed. Both (2) directors also participated in a 

separate interview.  

Confidentiality, Risks, and Benefits 

Because of the small group size, stakeholders were concerned about the confidentiality of 

their participants. The goal of the study was to get an overall understanding of participant’s 

perceptions and feedback and not to single out individual participants who might have been 

unhappy with the program or project administration. A plan was developed to ensure that all data 

were anonymous and kept confidential. All data were kept in a password-protected electronic 

file, and each individual document was password-protected. The computer was password-

protected and kept in a locked file cabinet when it was not in use. The surveys were disseminated 

via e-mail, and the data were coded as electronic files. The interview data were collected via a 

digital recording device and transcribed by a professional immediately, or through e-mail. The 

audio files were destroyed following the conclusion of the study. Each participant was assigned a 

number that was used to code all pieces of their electronic data. The information linking the 

codes to individual names was kept only to ensure completion by each person. After the study 
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was completed, this file was also destroyed so that the personal identity of the participants 

remains anonymous.  

The risk to participants in this study was minimal. No potentially harmful personal 

information was gathered, and I ensured confidentiality and privacy within the scope of the law 

for all data collected. Consent was required, but participants were able to discontinue 

participation at any time without penalty. Data collected were not reported in a way that 

identified any participant. 

There were some benefits to those students who participated. All student participants 

received minor compensation in the form of a $10 Starbucks gift card. Additionally, the Kozai 

group provided each participant with a comprehensive packet of information detailing their score 

on each subscale and information to enhance their skills in that area if they so chose. They 

received this feedback once their personal survey results were incorporated into the data. A third, 

minor benefit may include participation in a research project designed to improve the services 

provided by UHP, in which they are volunteers. Students were sent a debriefing letter along with 

their feedback in case there were any remaining questions regarding the study.  

Quantitative Data Analysis 

 The responses to both the IES and the ICSI were transferred directly from the online files 

into the data editor of SPSS version 22.0. The electronic transfer helped avoid transcription 

errors that could occur if the data were transcribed manually. The data matrix for the IES 

consisted of 15 rows (one for each student) and 30 columns (one for participant ID; 10 for the 

items measuring intercultural competence, each coded numerically using a five point scale, 

where 1 = Strongly Disagree, 2 = Agree, 3 = Neither Agree nor Disagree; 4 = Agree and 5 = 

Strongly Agree; and 19 columns for the socio-demographic and contextual information provided 
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by each participant on the IES). Individual item data for the IES is not provided to the researcher. 

The measurement is administered through The Kozai Group and the scores for each category are 

analyzed by them and provided to the researcher in order to protect the use and intellectual 

property of their instrument. The Kozai group also translates these analyzed scores into six 

columns that are normed sextiles, meaning that each column is equal to 1/6 of all norm-

referenced data in their population of survey-takers.  

The data matrix for the ICSI consisted of 15 rows (one for each student) and 63 columns 

(one for participant ID; four for the items measuring participant’s confidence in working with 

other cultures; 32 for the items measuring adaptability and 14 measuring flexibility and 

openness, each coded numerically using a five point scale, where 1 = Strongly Disagree, 2 = 

Agree, 3 = Neither Agree nor Disagree; 4 = Agree and 5 = Strongly Agree; and  six columns for 

the socio-demographic and contextual information provided by each participant on the ICSI). Six 

columns for demographic information provided during the qualitative interviews, including: 

project site, school major, gender, age, year in school, and prior international travel experience 

were also added to the dataset. 

The quantitative data analysis proceeded in five stages, as follows: 

 1. The data were screened for missing values, and the response rate was determined (i.e., 

the proportion of valid responses as a proportion of the total number of responses). A 100% 

response rate was expected, however one participant did not respond. The final response rate was 

94%, with 15 out of 16 students opting to participate.  

 2. A socio-demographic and contextual profile of the participants was constructed in 

terms of the frequency distributions (counts and percentages) of their gender, age, educational 

level, ethnicity, nationality, job status, foreign country experience, and foreign language ability.    
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3. The different dimensions of the IES were examined using the methods defined by the 

developers of the instrument (Mendenhall et al., 2011). The scores for specified groups of items 

were mathematically composited to create six variables for purposes of statistical analysis. The 

six variables included the three dimensions of the Intercultural Effectiveness Scale that lead to 

the acquisition of intercultural competence, each divided into two sub-variables. The Continuous 

Learning dimension consisted of Self-Awareness and Exploration. The Interpersonal 

Engagement dimension consisted of Global Mindset and Relationship Interest. The Hardiness 

dimension consisted of Positive Regard and Emotional Reliance. Similarly, the sections of the 

ICSI were separated and examined using the methods defined by Bhawuk and Brislin (1992).  

The first section assessed participant adaptability in responses to situations in an individualistic 

and a collectivistic culture, while the second section assessed participant flexibility and openness 

in response to opinion and situational questions regarding the acceptance of different cultural 

norms.  

 4. The scores for the six variables of the IES and the two components of the ICSI were 

visually inspected for normality using historgrams. Although Mendenhall et al. (2011) reported 

that the scores for the six variables of the IES were reliably measured and normally distributed, 

statisticians recommend that researchers not automatically accept the developer's results for the 

evaluation of an instrument because the response distribution patterns may be different from 

those of the developers when an instrument is administered using different populations in 

different contexts (Vacha-Haase, Henson, & Caruso, 2002; Thompson, 2003). The internal 

consistency reliability of the six IES variables and the two ICSI components could not be 

checked using Cronbach's alpha, due to the small sample size of 15.   
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5. Descriptive and inferential parametric statistics involving the computation of means 

and standard deviations were applied to compare the scores for each of the six IES variables.  

Sample size for statistical analysis. Sample size restrictions do not allow for a 

comparison of the IES responses of different participant groups , partitioned by their socio-

demographic and contextual characteristics, e.g., with respect to their gender, age, educational 

level, ethnicity, nationality, job status, foreign country experience, or foreign language ability. 

The statistical inferences would be meaningless because the group sizes in this study were too 

small to provide sufficient power to correctly test the hypotheses. For example, Cohen (1992) 

recommended that to conduct analysis of variance (ANOVA) in order to compare mean scores 

between two or more groups of participants assuming a power of .8 and a moderate effect size, 

there must be a minimum of n = 32 participants in each group if g = 2 groups, n = 17 if g = 3 

groups, n = 11 if g = 4 groups, and n = 8 if g = 5 groups. The group sizes in this study, 

partitioned from a total of 15 participants, were too small to conduct ANOVA or any other 

inferential statistical test that involved comparing responses between groups.  

Qualitative Data Analysis 

The first stage of the qualitative analysis was to transfer the files into the qualitative data 

analysis software, NVivo 10. The data came from the interview responses of the 14 participants 

approximately one and a half years after the trip, the responses of the two program Directors to 

interview questions, and evaluator memos collected and documented in meetings with 

stakeholders. The second stage was to conduct an initial coding of the interview data based on 

the variables of the IES and other pre-set codes. The third stage was to interpret the units of 

communication (i.e., one or more verbatim sentences stated by each participant) applying the 

methods of content analysis described by Krippendorff (2004).  
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Content analysis interprets, classifies, codes, sorts, tabulates, and analyzes the 

frequencies of each unit of communication. The content analysis was based upon the tenets of 

the interpretive paradigm that knowledge consists of multiple realities socially constructed by 

each individual person (Creswell, 2009). The content analysis did not involve the testing of 

hypotheses, but provided a more comprehensive understanding of the development of 

intercultural competence than what was achieved by statistical analysis of the IES and ICSI 

responses alone. The qualitative analysis explored the richness, depth, and complexity of 

intercultural competence, as perceived by each unique individual.  

Theme identification is a primary task in content analysis. Themes consist of concepts, 

ideas, and/or insights that can be extracted from qualitative data (Creswell, 2009). Content 

analysis can utilize a top-down approach, involving the extraction of themes that were pre-

defined before the interviews are conducted, or a bottom-up approach in which the themes are 

not pre-defined, but emerge gradually during the process of reviewing and processing the 

interview responses. A top-down approach was used in this study. The content analysis involved 

searching for, thematically classifying, and coding each unit of communication by interpreting 

the underlying meaning of the messages that the respondents conveyed with respect to the 

different dimensions of the IES, specifically the Continuous Learning dimension (Self-awareness 

and Exploration); the Interpersonal Engagement dimension (Global Mindset and Relationship 

Interest); and The Hardiness dimension (Positive Regard and Emotional Reliance). The themes 

of program elements and improvements were also used in the coding process in order to extract 

information which could lead to the understanding of success and failure during the project 

period. The direction of each theme with respect to the perceived development of intercultural 

competence was subsequently coded as "Positive" or "Negative" depending upon whether the 
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theme was perceived to represent a positive improvement or a negative decline in intercultural 

competence. 

 Denzin (1997) identified four basic types of triangulation: (a) data triangulation: 

comparing data across time, space, and persons; (b) investigator triangulation: comparing data 

obtained by multiple researchers in one study; (c) theory triangulation: involving comparing 

more than one theoretical scheme in the interpretation of the data; and (d) methodological 

triangulation. The latter was applied in this study, and involved a comparison of the information 

derived from more than one method (including surveys, interviews, and multiple interviewees). 

After the content analysis, triangulation was performed on the student data to identify 

commonalities or convergences (i.e., consistent agreements) and discrepancies or divergences 

(i.e., consistent conflicts of opinion) between the themes extracted from the interviews and the 

one-dimensional scores extracted from both the ICSI and the IES. Triangulation, in the context 

of social science, is an approach used to cross-examine the information collected from multiple 

sources. The idea behind triangulation is that if the information from different sources is 

consistently aligned to the same theme, then this information is more likely to be credible than if 

the information came from only one source. 

 If only one method is used to address one set of research questions there is a temptation 

for the researcher to be overly confident in the findings of that method. If two methods are used, 

as in this study, and they produce similar data, this leads to similar conclusions and can enhance 

the credibility of the results (Creswell, 2009). If the quantitative and qualitative data are 

inconsistent, and tension exists between the different forms of information, then the conclusions 

may be compromised. Triangulation may produce conflicting findings because different sources 

of information concerning the same phenomenon collected using different instruments do not 
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always prove to be equivalent (Denzin, 2006). This is because questionnaires and interviews 

reflect only the subjective realities of people (i.e., the beliefs, perceptions, and attitudes that they 

want to project to others).  

Program Evaluation Standards 

 The final section of the methods of this study relates to the Program Evaluation Standards 

developed by the Joint Committee on Standards for Educational Evaluation which were updated 

in 2011. The Standards guide evaluators in assessing the utility, feasibility, propriety, accuracy, 

and accountability of the evaluation process and final product. These standards are important 

because they prompt the evaluator to reflect on adherence to them and ensure ethical conduct, 

legal and social regard for the welfare of those involved, accuracy in the data collection and 

analysis processes, and elimination of bias through meta-evaluation. In Appendix L, each 

Standard is assessed and I provide a response regarding its applicability as well as how it was 

addressed. The scope of this study, however, cannot address meta-evaluation.  

  



 

89 
 

CHAPTER FOUR 

RESULTS 

 This section presents the results of the research that was designed to explore how 

intercultural competence outcomes were realized by students approximately one and a half years 

after their return from participating in one of UHP’s three international service projects. The trips 

to three developing countries (Rwanda, Nepal, and Uganda) took place during the summer 

semester of 2012. Participating students were surveyed and interviewed post-trip. This chapter 

prsents: 1) the characteristics of the participants, 2) the quantitative analysis of the IES scores, 3) 

the quantitative analysis of the ICSI scores, 4) the qualitative analysis of the interview data, and 

5) a summary of the findings. Because the data set was small, descriptive statistics were utilized 

to best understand the trends observed.  

Characteristics of the Participants 

 Of the 16 UHP participants, 15 agreed to participate in the survey portion of this study, 

yielding in a response rate of 94%, and 14 agreed to participate in the interview portion of this 

study, yielding a response rate of 88%. Two of the 16 participants were the student program 

directors, who were not identified separately in order to protect their identity. The student who 

only participated in the survey portion opted out of the interview due to a lack of time. Although 

repeated efforts were made to encourage one UHP participant to complete instruments, this 

participant chose not to participate at all. The participants were randomized and anonymized 

using numerical ID codes (1 to 15) unrelated to their names or demographics, to ensure that their 

rights with respect to confidentiality were respected. The demographic and academic 

characteristics (with respect to gender, age, nationality, ethnicity, educational level, and major) 

of the group are listed individually in Table 7. The contextual characteristics of each participant 
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(with respect to their international experience, including living, schooling, and working abroad, 

multilingualism, and biculturalism) are listed individually in Appendix M. The three tables 

included in Appendix M provide a profile of each individual participant and their relevant 

international experiences.  

 A summary of the frequencies of the demographic and academic characteristics of the 

participants (counts and percentages) is presented in Table 7. Their ages at the time of the trip 

ranged from 19 to 23 years, but the majority (n = 9, 60%) were 19 to 21 years old. All but one 

were citizens of the USA. More than three quarters of the participants (n = 12, 80%) described 

their ethnicity as Caucasian.  More than half of the participants (n = 8, 53.3%) were Juniors or 

Sophomores, and the others were either Seniors (n = 6, 40%) or Master's students (n = 1, 6.7%). 

The majority (n = 13, 86.7%) were majoring in International Affairs. A summary of the 

contextual characteristics of the participants (counts and percentages) is presented in Table 8.  

Table 7: Summary of the Demographic and Academic Characteristics of the Participants 

Characteristic Category Frequency % 
Gender Male 

Female 
4 
11 

26.7% 
73.3% 

Age (Years) 
(at time of trip) 

19 
20 
21 
22 
23 

2 
4 
3 
5 
1 

13.3% 
26.7% 
20.0% 
33.3% 
6.7% 

Nationality USA 
Romania 

14 
1 

93.3% 
6.7% 

Ethnicity Caucasian 
Hispanic 
Caucasian/Korean 

12 
2 
1 

80.0% 
13.3% 
6.7% 

Education 
Level 
(at time of trip) 

Junior 
Sophomore 
Senior 
Masters 

4 
4 
6 
1 

26.7% 
26.7% 
40.0% 
6.7% 

Major 
(at time of trip) 

International Affairs 
Biology 
Environmental Studies 

13 
1 
1 

86.7% 
6.7% 
6.7% 
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Table 8: Summary of the Contextual Characteristics of the Participants 

Characteristic Category Frequency % 
Lived in a foreign country(ies) with your family 
before age 18 for extended period of time 

Yes 
No 

 3 
12 

20.0% 
80.0% 

International study abroad program in secondary 
school (semester or more) 

Yes 
No 

 3 
12 

20.0% 
80.0% 

International study abroad program in university 
(semester or more) 

Yes 
No 

6 
9 

40.0% 
60.0% 

Short term international study tour (less than a 
month or two) 

Yes 
No 

 7 
8 

46.7% 
53.3% 

Short term international work travel (a week or 
two at a time) 

Yes 
No 

 7 
8 

46.7% 
53.3% 

Extended international work travel (a few 
months at a time) 

Yes 
No 

11 
4 

73.3% 
26.7% 

Extended international work assignment 
(overseas expatriate assignment) 

Yes 
No 

4 
11 

26.7% 
73.3% 

Worked in a highly multicultural environment Yes 
No 

13 
2 

86.7% 
13.3% 

Worked as part of a global virtual team Yes 
No 

 5 
10 

33.3% 
66.7% 

In how many foreign countries have you lived? 0 
1 
2 
3 or more 

3 
3 
2 
7 

20.0% 
20.0% 
13.3% 
46.7% 

In total, how many years have you lived outside 
your home country? 

0 
1 
4 
6 or more 

5 
5 
2 
3 

33.3% 
33.3% 
13.3% 
20.0% 

How many languages do you speak fluently 
(including your native language)? 

1 
2 
3 or more 

11 
2 
2 

73.3% 
13.3% 
13.3% 

Would you describe yourself as bicultural? Yes 
No 

 4 
11 

26.7% 
73.3% 

Past experience outside USA  
(before trip with UHP) 

Vacation only 
Lived/studied/ 
volunteered abroad 
Not from USA 

4 
9 
 

2 

26.7% 
60.0% 
 

13.3% 

 

 

 As evidenced in Table 8, compared with the national demographics on students who 

study abroad as collected by the Institute on International Education (2011) and presented in 

Chapter 2, the students participating in UHP’s projects were similar in some respects and 

different in others. Similar to IIE’s sample, there were more females, and the majority of 

participants identified as Caucasian with small percentages of Hispanics and Asians. Differences 
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were found in the number of students in each major with more individuals in the International 

Affairs; a major was not listed specifically in the IIE data although this may be included in their 

field of Social Sciences. This suggests that students with other majors are interested in study 

abroad. However, UHP was unable to work with or recruit many individuals outside of the 

primary field. IIE data also suggest the number of graduate students studying abroad is 

increasing, though only two of 16 participants, or 12.5% (only one chose to participate in this 

study) were graduate students.  

 All data in Table 8 were collected as part of the IES, except for ‘past experience outside 

USA’, which was collected through the interview. Nine students (60%) had traveled, studied, or 

volunteered outside of the U.S. while two (13%) had lived for the majority of their lives outside 

of the U.S. Four students (27%) had very little international travel experience other than a family 

vacation prior to their trip with UHP. The other questions were worded by The Kozai Group, the 

designers of the IES, so I was unable to reword them. All the students interpreted their trip with 

UHP differently. Students perspectives of the UHP experience ranged in referring to it as study 

abroad program, a study tour, international work travel, and/or an international work assignment. 

Because this survey was completed post-trip, I expected agreement across the sample on this 

despite their previous experiences or any work undertaken since the trip in 2012. However, 

answers varied, suggesting that students were unsure what kind of trip UHP represented and how 

it should be categorized. Similarly, when asked if they had worked in a highly multicultural 

environment, two said no while the other 13 said yes. In reference to the detailed tables within 

Appendix M, it is important to note that only two participants had majors other than international 

affairs, neither of them having previously lived in a foreign country (out of the three that self-
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reported they had not). This further substantiates the research that the majority of students who 

seek international experiences have prior experience and interest in this field. 

Quantitative Analysis of Intercultural Effectiveness Survey Scores 

 In order to better understand to what extent intercultural competence outcomes were 

realized for students, the data from the Intercultural Effectiveness Survey was analyzed first. 

The sample size for this study was too small (a minimum of 30 responses needed) to statistically 

test for the internal consistency reliabilities of the nine IES variables and the overall IES score.  

The survey was measured using a five-point Likert scale of level of agreement (1=strongly 

disagree, 2=disagree, 3=neutral, 4=agree, 5=strongly agree), and the raw data is presented on this 

same scale of one to five.  

Raw Intercultural Effectiveness Survey Scores 

The items for each dimension and variable are weighted and aggregated to come up with 

a final score for each element. The mean, standard deviation, median, minimum and maximum 

for each dimension and variable is presented in Table 9 below. The frequency distributions for 

the raw scores are displayed as histograms in Figure 6 on the following page. 

 

Table 9: Descriptive Statistics for IES Raw Data from Likert Scale 

Dimension/Variable 
Mean 

Standard  
Deviation Median Minimum Maximum 

Overall IES Score 4.13 0.35 4.09 3.26 4.66 
Continuous Learning 4.39 0.33 4.39 3.77 4.83 

Self-Awareness 4.12 0.42 4.11 3.33 4.67 
Exploration 4.66 0.31 4.70 4.00 5.00 

Interpersonal Engagement 4.37 0.49 4.43 3.03 4.88 
Global Mindset 4.25 0.68 4.43 2.43 5.00 
Relationship Interest 4.49 0.40 4.50 3.63 5.00 

Hardiness 3.65 0.37 3.56 3.00 4.33 
Positive Regard 3.78 0.48 3.78 2.78 4.56 
Emotional Resilience 3.52 0.54 3.67 2.56 4.11 
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 (For all of the following graphs, the x-axis represents the number of students and the y-axis 
represents their score on the IES dimension/variable.) 

 

Figure 6: Frequency Distributions of Participants’ Raw IES Scores  
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 As evidenced by the descriptive data displayed in the Figure 6, students scored relatively 

high overall in the dimensions of Continuous Learning and Interpersonal Engagement, and much 

lower in the dimension of Hardiness. On average, students scored highest in the variable of 

Exploration and lowest in the variable of Emotional Resilience. Although some scores were 

relatively low as compared to others, all were far from the lowest possible score of 1. A review 

of the histograms shows that the dimension of Continuous Learning was relatively symmetric 

with a normal curve in the middle. The dimension of Interpersonal Engagement was negatively 

skewed with more students scoring in the higher ranges. The dimension of Hardiness was 

positively skewed with more students falling in the lower range of scores. The aggregate Overall 

IES Score appeared to be symmetric with the majority of students in the middle and an almost 

equal amount above and below the mean.  

Categorical Intercultural Effectiveness Survey Scores 

Another score used to calculate Intercultural Effectiveness Survey data are the categorical 

IES scores, a scale developed by the Kozai Group. Because the IES is a proprietary scale, the 

students complete the survey on the website developed by the Kozai Group and the Kozai Group 

provides the researcher with the final scores. The weighting data and individual scores are not 

provided in order to protect the security of their measurement tool. Although there is no control 

group within this study to which these scores can be compared, the Kozai Group does provide a 

comparative sample of individuals that have taken their assessment tool since its inception. 

Using the raw scores in Table 9, the Kozai Group determined where each participant fell into the 

levels of ‘Low,’ ‘Moderate,’ and ‘High’ in each dimension and variable as compared to this 

group. The comparison group began with the pilot group of approximately 2,300 individuals 

discussed in Chapter 3. Since its development, over 25,000 individuals have taken the IES and 
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their scores are separated into sextiles in order to determine the six columns of one to six, 

collapsed into three categories (High, Moderate, and Low) of two columns each. The data were 

looked at using this technique because it provided an understanding of how the students who 

traveled with UHP compare to the average population. 

The frequency distributions (frequencies and percentages) for the IES scores, showing 

where they lie in the norm-referenced categories of low, moderate, and high, are presented in 

Table 10. At least half (n ≥ 8) of the participants scored in the High range in each dimension and 

any subsequent variables. The highest frequencies of scores within the ‘High’ category were for 

the variable Global Mindset (n = 14, 93.3%) and the overall IES score (n = 14, 93.3%).  The 

highest frequency of scores within the ‘Low’ category were in the variable Emotional Resilience 

(n=4, 26,7%). All participants but one scored within the ‘High’ range on the overall IES score. 

Because only one individual scored outside of the ‘High’ range, more analysis was completed for 

this individual’s scores in each dimension and variable. The individual scored the lowest score 

on every dimension and variable, except for Exploration, Positive Regard, and Emotional 

Resilience, where s/he scored the next to lowest.  Although all of this individual’s scores were 

outside the standard deviation, no score was more than two standard deviations away from the 

mean. Possibly this individual did not read the instructions of the survey fully or understand what 

was asked. This individual’s results remain part of the data set as it is unknown if this is a true 

outlier. 

The frequency distributions of the participants’ categorical IES scores are presented 

visually using histograms (Figure 7). From this visual representation, we can see that the data 

within every category are negatively skewed, with the greatest number of participants falling in 

the higher categories and the outlier typically on the end of the tail. The one exception is in the  
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Table 10: Frequency Distributions of Participants’ Categorical IES Scores  

 Low Moderate High 

Dimensions/ 
Variables 
 

1 2 3 4 5 6 

Fre-
quency % 

Fre-
quency % 

Fre-
quency % 

Fre-
quency % 

Fre-
quency % 

Fre-
quency % 

Continuous 

Learning 
  1 6.7% 2 13.3% 1 6.7% 5 33.3% 6 40.0% 

Self-
Awareness 

1 6.7% 1 6.7% 1 6.7% 4 26.7% 2 13.3% 6 40.0% 

Exploration   1 6.7% 1 6.7% 2 13.3% 3 20.0% 8 53.3% 

Interpersonal 
Engagement 

  1 6.7%   2 13.3% 1 6.7% 11 73.3% 

Global 
Mindset 

  1 6.7%     1 6.7% 13 86.7% 

Relationship 
Interest 

  2 13.3%   1 6.7% 6 40.0% 6 40.0% 

Hardiness   1 6.7% 1 6.7% 2 13.3% 4 26.7% 7 46.7% 

Positive 
Regard 

1 6.7%   1 6.7%   6 40.0% 7 46.7% 

Emotional 
Resilience 

4 26.7%   1 6.7% 4 26.7% 1 6.7% 5 33.3% 

Overall IES  1 6.7%       2 13.3% 12 80.0% 

 

  

dimension of Hardiness which received the highest number of ‘Low’ scores. The data, therefore, 

are not normally distributed. The frequency distributions for the dimensions of Continuous 

Learning and its subsequent variables, Self-Awareness and Exploration show that participants 

answered at every level with the majority of them being in the ‘High’ range.  In the dimension of 

Interpersonal Engagement and its subsequent variables of Global Mindset and Relationship 

Interest, similar outcomes are evidenced. Participants did not answer at each level (as shown by 

the gaps in the figure), but the majority of them did answer at the ‘High’ level as well. For the 

dimension of Hardiness and its subsequent variables of Positive Regard and Emotional 

Resilience, the data are markedly different. This dimension appeared to be the most difficult for 

participants to grasp with a wider range of scores across the board. Overall, the Figures show that 

although the majority of participants still scored in the ‘High’ range, there were many who 

scored in the ‘Low’ and ‘Moderate’ category as well, as compared to the other two variables.  
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 (For all of the following graphs, the x-axis represents the number of students and the y-axis 
represents their score on the IES dimension/variable.) 

 

Figure 7: Frequency Distributions of Participants’ Categorical IES Scores  

Comparison of Categorical Scores among the Three Dimensions 
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A comparison of the frequency distributions of the demographic, academic, and 

contextual characteristics of the participants with respect to categorical IES scores in three 

overarching dimension as well as the overall IES score are presented in Tables 11 through 14.  

Because the total sample size was only 15, at least half of the cells in each cross-tabulation 

contain less than five participants. Inferential statistical analysis (e.g., using Chi Squared tests, to 

determine if there were associations between the rows and columns of the cross-tabulations) was 

not possible on such a small sample. The cells containing the highest frequencies provided an 

indication of the characteristics of those participants who scored the highest in the different 

variables of intercultural competence as measured by the IES. The variables of the IES and their 

dimensions are described in further detail in Chapter 4. The percentages in these tables were 

determined by using the frequency within the scale (Low, Moderate, High) as the numerator and 

the amount within that category as the denominator. The percentage is illustrated as a part of the 

whole rather than the overall total. The data, therefore, are not misrepresented in areas where the 

n within the category was lower (for example, gender) and would, therefore, look lower simply 

because there were fewer males than females.  

Pedersen’s (2010) study showed that participants who had little or no prior international 

travel experience started at a low level of intercultural competence but finished with an even 

higher level than those who did have experience. The results presented in the Tables below 

appear mixed. The students with less travel experience were not more often in the ‘High’ 

category compared to those with greater Interpersonal Engagement (Table 12), but much lower 

in the variable of Hardiness (Table 13). These results may imply that while students with less 

experience did gain more cultural awareness, as Pedersen suggested, but they also hard a harder 

time coping with the experience, perhaps due to their lack of experience.  
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With regard to the Hardiness dimension (Table 13), which exhibited the most variation in 

scores, participants scored similarly regardless of their demographic breakdown, including age, 

gender, and education level. In the dimensions of Continuous Learning (Table 11) and 

Interpersonal Engagement (Table 12), as well as the overall IES score (Table 14), participants 

tended to score in the ‘High’ category throughout. Similarly, demographic factors did not appear 

to influence participants’ scores across all other dimensions. Therefore, the most important 

information gleamed from these four Tables is that Hardiness (Table 13) tended to have more 

students score in the ‘Moderate’ and ’Low’ levels than any other variable (Tables 11, 12, and 

14), indicating that students had the most difficult time with resiliency and remaining positive in 

difficult situations. 

Table 11: Comparison of the Characteristics of the Participants With Respect to Their 

Categorical IES Score’ in the Dimension of Continuous Learning  
    Continuous Learning 

Characteristic Category Low Moderate High 

Frequ
ency 

% Frequ
ency 

% Freque
ncy 

% 

Gender Male (4) 0 0.0% 2 50.0% 2 50.0% 

Female (11) 1 9.1% 1 9.1% 9 81.8% 

Age (Years) Under 22 (9) 1 11.1% 1 11.1% 7 77.8% 

22+ (6) 0 0.0% 2 33.3% 4 66.7% 

Education Level Junior/ Sophomore (8) 1 12.5% 1 12.5% 6 75.0% 

Senior/ Masters (7) 0 0.0% 2 28.6% 5 71.4% 

Experience 
Outside USA 

Vacation (4) 0 0.0% 1 25.0% 3 75.0% 

Lived/studied/ volunteered (9) 1 11.1% 1 11.1% 7 77.8% 

Not from USA (2) 0 0.0% 1 50.0% 1 50.0% 

Lived abroad 
before the age 18 

No (12) 1 8.3% 2 16.7% 9 75.0% 

Yes (3) 0 0.0% 1 33.3% 2 66.7% 

Speaks a foreign 
language 

No (11) 1 9.1% 2 18.2% 8 72.7% 

Yes (4) 0 0.0% 1 25.0% 3 75.0% 

 
Table 12: Comparison of the Characteristics of the Participants With Respect to Their 

Categorical IES Score’ in the Dimension of Interpersonal Engagement 
    Interpersonal Engagement 

Characteristic Category Low Moderate High 

Freque
ncy 

% Freque
ncy 

% Frequen
cy 

% 

Gender Male (4) 1 25.0% 0 0.0% 3 75.0% 

Female (11) 0 0.0% 1 9.1% 10 90.9% 

Age (Years) Under 22 (9) 0 0.0% 1 11.1% 8 88.9% 

22+ (6) 1 16.7% 0 0.0% 5 83.3% 
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Table 12 -Continued 

    Interpersonal Engagement 

Characteristic Category Low Moderate High 

Freque
ncy 

% Freque
ncy 

% Frequen
cy 

% 

Education Level Junior/ Sophomore (8) 0 0.0% 1 12.5% 7 87.5% 

Senior/ Masters (7) 1 14.3% 0 0.0% 6 85.7% 

Experience 
Outside USA 

Vacation (4) 0 0.0% 0 0.0% 4 100.0% 

Lived/studied/ volunteered (9) 0 0.0% 1 11.1% 8 88.9% 

Not from USA (2) 1 50.0% 0 0.0% 1 50.0% 

Lived abroad 
before the age 18 

No (12) 0 0.0% 1 8.3% 11 91.7% 

Yes (3) 1 33.3% 0 0.0% 2 66.7% 

Speaks a foreign 
language 

No (11) 0 0.0% 1 9.1% 10 90.9% 

Yes (4) 1 25.0% 0 0.0% 3 75.0% 

Table 13: Comparison of the Characteristics of the Participants With Respect to Their 

Categorical IES Score’ in the Dimension of Hardiness  
    Hardiness 

Characteristic Category Low Moderate High 

Freque
ncy 

% Frequ
ency 

% Freque
ncy 

% 

Gender Male (4) 1 25.0% 1 25.0% 2 50.0% 

Female (11) 3 27.3% 4 36.4% 4 36.4% 

Age (Years) Under 22 (9) 2 22.2% 3 33.3% 4 44.4% 

22+ (6) 2 33.3% 2 33.3% 2 33.3% 

Education Level Junior/ Sophomore (8) 2 25.0% 3 37.5% 3 37.5% 

Senior/ Masters (7) 2 28.6% 2 28.6% 3 42.9% 

Experience 
Outside USA 

Vacation (4) 1 25.0% 2 50.0% 1 25.0% 

Lived/studied/ volunteered (9) 3 33.3% 3 33.3% 3 33.3% 

Not from USA (2) 0 0.0% 0 0.0% 2 100.0% 

Lived abroad 
before the age 18 

No (12) 4 33.3% 5 41.7% 3 25.0% 

Yes (3) 0 0.0% 0 0.0% 3 100.0% 

Speaks a foreign 
language 

No (11) 4 36.4% 4 36.4% 3 27.3% 

Yes (4) 0 0.0% 1 25.0% 3 75.0% 

Table 14: Comparison of the Characteristics of the Participants With Respect to Their 

Categorical IES Score’ in the Overall IES Score 
    Overall IES Score 

Characteristic Category Low Moderate High 

Freque
ncy 

% Freque
ncy 

% Frequen
cy 

% 

Gender Male (4) 0 0.0% 0 0.0% 4 100.0% 

Female (11) 1 9.1% 0 0.0% 10 90.9% 

Age (Years) Under 22 (9) 1 11.1% 0 0.0% 8 88.9% 

22+ (6) 0 0.0% 0 0.0% 6 100.0% 

Education Level Junior/ Sophomore (8) 1 12.5% 0 0.0% 7 87.5% 

Senior/ Masters (7) 0 0.0% 0 0.0% 7 100.0% 

Experience 
Outside USA 

Vacation (4) 0 0.0% 0 0.0% 4 100.0% 

Lived/studied/ volunteered (9) 1 11.1% 0 0.0% 8 88.9% 

Not from USA (2) 0 0.0% 0 0.0% 2 100.0% 

Lived abroad 
before the age 18 

No (12) 1 8.3% 0 0.0% 11 91.7% 

Yes (3) 0 0.0% 0 0.0% 3 100.0% 

Speaks a foreign 
language 

No (11) 1 9.1% 0 0.0% 10 90.9% 

Yes (4) 0 0.0% 0 0.0% 4 100.0% 
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Quantitative Analysis of Intercultural Sensitivity Inventory 

In addition to the IES, the Intercultural Sensitivity Scale (ICSI) was administered to 

participants as a secondary tool to measure intercultural competence for comparison. The ICSI 

collects demographic information from participants and assesses two components of intercultural 

competence: the ability to adapt between cultures, and flexibility and openness within/to others’ 

cultures. The adaptability items ask participants to rate how they would act in a professional 

setting in the United States and then presents the same questions in relation to Japan. Because the 

United States is an individualistic culture and Japan is a collectivistic one, their behaviors in the 

situations should be different if they understand these differences and would attempt to adapt to 

them. The difference between individualism and collectivism essentially “has to do with whether 

people’s self-image is defined in terms of ‘I’ or ‘We’” (Hofstede, 2014, para 4).  These 

differences are described further in Chapter 3. The items that measure flexibility and openness 

ask participants to rate their attitudes towards different unique culture situations and ideas. This 

instrument was selected for use in this study because it explores student responses in varying 

cultural settings. Additionally, it was easily accessible from the creator and was provided free of 

charge. 

 The scores from this survey are derived from comparing participant responses on a five-

point Likert scale (1=strongly disagree, 2=disagree, 3=neutral, 4=agree, 5=strongly agree) 

regarding their agreement to situations or responses in two differing cultures. The full set of 

questions can be found in Appendix D. For those questions that were focused on individualism, 

participants were expected to score higher when responding to inquiries about the individualistic 

culture (in this case, the U.S.) and lower for a collectivistic culture (the Japanese perspective). 

Likewise, for questions that were focused on collectivism, participants’ scores were expected to 
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be lower in answering from the U.S. perspective and higher from the Japanese perspective. 

However, participants responded similarly across both sets of perspectives for both sets of 

cultures. Because each participant replied in a similar fashion, it is possible to assume that 

participants may have misunderstood the directions of the inquiry. Furthermore, participants may 

not have truly understood the intricate cultural differences between an individualistic culture like 

the U.S. and a collectivistic culture like Japan. Questions regarding both cultures were worded in 

such a way that participants may not have been aware that their responses were supposed to shift 

toward either individualistic or collectivistic perspective. Because participants’ responses 

consistently resulted in a score of 0 or 1 (the comparison score between the two cultures), it was 

determined that the data was not representative of the sample. Whether due to subject 

misunderstanding or lack of knowledge, it was decided that the data could not used in further 

analyses and conclusions; results were considered non-scores.  

 Table 15 shows the comparison of the answers to each set of questions, one for 

individualism and one for collectivism. The measurement is designed so that participants ideally 

would have answered differently on each set of questions, one set from an individualistic 

perspective and one set from a collectivistic perspective. When scores from each are compared, 

the results would provide insight into how well each participant was able to associate with either 

individualistic or collectivistic cultures. However, as evidenced in very low descriptive statistic 

scores, the majority of participants answered similarly from both perspectives, suggesting a lack 

of understanding of the measurement tool itself. This in turn led to an investigation into 

similarly-scoped projects that also used the same tool to determine whether or not researchers 

experienced similar participant responses to survey prompts, which is described in Chapter 5.   
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Table 15. Results of ICSI and Descriptive Analyses 

Question # 

Mean Median Mode 

Stand. 

Dev. 
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 

-2 0 2 0 0 2 -2 -2 1 0 -1 0 0 0 0 0 -0.13 0 0 1.17 

0 -1 2 0 0 1 -1 -1 1 0 0 0 0 1 -1 0 0.06 0 0 0.83 

0 0 -1 -1 0 1 0 0 -1 0 0 0 0 0 0 0 -0.13 0 0 0.48 

-1 0 2 0 0 0 -2 -1 1 -1 0 0 1 2 0 -1 0.00 0 0 1.06 

1 0 0 0 1 0 0 0 0 0 0 0 0 0 0 0 0.13 0 0 0.33 

3 -1 3 0 3 -1 0 -4 0 -3 -2 2 1 2 0 1 0.25 0 0 2.05 

0 -1 2 0 0 -1 -2 -1 0 0 -1 0 1 1 0 0 -0.13 0 0 0.93 

0 -1 1 0 -1 0 -1 -1 2 -1 0 0 0 1 0 0 -0.06 0 0 0.83 

-1 0 3 0 0 0 -1 -1 1 -2 -1 0 0 0 0 0 -0.13 0 0 1.05 

0 0 0 0 1 0 2 -1 1 1 2 0 -1 1 0 0 0.38 0 0 0.86 

0 0 0 0 -1 1 -1 0 0 0 0 2 0 0 0 0 0.06 0 0 0.66 

-1 0 0 -1 0 0 -3 -2 1 0 2 -1 1 2 0 0 -0.13 0 0 1.27 

1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1.00 1 1 0.00 

-2 0 2 0 -1 -3 0 -2 -2 0 1 0 0 -1 0 0 -0.50 0 0 1.22 

0 0 1 1 2 0 0 0 -1 0 0 0 0 0 0 0 0.19 0 0 0.63 

 

 The second section of the survey was intended to measure Flexibility and Open-

Mindedness. This section was also based on a 5-point Likert scale (1=strongly disagree, 

2=disagree, 3=neutral, 4=agree, 5=strongly agree) that prompted participants to provide their 

agreement with reactions to certain intercultural situations. Scores for this section are derived 

from how far removed participants’ responses are from the neutral point. The full set of 

questions can be found in Appendix D. For example, participants were prompted to reply with 

their level of agreement to the following scenario: “I do not like to receive unannounced visitors 

in my home.”  The results of this particular section of the survey are best illustrated via 

participants’ individual composite scores and subsequent descriptive statistics, which identifies 

the extent participants were flexible and open to the proposed scenarios. Scores were derived 

through a provided measurement key whereas approximately half of the questions should have 

provoked a response of either strongly agree or strongly disagree, based on the scenario in each 
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question. A response above or below a neutral answer, dependent on the measurement tool’s key, 

produced a score of 1 regarding Flexibility and Open-Mindedness. The composite score was 

calculated by adding all of the questions’ scores together and dividing the final score by the 

number of questions (14).  This composite score, therefore, is on a range of zero to ten, and 

displays where participants fell on the Flexibility and Open-Mindedness spectrum, based on the 

measurement tool’s key. The scores displayed in Table 16 below are on a ten-point scale. All 

participants except for one scored above a score of five, with the average being 7.2 (as displayed 

in Table 17), indicating that overall, participants were open and flexible to new cultural scenarios 

and were willing to adapt accordingly. A standard deviation of 1.2 suggests that each participant 

answered relatively similar to one another. One participant did not answer this set of questions.  

 

Table 16. Frequency of Participants’ Flexibility and Open-Mindedness Composite Scores 

Score Frequency Percent 

5.0 1 7.1% 

5.7 1 7.1% 

6.4 4 28.6% 

7.1 2 14.3% 

7.9 2 14.3% 

8.6 4 28.6% 

 

Table 17. Flexibility and Open-Mindedness Composite Score Descriptive Statistics 

Mean 7.2 

Median 7.1 

Mode 6.4 

Stand. Dev 1.2 
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Qualitative Analysis of Participant Interviews 

Participants were interviewed approximately one and a half years after their international 

service trip in order to better understand and expand upon the results of their surveys. It was 

within these interviews that participants were asked about specific components of their 

experiences and how these components contributed or impeded their ability to develop 

intercultural competence.  Additionally, participants were also asked to address any potential 

UHP program improvements. All efforts were made to conduct the interviews face to face, 

however numerous student participants had since moved out of area or were traveling abroad. 

Therefore, two interviews were conducted face to face, two were conducted by phone, and the 

remaining participant interviews were conducted via email correspondence. 

Fourteen of the 16 student sojourners (87.5%) participated in the interview. Both (two) 

directors participated in a separate interview geared more toward the improvement of the 

projects and program. Their answers are included in the themes below rather than in isolated 

categories. Results are presented in six main categories to illustrate intercultural competence. 

The first three are dimensions of the primary survey tool, the Intercultural Effectiveness Scale 

(IES), and include: (1) Continuous Learning, (2) Interpersonal Engagement, and (3) Hardiness. 

All three dimensions can be further broken down to a subset of two variables that are covered 

within each section. When coding the data, the dimensions and variables were used as pre-set, 

axial codes in order to further explore the results of the IES tool. Once the interviews were coded 

using the axial codes, they were re-reviewed and emergent codes were developed and displayed 

as themes below.  

The latter three categories were also coded using pre-set codes of Facilitation, 

Impediment, and Improvement and were intended to address the latter two research questions in 
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regards to program elements and their effects on intercultural competence as well as what 

elements might be changed in the future to promote the sustainability of UHP. Within the coding 

schemes, more emergent codes were developed and will be discussed within each section. The 

next two categories are: (4) Programmatic Supports for Acquiring Intercultural Competence and 

(5) Potential Program Improvements. A final category emerged based on the frequency of 

mentions by participants, and was called (6) Planning. The qualitative data are presented in 

thematic categorization below. In some categories, themes are represented as frequencies to 

display the frequency to which participants talked about them. Some of the frequencies are 

mutually exclusive, meaning that participants were counted in only one theme; while others are 

not, meaning participants’ answers were counted in multiple themes. A full description of these 

dimensions and their associated variables is provided in Chapter 3. Through the responses 

outlined below, it appears that participants’ understanding of the three dimensions (Continuous 

Learning, Interpersonal Engagement and Hardiness) and their associated variables aligns with 

that of the author.  

Continuous Learning 

The first dimension, Continuous Learning (CL) contains two variables: Self-Awareness 

(SA) and Exploration (EX). Overall, CL assesses the degree to which individuals seek to 

understand their own actions (SA) as well as those of others (EX) (Kozai, 2012). The results 

from this dimension are displayed below by variable.  

Self-awareness. The question assessing Self-Awareness was: Reflecting on your trip, do 

you feel like the experience helped you develop any new skills or behaviors? All respondents 

responded affirmatively because of their experiences on the trip with UHP and gaining new skills 

and behaviors. Three themes of skills and behaviors emerged: intercultural communication, 
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interpersonal skills such as mediation, listening, and problem solving; and technical skills such 

as research, evaluation, and program planning. Each of these three themes are explored below 

with contextual quotes provided.  

Intercultural communication. Participants described how the experiences on their trip 

helped them to communicate with individuals from other cultures more effectively. They also 

described feeling more at ease when interacting in cross-cultural environments. Six of 14 

participants mentioned this, although the coding was not mutually exclusive. The following 

quotes are illustrative of this thematic element: 

(1) “I would say it definitely helped me develop an understanding of the cultural 

differences in people in that you need to be a little bit more patient with people with a 

foreign language.” (Uganda sojourner) 

(2) “I learned a lot about myself and how I react to new situations and deal with different 

types of people. I think all of these things make me a more resilient and hard working 

person, without the judgment and misunderstanding that can come with lack of 

perspective.” (Rwanda sojourner) 

(3) “It gave me a little bit more perspective on interacting with people from different 

cultures and with different backgrounds and seeing more than just the cultural 

differences. Interacting with people in that way was an eye-opener because you don’t get 

that experience in the United States very much.” (Nepal sojourner) 

Interpersonal skills. Participants addressed specific skills they used to handle stressful 

situations while abroad. These were categorized as “interpersonal skills” due to their rational, 

internal nature regarding stress management, and included conflict resolution, mediation, and 

listening skills. The following quotes are illustrative of this thematic element:  
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(1) “I do feel that I developed skills tied to problem solving and conflict management. 

Frequently when a group of people are placed in an unfamiliar setting, many 

interpersonal issues will arise. Add to that the engagement with another culture and the 

issues surrounding the project itself, and you’ve got a recipe for self-exploration and 

growth.” (Rwanda sojourner)  

(2) “I think I was able to further enhance and develop the skill of mediation, as 

sometimes tensions were high amongst the team and I was able to diffuse things calmly.” 

(Nepal sojourner)  

(3) “It helped me to listen. In development I think we forgot about listening and just tend 

to focus on ‘doing.’ I now take more time to listen and reflect than just ‘do’.” (Uganda 

sojourner)  

Technical skills. As with soft skills, several participants used a more systematic skill set 

when encountering obstacles or stressful situations.  Several participants felt they improved 

professionally in terms of evaluation, management, and nonprofit development. Responses 

included: 

(1) “I believe I have also improved my skills of leadership, time management, sustainable 

development project evaluation, and public relations.” (Uganda sojourner)  

(2) “I did acquire new skills which are helpful in professional working environments 

(strict schedules, handling bureaucracies, etc.) as well as a better understanding of the 

challenges and benefits of group work.” (Rwanda sojourner) 

(3) “I certainly learned about how to apply for project grants and how to obtain the 

research permission from both the community and the IRB.” (Rwanda sojourner)  
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Exploration. The Exploration variable was assessed by Have you sought out new 

experiences to learn from other cultures since your return from the trip? Why or why not? And, if 

so, please explain. The majority indicated they had sought out new cultural experiences 

following their return, such as engaging in another international experience, interacting to a 

greater extent with multi-cultural initiatives on campus, and through other general means of 

cultural assimilation. This mutually exclusive code revealed three different themes: International 

travel, On-campus intercultural activities, and Other multicultural encounters. Only one of the 14 

participants replied with a “no” answer referring to a lack of time with which to seek out 

intercultural experiences.  

International travel. Seven of the 14 participants noted that they have traveled 

internationally at least once since the UHP trip or intend to do so soon.  

(1) “I returned to Uganda the following summer and really tried to get even more out of 

my comfort zone than I did in 2012. I am also going into the Peace Corps because I 

learned that I do love the developing world and interacting with cultures in a real 

capacity, as opposed to being a tourist.” (Uganda sojourner) 

 (2) “A semester after the trip I took a year off to travel. I mostly stayed in Spain and 

Mexico. After living and working in Rwanda I felt there would be much to gain if I took 

to traveling for longer time. I'm now working with a cooperative in Oaxaca (Mexico).” 

(Rwanda sojourner) 

(3) “I lived for one year in Australia to learn about Australian culture and to gain access 

to Asian cultures that are not as prevalent in the U.S. I have gone to movie screenings, 

lectures, restaurants, dialogues, etc; and have also worked with refugees and asylum 

seekers in my work with Amnesty International.” (Nepal sojourner) 
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On-campus intercultural activities. Three of the 14 participants reported that their 

attempts to gain multi-cultural experiences had been realized on their home university campus 

through a mixture of social and educational pursuits.  

(1) “I have made more of an effort to make friends with exchange students. I met this girl 

studying abroad from Turkey last semester. I felt like I could understand the feeling she 

had of being in a completely new place and appreciating someone to show them around.” 

(Uganda sojourner)  

(2) “I have begun pursuing an Undergraduate Certificate in Global Issues since my Nepal 

trip, which includes attending different cultural events on campus. I also work with UHP 

to establish cultural events.” (Nepal sojourner)  

Other multicultural encounters. Three of the 14 participants reported they had begun to 

actively learn more from multi-cultural experiences they had encountered. 

“I have a constant drive to learn from other cultures. I have learned a lot from the 

developing world in understanding how to address issues of poverty.” (Rwanda 

sojourner) 

Interpersonal Engagement 

The second dimension, Interpersonal Engagement (IE) is composed of two variables: 

Global Mindset (GM) and Relationship Interest (RI). Overall, IE assesses the extent to which 

individuals seek to gain a better understanding of external cultures and populations (GM) and the 

degree to which individuals wish to sustain relationships with people in those cultures (RI) 

(Kozai, 2012). The results from this dimension are displayed below by variable. 

Global mindset. The question asked to assess Global Mindset was Tell me about your 

familiarity and interests with events going on around the world. All but two participants 
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indicated a high level of familiarity with global issues, as well as acknowledging their 

significance. The other two participants noted that while they were not actively familiar with 

external, multi-cultural issues, they acknowledged their significance and exhibited a desire to 

increase their awareness. The extent of participants’ familiarity with global, multi-cultural events 

and the nature of their desire to remain current in their awareness regarding said issues are 

illustrated in the quotes below. 

(1) “I think it is important to learn and reflect on both local and international issues. 

Honestly, my UHP experience made me care more about issues within my own 

community where I think I have more legitimacy to try and change things. However, I 

continue to think of most issues from within a global context.” (Rwanda sojourner)  

(2) “I believe that I am much more interested in foreign relations than my peers. I think 

there is a lot to be informed of and active about in the United States, but that this does not 

constitute ‘enough,’ especially in an increasingly globalized world.” (Uganda sojourner) 

(3) “I do seek out information about other nations and cultures from current events to 

historical contexts, but I know that there is a great deal more I could do to accurately and 

comprehensively learn about other cultures. The best way to get to know a culture is to 

step out of your comfort zone and explore the culture itself. It’s sometimes difficult to 

find those opportunities and I would like to engage in those experiences more often, 

whether it is traveling or meeting people in my community that are a part of other 

cultures.” (Nepal sojourner) 

(4) “I read various news outlets daily that are not just sourced from the U.S., because I 

think it is essential that we are global citizens. I am very interested in what is happening 

around the world because I care about people everywhere, and because it is essential to 



 

113 
 

be globally aware. What happens in other countries can often be an indication of things to 

come or reactions in the U.S.” (Nepal sojourner) 

Relationship interest. The question asked in relation to Relationship Interest was Have 

you talked (either through phone or internet) with anyone from your host country since you 

returned from the trip? Participants’ responses to this mutually exclusive variable ranged from 

not at all to very limited (1 participant), occasionally but only briefly (7 participants), to very 

frequent communication (6 participants). The importance of social media (such as Facebook, 

Skype, etc.) how it helps to maintain a relationship following a trip is seen in many responses, as 

illustrated in these quotes. 

(1) “Yes. I keep in contact with them on a weekly/bi-weekly basis, both through Skype 

and e-mail. It’s important for me to maintain a relationship with them and understand 

why/how the project has succeeded or failed.” (Nepal sojourner)  

(2) “Facebook has been the primary tool I have used to connect with people I met abroad. 

I feel constant regret about not being in better communication with people I met. I think 

the physical and cultural difference make internet communication exponentially more 

difficult to feel a connection.” (Uganda sojourner)  

(3) “Yes, I have kept in contact with some of the members of the host family. However, I 

am less responsive than they are in our communication and I feel that a major part of that 

is the difference in flow of day-to-day life. Things are very fast paced and instant here in 

the U.S. to where overseas I could dedicate more time to other people and conversing in a 

thorough manner.” (Rwanda sojourner) 
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Hardiness 

The third dimension, Hardiness (H) is composed of two variables: Positive Regard (PR) 

and Emotional Resilience (ER). Overall, the Hardiness dimension  assesses the extent to which 

individuals are predisposed to perceiving external cultures in an overly positive manner (PR) and 

the level of emotional strength when presented with challenging intercultural scenarios (ER) 

(Kozai, 2012). The results from this dimension are displayed below by variable. 

Positive regard. This variable was assessed by the question How do you feel you 

perceive people from other cultures since you returned from your trip? Is it different or the same 

as before you went? Participants’ responses to this mutually exclusive variable were divided, 

based on whether they felt their perception of external cultures was the same or different from 

before their trip. Only three participants reported their perceptions did not change as a result of 

the trip. Quotes from participants who felt their perceptions remained unchanged are provided 

below. 

 (1) “I think it is the same. I had already travelled internationally many times. Other than 

the obvious language barriers, I don’t often feel that different from other cultures. The 

exception to this would be in a business setting where protocol and quality varies 

drastically in Rwanda. There was always an attempt to mirror western product and style, 

without the skills and training to so adequately. However, there are many things about the 

Rwandan workplace that are more personal and relationship based that make certain 

things much easier and fulfilling.” (Rwanda sojourner)  

(2) “I don’t think it is any different, to be honest. I don’t perceive people from other 

cultures differently, I perceive organizations differently and how NGO’s (Non-

Government Organizations) operate and how they are organized.” (Nepal sojourner) 
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(3) “Given my already extensive international experience before I had gone to Rwanda, 

this trip did not change the way I perceive people from other cultures. It just made me 

appreciate African (specifically East Central African) culture much more.” (Rwanda 

sojourner) 

Participants who felt their perceptions of external cultures changed as a result of their trip 

included: 

(1) “Because of the horrific violence and pain experienced by people in this region, I 

have become more sympathetic and aware of the effects of violence and conflict on a 

micro, personal level. It’s incredibly important to see cultures as being representative of 

their history.” (Rwanda sojourner) 

(2) “Definitely a different way. It’s more than just breaking stereotypes...yes, the majority 

of people who are like this, but that doesn’t mean this person is. Stereotypes are for the 

average, not the individual.” (Nepal sojourner)  

(3) “I perceive people from other cultures both differently in that I am more aware of how 

my opinions or behaviors might seem weird to them and the same vice versa. If I am 

offended or taken aback by something, I am more reflective about it, or I am quicker to 

ask a question about it because more likely than not people like to talk about their 

cultures. I also perceive people from other cultures not just as people from other cultures, 

but just as people, just like me, with individual character traits that cannot be defined by 

stereotypes that I have been predisposed to. It takes a conscious effort to dismiss those 

biases.” (Uganda sojourner) 
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(4) “I have more empathy. I’m not sure why this is, but I believe it’s true. I realized it’s 

not just about results, but about maintaining relationships with people. I strive to learn 

from people of different cultures and backgrounds every day.” (Rwanda sojourner)  

Emotional resilience. The question asked of participants regarding Emotional Resilience 

was Tell me about a stressful or emotional experience you had to deal with on the trip and how 

you handled it. Upon reflection, would you have handled the situation differently now? Eight 

participants indicated that they were able to cope without any change in the way they might have 

handled the situation. These responses are highlighted in the below quotes:   

(1) “I tried to calmly come between both of them [two other UHP members who were 

arguing] and help communicate what they were trying to get across. In retrospect I think I 

handled it as best I could and I would do the same thing if I were presented with a similar 

situation.” (Uganda sojourner) 

(2) “I don’t know how this situation [where participants had to buy drinks for all 

interviewees before conducting the interview] could have been avoided, but from this 

point on, I made sure we always had a translator when discussing transactions.” (Rwanda 

sojourner)  

(3) “The only ‘stressful’ experiences had nothing to do with the host country itself, but 

rather handling living with seven people in one house for three months. I am not sure I 

would handle anything differently today, since by the second month of our trip we were 

already pretty comfortable with telling each other what was bothering us.” (Rwanda 

sojourner) 

On the other hand, five participants responded that even though they coped with a 

stressful situation, upon reflection they would have handled it differently.  



 

117 
 

(1) “I wish I could have stayed more positive and not dwelling so much on how much 

better I would feel if I were at home and not in the middle of Africa miserable. In 

hindsight, I wish I would have tried harder to maintain a positive view and been realistic, 

but it’s a hard situation to be far away from home and not feeling your best.” (Nepal 

sojourner) 

(2) “Yeah, I think first thing I would have done is probably take a better look at our plan 

because I think it wasn’t as hashed out as we thought it was.” (Uganda sojourner)  

(3) “When I look back on it now I would have worked on not being so angry/ frustrated 

with volunteers. They’re going to make mistakes and I should have been more of a 

mentor to them.” (Rwanda sojourner)  

Three participants provided a lengthy response that involved a learning experience. 

Specifically, the stressful and/or emotional experience allowed them to learn to become more 

proactive when handling similar situations in the future – represented as an emergent theme 

outlined in the quotes below. 

(1) “In the situation I was put in, I don’t think I would have or necessarily could have 

done anything differently that would have resulted differently. However, in the future, I 

think we can change how UHP picks and prepares volunteers, including thinking more 

about team dynamics and putting teams through challenge courses and more 

comprehensive training in general.” (Rwanda sojourner)  

(2) “I guess at the time, we felt we had an obligation to stay with them and that wasn’t the 

case. They put a lot of trust in us and they said, if you think you should go, then go. That 

was sort of a moment to where it was like, I do need to make my own decisions and we 

should have left a lot earlier. But now I know – to me, that was a learning experience and 
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I learned a lesson: no one can hold me somewhere. If I don’t want to be there, I don’t 

have to be there.” (Nepal sojourner)  

(3) “It’s one of those times that I look back on and am mortified by my behavior and lack 

of emotional resilience. In retrospect I would have not took the whole notion of our 

‘lessons’ and agenda so seriously and been flexible to spend time with the kids in the way 

that they wanted to engage, whatever that may have been. In the end it is about the time 

and the cultural exchange, not about a rigorous educational ‘program’ or structure in the 

way we are accustomed to in the western world. Education is very different in other 

cultures and systems and I should have adapted my behavior to fit their style versus 

imposing my own style or thinking.” (Nepal sojourner) 

One participant did not respond to this particular interview question. 

 In summary, participants’ qualitative responses appeared to align with the results of their 

quantitative scores. In the dimension of Continuous Learning and its subsequent variables, 

participants were able to provide numerous examples of how they continued their exploration of 

international cultures and experiences well beyond their return from each trip. Provided 

examples justified participants’ quantitative scores. In the dimension of Interpersonal 

Engagement and its subsequent variables, participants’ responses outlined their behavioral 

adaptation while on the trip to assimilate to the specific culture of their host country, as well as 

ongoing communication with individuals they met well after their return from the trip. Regarding 

the dimension of Hardiness and its subsequent variables, participants’ responses were the most 

varied of the three dimensions. Numerous examples were provided about a specific stressful 

situation, how they handled it and how they would have handled it in retrospect. As such, these 

examples also aligned with participants’ quantitative responses associated with their levels of 
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hardiness. To add further depth to the results of the IES, participants were asked for specific 

examples about how their experiences could have been improved to further facilitate dimensions 

of intercultural competence.  

Programmatic Supports and Hindrances for Acquiring Intercultural Competence 

Differing from the previous section, which focused on the comparison of the quantitative 

measurements with aligned qualitative interview questions, this particular section outlines 

specific examples of the UHP program via participants’ free-flow responses to more open-ended 

questions regarding improvements, successes, and their general experiences before, during and 

after the trip. The evaluation question that asked about programmatic supports was What 

program elements facilitate or impede students’ acquisition of intercultural competence? Several 

interview questions were asked to investigate individuals’ perspectives regarding those UHP 

components that are critical in gaining intercultural competence. These questions asked 

participants to list specific highlights of their trip abroad, what they have done since returning, 

how well the trip went according to plan, and any personal reflections not covered in the 

questions.  

In synthesizing participant responses, two primary themes emerged: Program Supports 

and Program Hindrances. Program Supports are elements that participants believe aided 

students’ acquisition or improvement in intercultural competence. They felt empowered by 

having to solve real-world problems on their own, ultimately contributing toward their 

acquisition of intercultural competence. The most often referenced Program Hindrance was a 

lack of planning, which represented a lack of programmatic efficiency and/or accountability that 

interfered with their own goals as well as those of the program.  
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Program Supports 

Participant responses about Program Supports can be categorized into four elements: 

Community Development, Culture Integration, Project Management/Problem Solving, and 

Intercultural Interactivity. All four of these elements were important to the UHP experience and 

were very similar to those laid out by stakeholders in the beginning as goals of the project. 

Program structures were in place that facilitated student thinking and planning and allowed them 

to freely interact with their host while in country. Specifically, Community Development was 

described by several participants as a highlight of their trip; working within host country 

communities on building a project designed for lasting outcomes. Working within the 

community helped to develop their intercultural competence as well as adding to a positive 

perspective of their overall trip experience. Culture Integration emerged as a reflection of 

participants having lived with host families or in apartments very close to these families and 

worked alongside residents within each community to accomplish a specific project. This 

resulted in a feeling of being a part of a specific culture, as opposed to being a visiting tourist 

looking from the outside inward. Project Management/Problem Solving was a participant 

perspective of making decisions on the ground and having to address unexpected problems or 

obstacles, aiding in participants’ feelings of increased responsibility and accountability. Finally, 

participants’ responses indicated that engagement in activities outside the specific project 

resulted in a feeling of Intercultural Interactivity. Becoming more immersed in the host country’s 

culture created a sense of involvement in a grander perspective, resulting in a deeper, more 

complex understanding of each culture or the many cultures within each host country.  

 Community development. Participants’ reported their involvement in the development 

of community capacity contributed to the enhancement of their intercultural competence.  
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(1) “The UHP Nepal trip gave me a lot of experience in adapting to unexpected 

environments and taking control of a situation in order to create a more positive 

experience for myself and those around me. I would not think that I had the confidence or 

the ability to do this, or to pick up a foreign language, or help to empower a community 

to work toward reaching their own goals for community development. The two parts I 

enjoyed the most were feeling so accepted and integrated in Nepali culture, which 

included living, eating, cooking, working, laughing, dancing with my Nepali family, and 

asking questions about the community needs and desires, and working with community 

members to brainstorm and implement short-term and long-term solutions.” (Nepal 

sojourner)  

(2) “Our work with the Scout Troop and Kindergarteners were very good learning 

experiences in the realms of both cross-cultural dialogue and program development. 

Overall, I enjoyed the pace of life, trying new foods, waking up with the sunrise, 

observing local life, and learning new games from the students.” (Nepal sojourner) 

(3) “We did a lot of things. We directed the building of a clinic that would be useful for 

the community, and we helped with administrative things. We also worked with the 

children a lot, taking them to school and the doctor, helping with things that really needed 

attention since they were lacking so much adult contact. I liked hanging out with the kids 

and traveling. I also enjoyed making new friends and trying new food.” (Uganda 

sojourner) 

Culture integration. Participants noted the importance of gaining a greater 

understanding of other cultures, whether simply experiencing a change in scenery and tasting 

new types of food, or experiencing living for a period of time in a developing country. 
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(1) “The biggest highlight for me was going back and seeing the land, the people, the 

issues through the same eyes but with an increased awareness and perspective. There 

weren’t as many accomplishments made in this trip as the first year because we were 

doing less (weren’t teaching English, or overseeing skills trainings), but I felt like I was 

listening more, and in that change I found new characteristics and emotions tied to the 

mission of the UHP project.” (Rwanda sojourner) 

(2) “It was awesome working together with other students. It was a great opportunity 

working in the developing world and working and living somewhere completely new. 

Every day was an adventure for learning new things.” (Uganda sojourner)  

(3) “This internship was probably what I enjoyed the most, since I was able to visit 

multiple field sites around Rwanda, and see the country as no foreigner would unless he 

or she was directly involved with an NGO or other similar organization.” (Rwanda 

sojourner)  

Project management/problem solving. Many participants commented on the 

importance of adding or strengthening skills such as project oversight and working with a diverse 

group of individuals as a team. 

(1) “I helped to manage the construction of an income generating health clinic in a rural 

village. I enjoyed working in a rural setting and getting to know a small community. It 

allowed me to understand the issue of health much more clear.” (Uganda sojourner)  

(2) “The experience in Nepal coupled with my experience through Americorps made me 

want to seek further education in the field of public policy and its relationship to human 

development.” (Nepal sojourner)  
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(3) “I learned a lot about leadership and myself and the developing world while I was on 

my trip. I also learned about cultural sensitivities and really trying to grasp what’s okay 

and what isn’t in the country. I feel like I am more thoughtful with my decisions and 

more open-minded.” (Nepal sojourner) 

(4) “I feel like the experiences I had on the trip were influential to building my abilities to 

work effectively in a team environment, deal with interpersonal issues, and manage stress 

and problem solving.” (Uganda sojourner)  

(5) “I think a lot of the value of the trips comes in the critical thinking and problem 

solving that students develop. The somewhat flexible nature of the trips is beneficial in 

this way. I would say the trip, I learned more about myself than what I could have taught 

others. But I think that is important in my future, in helping people in the future – I know 

what I can do and I know what I can’t do. I think you learn a lot of project management 

skills and project planning, which is important in terms of business, in terms of personal 

development of people.” (Rwanda sojourner) 

Intercultural interactivity. The promotion of intercultural activity was one of the major 

goals of the UHP projects. Some participants felt that interacting with individuals in a multi-

cultural setting developed their intercultural competence.  

(1) “I think it should just be a requirement for every American student to have to go 

abroad for at least a few months and I think programs like UHP where it’s completely 

student driven and it’s kind of from the ground up, I think that is one of the best ways to 

do it and I think there should be more.” (Rwanda sojourner) 

(2) “UHP’s trips are probably one of the best opportunities on campus. Everyone that I 

talked to from UHP, past or present member, have been greatly impacted in one way or 
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another by their experience. Learning what real poverty means, understanding how other 

cultures operate, or even how to haggle over the price of a motor-taxi was a learning 

experience.” (Nepal sojourner)  

Program Hindrances 

Regarding the Program Hindrances emergent theme, participants pointed to a perceived 

lack of planning as an obstacle to their acquisition and/or development of intercultural 

competence. Concerns about UHP planning in regard to organization, preparation, and program 

implementation are outlined in the quotes below. 

Lack of planning. Participants expressed different views about the adequacy of UHP 

planning. Several felt that there was no concrete program plan in place while others thought the 

plan was insufficient to meet project goals and that plans deviated from what was initially 

intended, or that there were no plans in place at all in specific instances, such as evacuation if 

that became necessary. Noted by every participant, weaknesses in planning clearly negatively 

affected participants’ acquisition of intercultural competence. The lack of planning was most 

evident and mentioned more often by those sojourners who traveled to Rwanda and Nepal. There 

were three areas in lack of planning that emerged: travel preparation, in-country logistics, and 

ambiguous program outcomes.  

(1) “I don’t think there was a plan for the trip, but an idea, and that was a shortcoming. 

We couldn’t anticipate what would happen in-country – needing research approval, the 

status of previous projects – so it took time for us to assimilate to our surroundings and 

understand the nature of our work before we could actively do anything. While we had 

ambitions for our trip – participatory video research, surveys, interviews, etc.  – we 

definitely didn’t consider how alien those methodologies would be.” (Rwanda sojourner) 
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(2) “My experiences with UHP definitely impacted the way I view student volunteer trips 

and efficiency and accountability in the field of international development. Although I 

want to continue working in this field, I want to do so with a reputable organization with 

resources and work plans, rather than a developing organization.” (Nepal sojourner)  

(3) “We had all these great plans for when we got on the ground, but when we got there, 

we had to reassess since none of us had actually been there. Team dynamics were 

different. The project plan was different. How money would be handled was different. 

The amount we actually ended up doing was different. There are so many things that go 

into these types of projects, and you can never be sure what might come up that could 

change the entire plan.” (Nepal sojourner) 

(4) “The biggest deviation from the plan in my opinion was not having our background 

research done to complete the proposal and be able to conduct the in person research. 

This set us back a couple weeks and had us as a team contemplating alternative methods 

of completing the intended research. We eventually got the guidelines completed and 

were able to conduct the research but I feel it greatly impeded our work and could have 

been alleviated with better planning on the front end. However, plans often change, and it 

can often be for the better if you are able to follow your intuition and go with the flow of 

things.” (Rwanda sojourner)  

(5) “An aspect that I struggled with while in Nepal and my position last year was not 

knowing if the time or resources we were spending on a specific project made any real 

difference in the respective communities. Now in my current studies I have been able to 

take econometrics and data analysis courses to help better understand how public policies 

and [NGO] programming can be better targeted.” (Nepal sojourner) 
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(6) “My trip with UHP has made me much more wary of the development projects I work 

with. The group wasn't on the same page about how the project should be carried out.” 

(Nepal sojourner)  

 (7) “We didn’t have an evacuation plan originally. So we just winged it and our supports 

for UHP were supposed to be students – the UHP directors – and they were in their own 

countries without cell phone contact or whatever.” (Nepal sojourner)  

(8) “When conducting these trips the things that you plan in your home country and the 

reality on the ground are two very different things.” (Rwanda sojourner) 

Potential Program Improvements 

Participants were asked several interview questions regarding how the UHP program 

could improve its future programming and for any other perspectives not already addressed that 

they wished to share. Analysis of participant responses isolated several themes about program 

improvements. They identified, for example, the need for more experience at the UHP leadership 

level, more practical management of UHP participant expectations, increased trip duration, better 

project planning, ongoing UHP evaluation and research, project lesson documentation, increased 

pre-trip training and teambuilding, a United States liaison, earlier UHP participant recruiting, and 

a greater sense of community across the UHP program. These themes are highlighted below with 

quotes and with frequency counts.  

Project planning. As with the previous Project Hindrance theme, planning was 

mentioned again by 11 participants as an area needing improvement.  

(1) “I think there could have been a more structured way for us to plan for the trip. It can 

often times be very difficult to communicate with the individuals in the host country 

beforehand, so identifying individuals on both sides of the communication strand to be 
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leaders in that thread could provide a greater foundation to build the project from. I think 

also doing more intensive training before hand and choosing the team sooner in the year 

could create a stronger bond among the team so that major decisions are made together 

instead of by just the incumbents, leaving the newcomers out of the loop.” (Uganda 

sojourner) 

(2) “Begin recruitment and PR for trips in the early fall, not the spring. Have projects 

planned out, with proposals and budgets ready to use for grant-writing, and applications 

available by the end of the fall semester. Have project teams, with each member a certain 

responsibility (as to not have all of the pressure of administrative, financial, planning, 

fundraising, event coordinating, communication tasks on the project director) picked by 

the beginning of the spring semester in order to start volunteer training.” (Rwanda 

sojourner) 

(3) “I think the initial partnership could have been better defined. I also think there was 

some lack of transparency between all partnering agencies and a definite lack of 

communication with us, the volunteers. This is in particular regard to a warning about the 

civil unrest in Kathmandu.” (Nepal sojourner) 

Pre-trip training and team-building. Six participants noted that more time could have 

been allocated before departure to become more familiar with each other and with their goals and 

objectives. 

(1) “I also think that pre- departure training should have been a bit more rigorous with 

required readings and background information about the political, social, and political 

history/current situation.” (Uganda sojourner)  
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(2) “A lot more teambuilding. A lot more just activities that force the group together, or 

just to get to know. I feel like – I met them at the airport and I didn’t even recognize the 

people I was going with when we met at the airport. I was looking around and they 

waved at me and I was like – I looked right at them. Because we had only met maybe 

twice before that and it wasn’t even for a long period of time.” (Nepal sojourner) 

(3) “Volunteer training should be catered to the needs of the project. Like TEFL training 

for teaching English, volunteering at local agencies relevant to the project, etc.; and also 

include several sessions for intercultural training (on campus), seminars on relevant 

development and social welfare topics. Other ideas could be a camping trip, in order to 

live in conditions without Western amenities with your volunteers, and a challenge 

course, in order to establish team-building, leadership, followership skills and also for 

bonding.” (Nepal sojourner) 

UHP leadership expertise. Five participants expressed the viewpoint that UHP project 

efficiency and effectiveness might be improved by assigning a leader who encompasses project 

management, experience in the field, and a substantial tenure with the program.  

(1) “Project managers with one year of travel experience should have to articulate a plan 

for the trip, even if it changes but keep directors and the faculty board up to date along 

the way. These individuals should be separate from the directors. Having a consistent 

staff member dedicated to advising UHP would be useful.” (Rwanda sojourner)  

(2) “I think in terms of UHP, it’s missing a constant. It’s missing someone who has been 

there a long time.” (Uganda sojourner) 

Expectation management. Four participants commented that a misunderstanding of 

expectations, both from project directors and project volunteers, could have been prevented. The 
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quote that best illustrated this was: “Have patience and don’t expect anything to happen 

according to your schedule. Remember you’re there to make a difference in people’s lives, not 

your own life”.” (Uganda sojourner) 

Ongoing evaluation and research. Two participants suggested that evaluations and 

studies like the one being conducted are long overdue for the UHP program. An illustrative quote 

was: “I think this kind of research and evaluation is essential to the legitimacy, sustainability, 

and improvement of UHP”.” (Uganda sojourner) 

Early UHP volunteer recruitment. Two participants suggested that UHP recruit and 

select volunteers much earlier in the process to allow them more time to get to know one another 

and understand their project better. 

U.S. liaison. Two participants mentioned the need for a liaison located within the United 

States and not on another UHP project. These students mentioned accessibility as a key issue for 

project directors and the need to be able to contact them, or someone in that role, while in 

country.  

Increased trip duration. One participant expressed an interest in extending the trip 

duration in order to have more time in-country to complete the projects. 

Project documentation. One participant mentioned the need for more recording of 

lessons learned during the trips that could be passed on to future cohorts.  

UHP as a community. One participant suggested that a greater sense of welcoming 

within the UHP as a whole would be beneficial. Catering to new members and making them feel 

at ease and comfortable with the program’s overarching goals might aid in volunteer retention 

and satisfaction. 
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“However, because of the bond that is formed by members that go on the trips and 

connect with the other members very quickly there is the trend of newcomers to feel 

disconnected or not involved in the inner circle of the organization. I feel that UHP could 

work on being more inclusive and open with its operations and manners of engagement to 

allow for new people to enter in the intimate organization in a freeing and powerful way.” 

(Rwanda sojourner) 

Summary of Results 

The Intercultural Effectiveness Survey data were analyzed first. The majority of students 

fell into the ‘High’ category for each dimension and variable, with all but one participant in that 

category for the overall IES score. The data were negatively skewed with higher scores to the 

right of the norm, indicating that the students who participated in this trip tended to have higher 

than average intercultural competence. The data collected via the Intercultural Sensitivity 

Inventory were analyzed next and the data proved to be inconclusive as a measure of 

intercultural competence on the first component measured by the tool. This section, which 

measured adaptability to opposing cultural attributes (individualism vs. collectivism) suggested 

participants’ misunderstanding of the objective of the measurement tool itself and/or absence of 

knowledge about individualism/collectivism. The second ICSI component, which measured 

Flexibility and Open-mindedness to other cultures was aligned with other results. Participants 

appeared to be flexible when presented with alternative cultural scenarios and open-minded in 

their perspectives regarding said cultures.  

The data collected from the student and director interviews provided a comprehensive 

picture of the impact of the trips on the development of students’ intercultural competence. 

Students gained skills other than ICC including how to conduct evaluations, work effectively in a 
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team environment, manage projects in unique situations, and problem solve through difficult 

circumstances. Various program elements contributing to program success and the acquisition of 

intercultural competence were identified, such as the emergent themes of Community 

Development, Culture Integration, Project Management/Problem Solving, and Intercultural 

Interactivity. Of factors that hindered the achievement of desired program outcomes, the one 

element identified by all respondents was poor program planning although this lack of planning 

forced students to take responsibility which in turn enhanced their problem solving skills. 

Chapter 5 will discuss how the qualitative and quantitative data answer the evaluation questions.  
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CHAPTER FIVE 

CONCLUSIONS AND IMPLICATIONS 

Chapter 4 provided a detailed analysis related to the methods of data collection. This 

chapter provides a summary of major findings as they relate to the three evaluation questions 

investigating the development of intercultural competence in students who participated in one of 

three international service projects within the Universal Harmony Promotion program as well as 

the implications of the study. The chapter will be organized into the following sections: 1) 

summary of major quantitative and qualitative findings in relation to each evaluation question, 2) 

communication of evaluation findings, 3) reflections on evaluation process and ethics, 4) 

implications for study abroad typology, 5) implications for the design and delivery of future 

programs, 6) limitations of the study, and 7) recommendations for future research.  

Summary of Major Findings in Relation to Evaluation Questions 

The purpose of this study was to understand how intercultural competence is developed 

among students participating in three international service projects approximately one and a half 

years following their return, to better understand these students’ attitudes about their experiences, 

and to integrate suggestions for program improvement into future UHP programming.  Using a 

logic model as a framework, three evaluation questions were developed. 

Evaluation Question 1 

To what extent are intercultural competence outcomes realized by students approximately 

one and a half years after their return from participating in one of UHP’s three international 

service projects?  

To address this evaluation question, participating students were asked to complete two 

quantitative surveys: the Intercultural Effectiveness Survey (IES) and the Intercultural Sensitivity 
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Inventory (ICSI). Qualitative data were obtained through participant interviews with questions 

based on the variables of the IES, the primary survey tool utilized.  

 IES results showed that the majority of students fell (all but one) within the ‘High’ 

category for each dimension, its subsequent variables, and the overall IES. In the dimension 

Continuous Learning, 73.3% of students scored in the ‘High’ Category, along with 53.3% and 

73.3%, respectively, for the subordinate variables of Self-Awareness and Exploration. There did 

not appear to be a pattern in the demographics of participants who scored relatively low in self-

awareness, although their interview responses were extremely rich in this area. This finding 

suggests that these participants were better able to communicate their reflective abilities (Self 

Awareness) through a qualitative vehicle such as an interview as opposed to providing survey 

responses.  

There were three categories students mentioned more often: intercultural 

communications, interpersonal skills, and technical skills. Intercultural communication included 

the communication and interaction with individuals from the host culture – students described 

how this in-country communication made it easier for them to interact with those from other 

cultures upon their return. Interpersonal skills included mediation, listening, and problem 

solving; while technical skills included research, evaluation, and program planning.  

Although the intent of this study was to measure intercultural competence, through this 

variable, it was discovered that several other acquired skills that were not included in the survey 

also became apparent. These skills included problem solving, conducting research and 

evaluation, working in group settings, and planning. These skills were considered critical tasks 

necessary to accomplish pre-specified project goals.  
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Regarding Exploration, every student, except for one, discussed actively pursuing an 

intercultural experience, whether on campus, interacting with multi-cultural individuals, or 

traveling abroad. The lone student who did not actively engage in Exploration noted a desire to 

do so in the future. Given this data, it appears that the dimension of continuous learning was 

realized by the participating students, with many students crediting UHP in the development of 

new skills through the provision of international experiences.  

In the dimension Interpersonal Engagement, 80% of students scored in the ‘High’ 

Category, along with 93.3% and 80%, respectively, for the subordinate variables of Global 

Mindset and Relationship Interest. Students scored highest overall on the Interpersonal 

Engagement dimension. This dimension and its variables measure student interest in other 

cultures and relationships within those cultures. Students tended to have a high interest in 

developing and maintaining relationships with individuals from other cultures. In regard to the 

qualitative data, 12 of 14 participants noted that they often go out of their way to discover news 

items that involved other countries in general.  

The two students who were not as active noted a desire to become more involved in the 

future. Regarding the Relationship Interest variable, all but one student stated that they kept in 

close contact with individuals from their previous host country. Half of these students were 

actively engaged in communicating regularly, whereas the other half was connected through 

social media like Facebook and Twitter. Of all three dimensions, the dimension of interpersonal 

engagement was realized the most among the student participants. As a result of the trip, the 

majority maintained a desire to learn and become more acquainted with information regarding 

cultures outside of their own.  
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In the Hardiness dimension, 73.3% of students scored in the ‘High’ Category, along with 

86.1% and 40%, respectively, for the subordinate variables of Positive Regard and Emotional 

Resilience. In the Positive Regard variable, three student participants noted their tolerance of 

other cultures remained unchanged as a result of their previously high levels of tolerance. 

However, the remaining 11 student participants stated that they became more open-minded as a 

result of the trip. In the Emotional Resilience variable, numerous stressful situations were 

discussed. Eight student participants stated that their reactions to stressful situations would have 

remained unchanged regardless of their specific experiences. Given this data, it may be 

suggested that a number of students scored lower in this dimension as a result of a lack of 

experience in handling stressful situations in an international setting. 

 Students scored highest overall in the Interpersonal Engagement dimension. This 

dimension and its subordinate variables measure student’s interest in other cultures and 

relationships within those cultures. Here, students indicated a high interest in developing and 

maintaining relationships with individuals from other cultures. Conversely, Emotional 

Resilience, which measures participants’ ability to handle stressful situations and quickly cope, 

was the lowest scored variable of all. Participants’ lower scores on this variable could have been 

due to a variety of factors. As evidenced in the qualitative data, participants’ working 

environments tended to be stressful due to a lack of planning and working in a relatively new 

environment of a developing country.   

The results of the first section of the Intercultural Sensitivity Scale were not used to 

answer Evaluation Question 1 because it was determined that the data was not representative of 

the sample. Although initial vetting of this survey tool proved positive, with a further, in-depth 

research, using such keywords as “ICSI” and “valid,” which had not been searched so 
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specifically in the past, and concerns regarding the instrument’s reliability were raised. Bhawuk 

and Brislin (1992) conducted their study to develop the ICSI, using it in studies with students in 

Hawaii and the surrounding area. An expanded review of the literature revealed that other 

researchers had similar results to this study when using this tool. Kapoor, Blue, Konsky, and 

Drager (2000), and Kapoor and Comadena (1996) utilized the tool to assess the intercultural 

sensitivity of American and Mexican students and concluded: 

 that the measure [was] rather ineffective in assessing ‘other’ culture’s typical behavior 

pattern. They indicate[d] that both American and Mexican students, when called upon to 

evaluate other cultures’ behavior pattern in terms of individualist-collectivistic 

dichotomy, failed to correctly identify the expected behavioral traits. (p. 217) 

They also stated that the items within the instrument were “rather abstract in tone and substance” 

as well as “rather ineffective” (p. 217) in measuring how the individual would react to certain 

items within each culture unless the individual had previously had the opportunity to study that 

specific culture in-depth. The second section of the ICSI (Flexibility and Open-Mindedness) 

appeared to validate the results of the IES, however participants’ responses tended to be 

moderately close to neutral, indicating that the ICSI tool was not as useful as the IES. 

None of the students who participated in these projects indicated they had extensive 

knowledge of Japan. It may be they were unaware of the differences in the two cultures and how 

they might play out in everyday business life. Additionally, the wording of the indicators may 

have been confusing to some, leading them to answer the same way regardless of what culture 

they were supposed to be reacting to. Because the results of this measure were null, the data was 

not further analyzed or used in the discussion as I felt they would not convey an accurate 

depiction of intercultural competence for the students.  
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 In reviewing the anticipated long term outcomes in relation to the logic model developed 

with UHP stakeholder input and the information collected from Evaluation Question 1, the 

students consistently met these outcomes. Notably, the majority of student participants realized 

each of the variables within Dimension 2 (Interpersonal Engagement) and Dimension 3 

(Hardiness), except for the last variable: Emotional Resilience. As highlighted in the following 

section, the data suggest that students’ immaturity in dealing with stressful and challenging 

situations combined with a perceived lack of preparation and planning from the onset of their 

departure, might have negatively influenced their ability for a quick recovery, even though their 

overall scores were classified as “High.”   

Relevant Research which Informed Results 

The results of my study are informed by the findings of several other researchers. 

Pedersen (2010) utilized the Intercultural Development Inventory as a pre- and post-test survey 

administered to a similarly sized participant group. Pedersen’s goal was to assess the impact 

specific programs had on the acquisition, development, and retention of intercultural competence 

in study abroad students before their departure and immediately following their return. Pedersen 

found a significant difference in the change of pre- and post-test scores between two groups: 

those with travel experience and those without, suggesting that the potential for intercultural 

competence growth to be greater in individuals without prior travel experience. While no 

correlations were made in this study between UHP participants’ intercultural competence pre- 

and post-trip, it is important to note that UHP study participants scored high on the dimensions 

and variables of the IES regardless of their previous travel experience. No obvious patterns were 

seen as a result of this variable, unlike the work conducted by Pedersen. Perhaps due to the small 
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sample size, this correlation was not found which suggests that more data could be collected 

across years to test this assertion. 

In Lough’s (2011) research, several variables that positively correlated to participants’ 

acquisition of intercultural competence were identified. Those variables were: program duration, 

cultural immersion, guided reflection, and contact reciprocity. The students participating in the 

projects studied were also immersed in the culture, reflected on their experiences through 

journaling, shared goals and worked alongside hosts forming contact reciprocity. Again, while 

participant data cannot be correlated in this study, it is important to acknowledge participants’ 

high ICC scores and similar, influential variables in relation to ICC acquisition. 

Porter and Monard (2001) emphasized the potential for contact reciprocity, or several 

aspects of a give and take relationship, as a contributor to sustaining professional development in 

study participants. These eight critical attributes, experienced by both the participant and a 

reciprocating individual from a host community, range from physical labor to whole-hearted and 

joyful giving to equitable exchange. Many of these aspects, while not outwardly named, can be 

found within the Interpersonal Engagement dimension of the IES. Porter and Monard’s research 

involved acquisition of professional development and this study investigated participants’ 

acquisition and sustained development of intercultural competence. Even without commonly 

named outcomes between this study and that of Porter and Monard, the constant is the 

environment in which the participant is experiencing an acquisition of either professional or 

intercultural competence. Because both projects studied provided students with the opportunity 

to give back to the community they were visiting, they demonstrated high values of the 

component measured. Furthermore, this study found that students developed professional 

development skills as well even though they were not explicitly measured. 
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Deardoff (2006) surveyed universities and experts regarding how they defined and 

analyzed ICC. This study provides evidence for her findings. While university administrators 

often chose quantitative surveys to measure effects of international experiences, experienced 

researchers tended to rely on more qualitative measures. This study revealed that even when 

utilizing reliable quantitative measures, these results could be initially piloted with a group 

similar to the population to be assessed. Much more insight was gained on the overall 

experiences of participants through their qualitative interview responses than from their survey 

data. Although these methods were more time consuming, both to collect and to analyze, they 

provided in-depth findings. Deardoff’s identified experts appeared to be correct in concluding 

that qualitative methods are necessary to gain a better understanding of the overarching impact of 

study abroad programming. 

Evaluation Question 2  

What program elements facilitate or impede students’ acquisition of intercultural 

competence?  

The second evaluation question was answered by analyzing the interview responses of 

the 14 participants and two directors. Overall, students appeared to value their experience with 

UHP and talked about it as a life-changing experience. The elements that make UHP an 

organization so unique were some of the same elements that made the comparable international 

service projects rewarding for student volunteers. Because UHP is a student-run organization, the 

students were highly involved with the planning and execution of projects and were mostly 

responsible for their own day-to-day activities. This component was likely a contributor for 

students to gain new skills, beyond simply increasing their intercultural competence, such as: 

project management, evaluation, and problem solving. As previously noted, although these skills 
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were not measured as a part of this study, they were mentioned consistently in participant 

interviews.  

In addition to being student-driven, participants valued their integration into the 

community. They felt they gained insight into the culture by staying with host families, eating 

local foods, participating in local and regional events, and experiencing the countries like a 

tourist rarely does. It was apparent through the interviews that the component of full cultural 

integration was an influencing factor in students’ acquisition of intercultural competence and the 

dimensions and variables as defined by the IES.  

Furthermore, students were excited and appreciative of the difference they felt they were 

able to make in the communities they served. The element of community development also 

appeared to be a contributing factor to intercultural competence acquisition. Because students 

worked alongside the individuals in the community and were able to see the fruits of their labors, 

they felt a greater connection with the culture and better understood the difficulties of the host 

population. While all the trips did not go completely according to an initial plan, every student, 

save for one who made the decision to leave early, was able to be involved with stimulating 

social change in the host country.  

Students had numerous intercultural interactions through the student-driven projects, 

integration into the culture, and community development opportunities. Because there was no 

faculty member from UHP’s host institution (an attribute of many study abroad programs) who 

made arrangements while in the country, students were forced to work with their local hosts on a 

daily basis to determine their needs and properly manage their time. Also, because most students 

stayed with families or at least among other local residents (rather than at a university dormitory 

or a hotel), they interacted with the local population on a regular basis, attempted to learn the 
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host language(s), even at a very basic level. While working in the host communities, students 

were able to directly interact with those whom they were serving. The components unique to 

UHP that were most valued by students were critical in helping them develop intercultural 

competence. UHP must consider continuing to involve students in project conception and 

execution while providing opportunities for them to be as immersed in the host culture as 

possible.  

When making an attempt to better understand what component(s) of the project that may 

have been a hindrance to students’ realization of intercultural competence, one element 

continuously emerged in interview responses. Participants noted that there was a significant lack 

of pre-trip planning, ultimately preventing them from making the most of their trip in numerous 

ways. For example, student volunteers who traveled to Nepal had perhaps the worst scenario, 

where the initially-planned experience transformed into an unsuitable environment for them to 

continue with their objectives. As a result, the entire project was abandoned and students were 

forced to identify a new project while still in the host country. Because of this unintentional 

diversion, students had to relocate and find new housing in a much more rural area than they had 

originally planned. One student chose not to make this change for various reasons, most notably 

because of health concerns and a lack of vaccinations needed to travel to that area of Nepal. The 

student credited her discontinuation to poor project planning and a lack of source vetting. The 

students who continued did have an enjoyable experience and they felt an impact was made on 

the community served. These students also voiced their frustration over the situation and stress it 

caused them.  

The UHP student volunteers who traveled to Rwanda experienced unexpected obstacles 

as well. Students did not know they had to get an institutional review board (IRB) approval from 
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their home university to conduct a research project until just before they departed. As a result, 

the student volunteers spent almost a third of their trip working on an IRB proposal and waiting 

for it to be approved. Once approved, the study alone was not enough to keep the students busy 

during their stay. Subsequently, they were encouraged to pursue individual internships with the 

local government or an NGO. Nearly every student went this route and commented that they 

enjoyed their experience and learned from the experience. In fact, one student stayed in Rwanda 

for a year following the UHP trip to continue working on her internship. While the experience 

was enjoyable, student volunteers were not able to work together as much as the other two 

country groups and their lack of camaraderie was evident in their responses. 

The Uganda trip was the only UHP project that went according to plan, although students 

commented that they wished they had been more involved in the pre-trip planning. The two 

program directors took responsibility for the majority of the Uganda project planning and felt 

that in the future, student volunteers should share more planning responsibility. 

The major barrier for participants seemed to be the uncertainty that accompanied the 

changing of plans. This obstacle could be remedied in the future through earlier planning and 

shared responsibilities among all project participants. A shared responsibility in planning may 

prevent blame from occurring within the group when things go wrong. Although this element did 

hinder participants’ acquisition of intercultural competence in all three projects and distracted 

individuals from focusing on previously identified goals and objectives, it did force them to 

exercise other skills that will likely benefit them later in their academic and professional careers. 

In order to still allow student volunteers to hone these skills, UHP must consider involving 

students as much as possible in each planning aspect before departure and assign responsibilities 

to students during the trip itself.  
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Evaluation Question 3  

What program elements can be expanded upon or changed to improve the program?  

The suggestion for improvement mentioned by all participants was more planning, 

discussed at length in the second evaluation question. Student participants offered constructive 

feedback to aid UHP in its goal of continuing international programming in the future. Because 

UHP is a student-run organization operating with limited faculty involvement (primarily serving 

on an advisory board but with limited day-to-day involvement of the program and its activities), 

there is continuous leadership turnover as students graduate and make the transition into their 

professional careers. Students felt that UHP lacked a constant presence – a leader or leadership 

team with a tenured history of international experience and a working knowledge of previous 

programmatic efforts, their effectiveness and efficiency, and the ability to ensure proper policies 

and procedures are in place for any unexpected transition in leadership. Many students felt it 

would be appropriate to have a staff person or a faculty member serve in this regard. Some 

students noted that the UHP model should continue unchanged but that more documentation of 

lessons, policies, and procedures is required. Although students felt the UHP model should 

remain mostly unchanged, several identified the benefit of establishing a leadership succession 

plan so that outgoing leaders are able to transition incoming leaders into the UHP program. 

In addition to pre-trip planning, students suggested other pre-trip activities to improve 

UHP programming including more training and research on the cultures and country to be visited 

as well as what activities should be expected  while abroad, a clearer explanation of expectations 

of the student volunteers, and more group activities. Many participants felt unprepared once they 

arrived in their host country and would have benefitted from obtaining a better understanding of 

what they should expect as well as what was expected of them. Other participants commented 



 

144 
 

that many of them were not familiar with their own group members and had very little 

experience living with multiple individuals for an extended period of time. Lastly, students 

expressed a desire to have more background information on the community in which they were 

planning to work, the scope of their respective projects, and what their daily activities entailed.  

As previously mentioned, the UHP directors took much of this responsibility upon 

themselves and with full- and part-time course loads and other UHP extracurricular activities, the 

directors had little time to fully address these aspects or make concentrated efforts to involve 

students prior to their departure. The directors noted that many of the tasks should be 

incorporated and that participants should be involved in program development. This would 

require the students to not just learn more about the tasks themselves, but become much more 

engaged in teaching one another.  

In order to accomplish this, however, other changes are needed. Many students would 

have liked to be notified of their selection to participate on the trip much earlier. While 

participants were selected approximately two months prior to departing, they did not feel this 

was enough time to absorb all of the required training or get to know one another. A 

modification for consideration might be selecting student participants two semesters before 

departure so that they have the entire spring semester to participate in pre-trip planning and 

training. One student noted that the selection process could be improved through an expansion in 

UHP’s recruitment efforts, ensuring that new recruits who were in non-traditional programs of 

study (as opposed to programs like international affairs) felt welcome and valued rather than an 

outsider to a pre-existing clique. 

Several other aspects for program improvement and program execution were raised by 

students. One felt more time in the host country (duration) would be beneficial. Perhaps 
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programs with increased duration could be offered to students who have the capacity to stay in 

the host country for a longer period of time. Two students commented on the sustainability of the 

UHP projects in the host country. These students were concerned that the established programs 

would not be sustained following their departure and suggested that UHP leadership follow up 

with project hosts on a regular basis to ensure the continuation of UHP projects and discuss 

planning for future trips. Two students suggested a UHP member be available as a domestic 

liaison. Such a person could have reduced the time waiting for IRB approval for conducting 

research on the Uganda trip. From a proactive perspective, this liaison would serve as a constant 

point of contact for all student participants. In 2012, when numerous project plans did not go as 

expected, particularly in Nepal, students were forced to consult with the directors who were also 

deployed in other developing countries, making communication efforts difficult. A UHP liaison 

available to students abroad could limit the emotional stress participants experience when plans 

go awry.  

Students’ suggestions for program improvement also addressed ways to strengthen both 

the foundation and sustainability of UHP. Students continuously credited the program with 

opening their eyes to international issues and changing their perspectives on external cultures. 

While it is apparent that UHP did achieve its mission of assisting students in developing 

intercultural competence, there is still much that can be done to improve the organization and 

ensure its future sustainability.  

Communication of Evaluation Findings 

The results and conclusions of this evaluation will be communicated to stakeholders in 

several steps. The UHP program is comprised of student directors, student volunteers, and a 

faculty board. Because it is important to invite stakeholders to review and discuss the results of 
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an evaluation before providing them with a final report (Holm-Hansen, 2008), the findings and 

suggestions for improvement will first be presented to the faculty board and directors through a 

concise PowerPoint presentation. UHP is interested in this evaluation as a means to better 

understand the impact their projects have on students as well as how they might be able to 

change the structure of both the organization and the projects undertaken in order to ensure their 

sustainability. During the presentation meeting, stakeholders will have the opportunity to discuss 

their interpretation of the findings and provide me with their questions and concerns prior to the 

production of the final report. Taking their feedback into consideration, a condensed evaluation 

report will be finalized and disseminated to all three stakeholder groups. The directors will be 

provided a copy of the full report so they have access to all information and data to pull from 

when producing future grant applications and designing future projects. I will continue to be 

available to the directors to assist them in the implementation of recommended changes.  

Reflections on Evaluation Process and Ethics 

Because of my ongoing relationship with the UHP organization, it was important that I 

kept an open-mind and took an unbiased approach when collecting and analyzing data in order to 

maintain the ethical integrity of the evaluation. To ensure this was done, I frequently consulted 

the Program Evaluation Standards and my plan that was developed at the start of this study to 

meet each standard (Appendix L). The Propriety Standards were particularly useful in ethical 

considerations as they look at fairness, legality, and justice within the context of the evaluation 

(Joint Committee on Standards for Educational Evaluation, 2011). When collecting qualitative 

data, it was important to remember to be responsive to each stakeholder group’s needs and 

requests (Standard P1, Responsive and Inclusive Orientation). When talking to students, I had to 

allow students to freely respond while at the same time not indirectly prompting them to give 
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positive responses. Similarly, I had to provide complete and honest descriptions of the findings 

and conclusions of the evaluation, regardless of whether they would be perceived by 

stakeholders as positive or negative reflections (Standard P5, Transparency and Disclosure). 

Through the entire process, I was also cautious of protecting the rights of all participants by 

keeping their responses anonymous and non-identifiable within the report (Standard P3, Human 

Rights and Respect). Overall, the evaluation process went according to plan and findings were 

able to effectively answer the evaluation questions. Participants were interested in the research 

and eager to offer their feedback in order to improve UHP for future students.  

Use of Study Abroad Typology 

As mentioned in Chapter 2, Engle and Engle (2003) developed a study-abroad 

classification tool that contained five levels including: Study Tour, Short-Term Study, Cross-

Cultural Contact, Cross-Cultural Encounter, and Cross-Cultural Immersion. Each is defined in 

terms of seven classifications or program components: duration, entry target-language 

competence, language used in coursework, academic work context, housing, provision for 

cultural interaction and experiential learning, and guided reflection on cultural experience. The 

UHP projects did not fit neatly into one level as they spanned levels in varying categories. UHP 

was designed as an international service program that lacks some study abroad program 

components such as coursework. As such, UHP was not classified at all under Level One: Study 

Tour. This level system is very specific to traditional study abroad programs, but in order to 

accommodate the classification of other types of international programs, it could potentially be 

expanded. Conversely, in order to ensure all components of a study abroad trip are met, UHP 

could alter its delivery to ensure each category within the chart was met on some level. The 
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Table 18: Study Abroad Classification Chart for UHP 

Program 

Components 

Level One: 

Study Tour 

Level Two: 

Short-Term 

Study 

Level Three: 

Cross-Cultural 

Contact Program 

Level Four: 

Cross-Cultural 

Encounter 

Program 

Level Five: 

Cross-Cultural Immersion 

Program 

Duration Several days 
to a few 
weeks 

3 to 8 weeks, 
summer 
programs 

Semester Semester to 
academic year 

Semester to academic year 

Entry target-

language 

competence 

Elementary 
to 
intermediate 

Elementary to 
intermediate 

Elementary to 
intermediate 

Pre-advanced to 
advanced 

Advanced 

Language used 

in coursework 

English English and 
target language 

English and target 
language 

Predominantly 
target-language 

Target language in all 
curricular and extracurricular 
activities 

Academic work 

context 

Home 
institution 
faculty 

In-house or 
institute for 
foreign students 

Student group or with 
other international 
students 

In house student 
group 

Local norms, partial or 
complete direct enrollment 

Housing Collective Collective and/or 
home stay 

Collective, home stay 
visit, home stay rental 

Home stay rental or 
integration home 
stay 

Individual integration home 
stay 

Provisions for 

cultural 

interaction, 

experiential 

learning 

None None None or limited Optional 
participation in 
occasional 
integration activities 

Required regular participation 
in cultural integration program, 
extensive direct cultural 
contact via service learning, 
work internship 

Guided 

reflection on 

cultural 

experience 

None Orientation 
program 

Orientation program Orientation program, 
initial and ongoing 

Orientation program, 
mentoring, on-going 
orientation or course in cross-
cultural perspectives, reflective 
writing and research 

Note. The matrix was developed by Engle & Engle (2003, pp. 10-11) as a tool to classify study abroad levels. 
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Levels where the UHP projects fell are highlighted in Table 18 on the prior page, and followed 

by a description below. 

The UHP projects most closely associated with Level Five. The results of this study were 

such that participating students realized high levels of ICC and developed other skills relevant to 

international environments. In review of the categories identified in Engle and Engle’s chart, 

many of the aspects of ISL projects are not considered, such as the availability of a foreign 

language course specific to a host country (i.e. Rwanda) and the specific purpose for the trip (i.e. 

taking a class abroad vs. providing services in a developing country). Perhaps these aspects could 

be considered in order to be more inclusive of this type of study abroad program, which suggests 

that intercultural competence was realized by students even well after returning from their trip. 

Because of the leveling characteristic of the chart, it is implied that a higher level results in better 

student outcomes.  

Three of the seven categories could be modified to include projects like those studied in 

this study. The first category, duration, ranges from days to a year. There is, however, varying 

research on whether duration alone has a significant impact on ICC. Perhaps this category could 

be modified so that any duration from a month to a year could be included in Levels Two 

through Five. The second category, entry target – language competence, could also be modified 

to be more dependent on the destination and purpose of the international experience. For 

example, because the students who participated in UHP all traveled to developing African 

countries, it might have been very difficult, almost impossible, for these students to have an 

advanced understanding of the local language. Likewise, the third category, language used in 

coursework, implies that students have the capacity to be completely fluent in the host language 

and that coursework is offered in their host country. Perhaps both of these categories could be 
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modified to be dependent on the location and the availability of language courses for the target 

country at the host institution as well as the trip’s purpose (i.e. if the program goal is for the 

students to take courses while in another country or for the students to provide services in 

another country).  

As mentioned, it is also important to note that the chart developed by Engle and Engle 

(2003), was based on the study of numerous study abroad trips across a host of universities. 

Therefore, it may also be beneficial for UHP to modify their offerings to possibly include some 

of the chart’s levels, as they have proved to be prevalent in many other programs. Including 

coursework and language acquisition in their program may lead to better managed expectations 

and, ultimately, more positive outcomes for students and their hosts.  

Implications for Design and Delivery of Future Programs 

This study demonstrated that students who have participated in an international service 

experience in a developing country exhibit increased levels of intercultural competence – 

particularly in interpersonal engagement. Additionally, student volunteers acquired and 

developed new skills to work in fast-paced, volatile environments and were forced to adapt and 

think on their feet. Because the acquisition of these skills appears to be important to the current 

Presidential administration, it is important that more accessibility is provided for students to 

participate in these kinds of projects. More financial support must be available to universities in 

order to better coordinate programs, ensure their success, and ensure their sustainability beyond 

initial funding cycles.  

Universities’ policy regarding the implementation of similar programs also needs to be 

reconsidered. Most university-sponsored study abroad programs do not engage student 

participation in the pre-planning processes. This study found, however, that many of the 

perceived benefits came from students’ active participation in the decisions being made during 
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their stay in the host country. Universities interested in substantially improving their 

international programming and support for these programs could potentially consider adopting a 

model where students are partially responsible for the coordination of their respective trips 

abroad. Similarly, more emphasis should be placed on international service/international service 

learning rather than simply studying abroad. Again, because students found value in working 

alongside residents of their host country on projects directly impacting these individuals, such a 

program adoption would go further in sustaining students’ desires to pursue international careers.  

Study Limitations 

In obtaining a better understanding of participants’ responses, it is important to 

acknowledge limitations in relation to the evaluation questions. An expected limitation regarding 

self-selection arose prior to conducting the study out of concern that students participating in 

UHP might already have high levels of intercultural competence. Because students voluntarily 

selected to participate in one of three international projects, those who chose to participate may 

have already had an interest in international affairs and may have had higher levels of 

intercultural competence. While still unknown if participants’ intercultural competence was high 

when this study was conducted, there was a relatively equal ratio of students with and without 

prior international experience. Of the 15 survey respondents, one third had not lived outside the 

USA, one third had lived in another country for a year or less, and one third had lived in another 

country for four or more years. Four of the 15 participants had only left the USA for short 

vacations, nine had previously lived, studied or volunteered abroad, and two were not from the 

U.S. International Affairs majors comprised 87% of the participant group. Participants’ 

responses to questions regarding their personal classification of their international experiences 

post-trip varied extensively. For example, only 40% stated that they had been involved in a study 
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abroad program, signifying that the majority of participants did not classify their UHP 

experience as study abroad.  

Additional limitations of this study include: no pre-trip data to compare the acquisition of 

ICC, an absence of a control group for comparison, a small participant group size, and self-

reported data. While quantitative data collection measures were a significant component of this 

mixed-methods study, the intent was never to generalize results to a larger population. Rather, 

the purpose was to gain a better understanding of the experiences of the students who 

participated in this particular program’s (UHP) international service projects and offer 

suggestions for improvement. Nevertheless, a control group would have been helpful in 

understanding the experiences of typical students at the UHP’s home university and the 

differences in attitude, behavior, and skills to those who were in the intervention group. As stated 

by Dwyer (2004, p. 154), however, “it is difficult to attain a control group that is truly 

comparable with the experimental group because there are too many confounding variables 

during the college years.” 

Similarly, pre-trip data was not collected within this study. Therefore, it was impossible 

to compare students’ initial levels of intercultural competence with their levels of sustained ICC 

approximately a year and a half following their return. In order to understand the impact of their 

trip(s), qualitative interviews were undertaken so that students could provide their own 

perspectives regarding their changes in ICC as a result of their international experience with 

UHP. The program itself did conduct pre- and post-surveys, but they do intend to analyze this 

data for the purposes of program improvement and apply for increased program funding. 

Unfortunately, due to limitations in IRB approval, this study was unable to use UHP-collected 

data.  
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The small sample size made it impossible to conduct statistical correlations between 

participant scores and their respective demographic information. Finally, because all data were 

self-reported, there is the possibility that responses could have been intended to impress the 

researcher rather than be an expression of viewpoint. This limitation was also combated through 

the use of several data collection media that were triangulated in order to ensure response 

credibility. 

Recommendations for Future Research 

 It is suggested that several components be considered in similarly focused, future 

research projects in order to substantiate this study’s findings. First, the addition of a control 

group is suggested – perhaps a group of students who have applied to a program like UHP but 

were not selected to participate. Such a control group would allow a researcher with interests in 

international projects to isolate the international service experience as an independent variable. 

Utilizing this comparison group might lend more support to gaining a better understanding of the 

impact an international service trip has on students’ acquisition of intercultural competence. 

 This study investigated the long-term outcomes of students who traveled abroad. 

Interested researchers might obtain an evolutionary perspective regarding ICC acquisition 

through the incorporation of periodic assessments of students’ levels of ICC before their 

intervention, during their stay, and both immediately following their return and several months to 

a year following their return. This procedure would allow for the testing of all levels of the logic 

model. Additionally, very little intercultural research has been conducted where participants have 

been assessed at numerous points in time following the intervention. Such an approach would aid 

in better understanding the field of international service.  

 In addition to assessing students’ intercultural competence at multiple points in time, it 

would also be beneficial to better understand students’ maturity levels and emotional 
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development. Research (Mahmoudi, 2012) shows that there is a correlation between emotional 

maturity and adjustment in college students. Because the ‘Hardiness’ dimension appeared to be 

the most complicated for students within this study, it suggests that students had a difficult time 

adjusting to their surroundings, which may have been due to a lack of emotional maturity 

(particularly since all subjects were young, ranging from age 19 to 23). This could also been due 

to their very limited ability to speak the local language. Translators were required in almost all 

situations, and this interpretation of the environment may have played a part in their adjustment.  

This concept could be followed up with more research by using other measures to 

evaluate participants and correlate the scores across maturity, adjustment, linguistic capability, 

and intercultural competence to understand if these factors may rely on one another. Similarly, 

using other measures to understand students’ perspectives and expectations of their visit as 

compared to what they actually experienced could provide more insight into the process as well. 

Waters and Brooks (2010) found that students’ motivation had an impact on their experience 

and, in some cases, their experiences reaffirmed their status as privileged members of society. 

Future research in this field could benefit from more pointed questioning around expectations 

prior to the trip and perspectives of the trip once it is complete. This, too, would help us to better 

understand if perceived notions of what should happen may interfere with the experience as it 

actually did occur.  

 Another recommendation for future research is to compare the data from this study with 

data collected from other international service learning studies. Because there is limited research 

on students traveling to developing countries and working toward making an impact on host 

communities, it would add to the field to compare the levels of ICC acquisition from the UHP 

projects to those who traveled to more popular developed countries. Research could also be 
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conducted on project designs where projects required students to be completely immersed in 

local culture and plan their own activities. It would be of interest to know if students who live in 

more isolated conditions and have scheduled activities develop the same degree of intercultural 

competence as those completely immersed in the culture(s) of their host country.  

 More research could be conducted that looks at the relationship between the students and 

their hosts. In particular, it would likely be of great interest to funders and other stakeholders to 

know what impact was made, and possibly sustained, within the host community. This work 

would inform the work of challenges and successes from the viewpoint of the recipient and could 

help to refine future service projects and their methods.  

 Finally, if UHP conducts future studies on its programming, the organization would 

benefit from the utilization of a larger sample size by comparing pre- and post-trip data with 

groups of students over several years of international projects. UHP might also consider 

assessing students’ acquisition of other skills and behaviors outside the ICC spectrum as this was 

a major theme that emerged from the qualitative interview data.  

Conclusion 

 This research can be added to that of other investigators interested in the assessment and 

promotion of international service. It is important for policymakers and university administrators 

to know if programs like these are making a difference and helping students to gain important 

skills that can be used in the workplace. This study showed that selected students in one such 

university-sponsored program benefited both personally and professionally and not only showed 

high levels of intercultural competence, but also a development of skills likes project 

management and evaluation. The work of UHP, modified to include the suggested 

improvements, could be replicated as a successful model to engage students in meaningful 

international work.   
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APPENDIX A 

CHECKLIST OF POTENTIAL UHP STAKEHOLDERS AND AUDIENCES 

Evaluation Audience Checklist 

Universal Harmony Promotion (Check all appropriate boxes) 
Individuals, Groups, or 

Agencies Needing the 

Evaluation’s Findings 
Notes/Identification of Each Group as Applicable to UHP 

(Section added by evaluator) 

To 

Make 

Policy 

To Make 

Operational 

Decisions 

To Provide 

Input to 

Evaluation 

To 

React 

For 

Interest 

Only 

Funder of the program UHP is funded through annual gifts from donors, allocated funds within 
the university’s College of Social Sciences and the Division of Student 
Affairs. However, for the purposes of this evaluation, the annual donors to 
UHP will be considered the primary stakeholders in this category. 

     

Boards/agencies who 
approved delivery at the 
local level 

This includes the university’s College of Social Sciences and Division of 
Student Services oversight as well as the UHP’s advisory board.       

Other providers of 
resources (facilities, 
supplies, in-kind 
contributions) 

The university’s College of Social Sciences also provides facility support. 
Other in-kind contributions are given at the local level, however, these are 
minimal and do not have program impact relevant to UHP summer 
projects. 

     

Program managers UHP’s co-directors.       

Program deliverers This group includes both co-directors of UHP; the 16 students 
volunteering abroad are the primary stakeholders involved as program 
deliverers are. 

     

Direct clients of the 
program 

This stakeholder category includes both the participating UHP students as 
well as the impacted individuals/populations of the host countries. Since 
students primarily serve as program delivery stakeholders, the 
international hosts and involved groups/communities will serve as this 
stakeholder group. 

     

Groups perceiving 
negative side effects of 
the program or the 
evaluation 

Potential members of this group include future donors and future student 
participants. This evaluation will seek to identify the effectiveness of the 
UHP international volunteerism program on students’ intercultural 
competencies. If less than desirable results are discovered from the 
evaluation, this may have a negative impact on the future involvement of 
donors and students.  

     

Checklist developed by: Fitzpatrick, Sanders, and Worthen (2011, p. 289) 
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APPENDIX B 

RESEARCHER MEMO 

Date: 11/20/12 

What: Conversation with Director 

Regarding: Complications with Nepal Trip 

• Initial focus - advance English language training and environmental education 

• Org. reached out requesting this combination of volunteering  

• They were hesitant because they hadn’t met them 

• Were put at ease after contacting headquarters in NY and that  UN partners had verified 

records 

• HQ was sending regular money for the continued development of the Nepal chapter 

• HQ would provide the environmental education modules and Nepal would arrange the 

classes and schools where the volunteers would teach 

• Nepal requested $1,250 per volunteer for all expenses during their 3-month stay and about 

$2,300 for project costs 

• Several weeks before departure, the local director’s behavior seemed to become much more 

aggressive in requesting the funding 

• Once volunteers arrived they were bothered by: the living situation, seeming lack of 

dedication by local director, and poor management of funds  

• Two volunteers had to sleep in the living room 

• They had to eat in shifts because there weren’t enough utensils.  

• There ended up being only one school, instead of the four  

• The volunteers decided to  

• They decided to work with Clinic Nepal, based on a connection that one of the volunteers 

had 

• There was no formal process for determining suitability of project locations but given the 

situation, GPE tentatively developed these questions that the volunteers answered: 

• One volunteer decided to leave Nepal on May 31st to return to the U.S.  

They felt uncomfortable with the change in locations and 
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APPENDIX C 

 INTERCULTURAL EFFECTIVENESS SCALE 

General Instructions  

This survey contains approximately 60 statements and questions. Please read each item and 
indicate how you feel about it. Sometimes you will indicate your answer by clicking to the right 
of the statements. Other times you will indicate your answer by typing in your response. Each 
section begins with its own set of instructions, so make sure you read them carefully as you 
move from one section to the next. 

Please answer every item. There are no right or wrong answers and you need not be an expert to 
complete this survey. Try to describe yourself honestly and accurately but don’t spend too much 
time on any one question or statement. Just give the answer you think best applies. 

Intercultural Effectiveness Scale (ver. 1.1) 

Please indicate your agreement or 

disagreement with the following items by 

selecting a button to the right of each 

statement. For example, if you "Strongly 

Agree" with the statement, you would 

select the corresponding button. 

Strongly 
Disagree  

Disagree 

Neither 
Agree 

nor 
Disagree  

Agree 
Strongly 
Agree 

I'm aware of my interpersonal style and can 
easily describe it to others.  

SD  D N A SA 

I know what I am good at. SD  D N A SA 

I am comfortable with myself.  SD  D N A SA 

People who don’t know themselves well 
are really doing themselves a disservice. 

SD  D N A SA 

If someone asked me what my main 
weaknesses are, I could give them an 
accurate answer right away. 

SD  D N A SA 

Thinking about my strengths and 
weaknesses is a good use of my time.  

SD  D N A SA 

I can clearly articulate my personal values 
to others.   

SD  D N A SA 

Usually I can tell what impact my behavior 
has on others.  

SD  D N A SA 

I enjoy reflecting on my past experiences to 
see what I can learn from them.     

SD  D N A SA 

I like to have contact with people from 
different cultures.  

SD  D N A SA 

When I make an important decision, I look 
for information from as many different 
sources as possible. 

SD  D N A SA 
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Please indicate your agreement or 

disagreement with the following items by 

selecting a button to the right of each 

statement. For example, if you "Strongly 

Agree" with the statement, you would 

select the corresponding button. 

Strongly 
Disagree  

Disagree 

Neither 
Agree 

nor 
Disagree  

Agree 
Strongly 
Agree 

I have grown over time.  SD  D N A SA 

I take advantage of opportunities to do new 
things.     

SD  D N A SA 

I treat all situations as an opportunity to 
learn something.  

SD  D N A SA 

I have developed significant new skills 
over time.  

SD  D N A SA 

I seek experiences that will change my 
perspective. 

SD  D N A SA 

I can make mid-course corrections.  SD  D N A SA 

I learn from mistakes.  SD  D N A SA 

I am able to start over after setbacks.  SD  D N A SA 

My friends would say I know a lot about 
world geography. 

SD  D N A SA 

I regularly read travel articles or stories.   SD  D N A SA 

I can often be found reading about world 
geography.  

SD  D N A SA 

Every now and then I watch television 
programs about other countries and 
cultures.    

SD  D N A SA 

I am a regular listener of the BBC or 
similar global news sources. 

SD  D N A SA 

As a student, I've taken many courses on 
foreign countries and cultures.  

SD  D N A SA 

I routinely read about international news.   SD  D N A SA 

The idea of learning a foreign language is 
more exciting to me than it is dreadful.  

SD  D N A SA 

If the occasion arose, I would try to avoid 
speaking at any length with someone who 
is not fluent in my native language.  

SD  D N A SA 

It doesn’t bother me to start up a 
conversation with someone I don’t know.  

SD  D N A SA 

Meeting people from other cultures is 
stressful.  

SD  D N A SA 

Given a choice, I would rather vacation at 
home than go abroad.  

SD  D N A SA 

Meeting people from other cultures is 
stimulating. 

SD  D N A SA 

It is hard to find things to talk about with SD  D N A SA 
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Please indicate your agreement or 

disagreement with the following items by 

selecting a button to the right of each 

statement. For example, if you "Strongly 

Agree" with the statement, you would 

select the corresponding button. 

Strongly 
Disagree  

Disagree 

Neither 
Agree 

nor 
Disagree  

Agree 
Strongly 
Agree 

people from other cultures.  

I enjoy making friends with people from 
other cultures.   

SD  D N A SA 

People these days have pretty low moral 
standards.    

SD  D N A SA 

The only thing people can talk about these 
days, it seems, is movies, TV, and 
foolishness like that. 

SD  D N A SA 

People get ahead by using "pull" and not 
because of what they know. 

SD  D N A SA 

Once you start doing favors for people, 
they'll just walk all over you.    

SD  D N A SA 

People are too self-centered.  SD  D N A SA 

People are always dissatisfied and hunting 
for something new.    

SD  D N A SA 

You've probably got to hurt someone if 
you're going to make something out of 
yourself. 

SD  D N A SA 

In my experience, people are pretty 
stubborn and unreasonable.    

SD  D N A SA 

Average people are not very well satisfied 
with themselves.  

SD  D N A SA 

It takes me a long time to get over a 
particularly stressful experience.    

SD  D N A SA 

I have never been good at coping with 
negative emotions.  

SD  D N A SA 

I find that little things often bother me.  SD  D N A SA 

It’s hard for me to get over my failures.  SD  D N A SA 

It doesn’t take me long to get over 
setbacks. 

SD  D N A SA 

I cope well with most things that come my 
way. 

SD  D N A SA 

Sometimes there is so much pressure I feel 
like I will burst. 

SD  D N A SA 

People who know me would say I remain 
calm in stressful situations. 

SD  D N A SA 

It usually takes me awhile to get over my 
mistakes. 

SD  D N A SA 
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 [Note: The set of questions below are collected by the Kozai Group and are designed to 

better understand the demographics of their assessment population.] 

Please answer the following questions about yourself. This section is for survey consistency 

purposes only and has no effect on your results. Indicate your responses by clicking the 

appropriate button or typing your response in the space provided. 

What's the highest level of education you've completed?  
o Secondary or high school (or less)  
o One year of university  
o Two years of university  
o Three years of university  
o Four years of university  
o Five years of university  
o Completed university degree (e.g., B.A./B.S.)  
o Some graduate coursework  
o Completed masters level degree (e.g., M.A./M.S., MBA)  
o Completed doctoral/Terminal degree (e.g., PhD, JD, MD)  
o Post-doctoral degree  
o Other  

 
What is your age?  

o Under 20 years of age  
o 20 - 29  
o 30 - 39  
o 40 - 49  
o 50 and above  

 
Are you male or female?  

o Male  
o Female 

 
Which category best describes your present (or most recent) job level?  

o Upper management or upper-level administrator  
o Middle management or mid-level administrator  
o Lower management or lower-level administration  
o Professional employee/self-employed (physicians, lawyers, teachers, consultants, 

engineers, etc.)  
o Front line or direct supervision  
o Hourly employee/worker  
o Other 

 

Please indicate if you have experienced any of the following (select all that apply):  
o Lived in a foreign country(ies) with your family before age 18 for extended period of 

time  
o International study abroad program in secondary school (semester or more)  
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o International study abroad program in university (semester or more)  
o Short term international study tour (less than two months)  
o Short term international work travel (up to two weeks at a time)  
o Extended international work travel (a few months at a time)  
o Extended international work assignment (overseas expatriate assignment)  
o Worked in a highly multicultural environment  
o Worked as part of a global virtual team 

 
In how many foreign countries have you lived?  

o 0  
o 1  
o 2  
o 3  
o 4 
o 5 
o 6 
o 7 or more 

 
In total, how many years have you lived outside your home country?  

o 0  
o 1  
o 2  
o 3  
o 4 
o 5 
o 6 
o 7 or more 

 
How many languages do you speak fluently (including your native language)? How can you 

have zero? We all speak our native language fluently. 
o 0  
o 1  
o 2  
o 3  
o 4 
o 5 or more 

 
Would you describe yourself as bicultural?   

o Yes  
o No  

 
To what ethnic group(s) do you belong?  
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APPENDIX D 

INTERCULTURAL SENSITIVITY INVENTORY 

There is no right or wrong answers and your response will be kept confidential.  Please 

follow the instructions carefully. 

 

1. Sex (please circle):  Male    Female 

2. Age (years):  __________    

3.  Ethnicity/Nationality: ____ 

4. Please list the city, countries you have traveled to (or lived in), and the duration of your 

stay in these countries.  

  CITY, COUNTRY                             DURATION of STAY in WEEKS 

____________________________________       __________________________________ 

____________________________________       __________________________________ 

____________________________________       __________________________________ 

____________________________________       __________________________________ 

 

5. What are the languages that you speak and/or write? Please identify all of the languages 

in which you speak and write, speak only, or write only. 

 SPEAK & WRITE                    SPEAK ONLY   WRITE ONLY 

__________________________ ___________________ ___________________ 

__________________________ ___________________ ___________________ 

__________________________ ___________________ ___________________ 

 

6.   What are the types of food that you have tried? (Please circle) 

THAI  INDIAN  CHINESE   AMERICAN   KOREAN   JAPANESE 

Others (please list as many as you can): 

_________________________________________________________________________ 

 

Confidence with working with other cultures 

Use the scale below to respond to the following items. 

 1  2      3      4    5  

   Not At All       Not Very           Neutral        Somewhat Very 

   Confident        Confident                  Confident        Confident 

 

I feel confident that I can: 

___  1.  communicate effectively with people from other cultures when living abroad. 

___  2.  manage conflict with people who are culturally different from me. 

___  3.  effectively solve serious problems with people who are culturally different from me. 

___  4.  work for more than one year in another country of which I do not know the 

language, if I am provided an interpreter to work with.
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 PART ONE 

 

IMAGINE YOU ARE LIVING IN THE U.S. AND YOU WANT TO DEVELOP YOUR 

CAREER IN THE UNITED STATES.  INDICATE YOUR RESPONSE TO THE 

FOLLOWING STATEMENTS ON THE FIVE POINT SCALE OF `STRONGLY 

DISAGREE' TO `STRONGLY AGREE.'  PLEASE WRITE YOUR RESPONSE (1, 2, 3, 4, 

OR 5) IN PARENTHESES PROVIDED BESIDE THE STATEMENTS. 

 

 Strongly      Somewhat         Neutral     Somewhat         Strongly   

 Disagree      Disagree        Agree         Agree   

     1              2  3  4  5   

 

1) _______  When I disagree with a group, I would allow a conflict in the group to 

remain, rather than change my own stance on important issues. 

2) _______  I would offer my seat in a bus to my supervisor. 

3) _______  I prefer to be direct and forthright when dealing with people with whom I 

work. 

4) _______  I enjoy developing long-term relationships among the people with whom I 

work. 

5) _______  I am very modest when talking about my own accomplishments. 

6) _______  When I give gifts to people whose cooperation I need in my work, I feel I am 

indulging in questionable behavior. 

7) _______  If I want my subordinates to perform a task, I tell the person that my 

superiors want me to get that task done. 

8) _______  I prefer to give opinions that will help people save face rather than give a 

statement of the truth. 

9) _______  I say `no' directly when I have to. 

10) ______  I define the other person's status by paying attention to name, gender, age, 

and other demographic attributes. 

11) ______  To increase sales I would announce that the individual salesperson with the 

highest sales would be given the "Distinguished Salesperson" award. 

12) ______  I enjoy being emotionally close to the people with whom I work. 

13) ______  It is important to develop a network of people in my community who can 

help me out when I have tasks to accomplish. 

14) ______  I enjoy feeling that I am looked upon as equal in worth to my superiors. 

15) ______  I have respect for the authority figures with whom I interact. 

16) ______  If I want a person to perform a certain task I try to show how the task will 

benefit others in the person's group. 



 

165 
 

 PART TWO 

IMAGINE YOU ARE LIVING IN JAPAN AND YOU WANT TO DEVELOP YOUR 

CAREER IN JAPAN.   INDICATE YOUR RESPONSE TO THE FOLLOWING 

STATEMENTS ON THE FIVE POINT SCALE OF `STRONGLY DISAGREE' TO 

`STRONGLY AGREE.'  PLEASE WRITE YOUR RESPONSE (1, 2, 3, 4, OR 5) IN 

PARENTHESES PROVIDED BESIDE THE STATEMENTS.  

 

 Strongly      Somewhat         Neutral     Somewhat         Strongly   

 Disagree      Disagree        Agree         Agree   

 1              2  3  4  5 

   

1) _______  When I disagree with a group, I would allow a conflict in the group to 

remain, rather than change my own stance on important issues. 

2) _______  I would offer my seat in a bus to my supervisor. 

3) _______  I prefer to be direct and forthright when dealing with people with whom I 

work. 

4) _______  I enjoy developing long-term relationships among the people with whom I 

work. 

5) _______  I am very modest when talking about my own accomplishments. 

6) _______  When I give gifts to people whose cooperation I need in my work, I feel I am 

indulging in questionable behavior. 

7) _______  If I want my subordinates to perform a task, I tell the person that my 

superiors want me to get that task done. 

8) _______  I prefer to give opinions that will help people save face rather than give a 

statement of the truth. 

9) _______  I say `no' directly when I have to. 

10) ______  I define the other person's status by paying attention to name, gender, age, 

and other demographic attributes. 

11) ______  To increase sales I would announce that the individual salesperson with the 

highest sales would be given the "Distinguished Salesperson" award. 

12) ______  I enjoy being emotionally close to the people with whom I work. 

13) ______  It is important to develop a network of people in my community who can 

help me out when I have tasks to accomplish. 

14) ______  I enjoy feeling that I am looked upon as equal in worth to my superiors. 

15) ______  I have respect for the authority figures with whom I interact. 

16) ______  If I want a person to perform a certain task I try to show how the task will 

benefit others in the person's group. 
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 PART THREE 

 

INDICATE YOUR RESPONSE TO THE FOLLOWING STATEMENTS ON THE FIVE 

POINT SCALE OF `STRONGLY DISAGREE' TO `STRONGLY AGREE.'  PLEASE 

WRITE YOUR RESPONSE (1, 2, 3, 4, OR 5) IN PARENTHESES PROVIDED BESIDE 

THE STATEMENTS.  

 

 Strongly      Somewhat         Neutral     Somewhat         Strongly   

 Disagree      Disagree        Agree         Agree  

 1              2  3  4  5  

  

1) _______  When I am living abroad, I assess situations as quickly as I do when I am 

living in my own country. 

2) _______  I get upset when I do not get a message or call from my close friend(s) for 

more than a month, when I am living abroad. 

3) _______  Given acceptable hygienic conditions, I would not mind if my children ate 

local food at school, when I am living in another country. 

4) _______  I do not like to receive unannounced visitors at home. 

5) _______  I do not like custom officers meddling with my baggage at the airport. 

6) _______  We all have a right to hold different beliefs about God and religion. 

7) _______  I do not like to meet foreigners. 

8) _______  It is unusual for people to eat dogs. 

9) _______  I decorate my home or office with artifacts from other countries. 

10) ______  Culturally mixed marriages are wrong. 

11) ______  A woman's place, truly, is at home. 

12) ______  I would not allow my subordinate to promote his nephew if there is someone 

marginally better than him. The person who is better must be promoted at 

all costs. 

13) ______  Chinese influence is threatening the national identity of many Asian 

countries. 

14) ______  While living abroad I spend most of my personal time with people from my 

own country. 
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APPENDIX E 

CHECKLIST FOR DETERMINING WHEN TO CONDUCT AN EVALUATION 

 Check One 

for Each 

Item 

Yes No 

Step 
1. 

Is there a contractual agreement to evaluate?  

(If yes, initiate the evaluation; if no, go to step 2.) 
  

Step 
2. 

Does the object of the evaluation have enough impact or importance to 

warrant formal evaluation?  

(If yes, go to step 3; if no, formal evaluation is unnecessary and you 
should discontinue further use of this checklist.) 

  

Step 
3. 

Is there sufficient consensus among stakeholders on the model for the 

program? Its goals and objectives? (If yes, go to step 4; if no, consider a 
needs assessment study.) 

  

Step 
4. 

If the program has begun, are its actions consistent with the program 

model? Is achievement of goal(s) feasible?  

(If yes, go to step 5; if no, consider a needs assessment or monitoring 
evaluation to study program modifications.) 

N/A 

Step 
5. 

Is the proposed evaluation feasible given existing human and fiscal 

resources and data availability?  

(If yes, go to step 6; if no, find more resources before proceeding or 
revise the scope of your plan.) 

  

Step 
6. 

Do the major stakeholders agree on the intended use of the evaluation?  

(If yes, go to step 7; if no, discontinue or focus on those stakeholder who 
can use the information effectively.) 

  

Step 
7. 

Are the stakeholders in a position to use the information productively? 

(If yes, go to step 8; if no, discontinue or focus on other stakeholders who 
can use the information to make decisions or take action.) 

  

Step 
8. 

Will the decisions of your primary stakeholders be made exclusively on 

other bases and be uninfluenced by the evaluation data? 

(If yes, evaluation is superfluous – discontinue; if no, go to step 9. 
  

Step 
9. 

Is it likely that the evaluation will provide dependable information? 

(If yes, go to step 10; if no, discontinue. 
  

Step 
10. 

Is the evaluation likely to meet acceptable standards of propriety? 

(If yes, go to summary. If not, consider other means of data collection or 
discontinue.) 

  

Summary: Based on steps 1-10 above, should an evaluation be conducted?   

Checklist developed by: Fitzpatrick, Sanders, and Worthen (2011, p. 272)
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APPENDIX F 

PERMISSION TO USE ICSI 
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APPENDIX G 

PARTICIPANT INTERVIEW QUESTIONS 

This interview will be semi-structured meaning that some questions may be slightly modified or 

not asked if the participant has covered the material in another question. 

 

Please answer the following questions: 

What UHP project site did you visit in the summer of 2012? 

What is/was you major in school? 

What is your gender? 

What was your age at the time of the trip? 

What year were you in school when you went on the trip? 

What was your prior international travel experience before the trip? 

 

1. Tell me about the highlights from your trip with UHP last summer. 

What did you do and what did you enjoy the most? 

2. Tell me about what you have been doing since your return from your trip with UHP. Do you 

feel like the experiences you had on the trip or things you learned on the trip have influenced 

your decisions or actions in any way? 

If yes, how so? 

If no, why not? 

 

[The following factors are not included in the interview with students but are included here in 

order to see how each question aligns with the factors of the IES.] 

 

CONTINUOUS LEARNING: 

SELF-AWARENESS 

3. Reflecting on your trip, do you feel like the experience helped you develop any new skills 

or behaviors?  

If yes, please explain what new skills and behaviors were developed. 

If no, why not?  

EXPLORATION 

4. Have you sought out new experiences to learn from other cultures since your return from 

the trip? Why or why not? And, if so, please explain. 

If yes, describe what you have done. 

If no, why not?  

 

INTERPERSONAL ENGAGEMENT: 

GLOBAL MINDSET 

5. Tell me about your familiarity and interests with events going on around the world.  
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Do you often attempt to learn more about happenings in other countries or do you feel we 

have enough to deal with here in the U.S.? Explain. 

RELATIONSHIP INTEREST 

6. Have you talked (either through phone or internet) with anyone from your host country 

since you returned from the trip?  

If yes, to whom and in what form? 

If no, why not?  

 

HARDINESS: 

OPEN-MINDEDNESS 

7. How do you feel you perceive people from other cultures since you returned from your 

trip? Is it different or the same as before you went? 

Is this different or the same as before you went?  

Why do you think this is? 

EMOTIONAL RESILIENCE 

8. Tell me about a stressful or emotional experience you had to deal with on the trip and 

how you handled it.  

Upon reflection, would you have handled the situation differently now?  

If yes, how would you have handled it differently? Why do you feel this way? 

If no, why not?  

 

9. Tell me the extent to which you feel the trip went according to plan.  

If there were any deviations, what were they and did they make the trip better or worse? 

 

10. Since approximately one year has now passed since you returned from the trip, could you 

now provide some suggestions for what UHP could have done to make the trip better for 

you and the group as a whole? 

 

11. Is there anything you feel you personally could have done to make the experience better 

for you or the group?  

If yes, what? 

 

12. Is there anything else you would like to share that you feel would better help me 

understand the impact of the trip on students or how to improve UHP? 
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APPENDIX H 

DIRECTOR INTERVIEW QUESTIONS 

 

1. With regard to the international service projects, what do you feel could have been done 

differently to ensure that students maximized their experiences? 

 

2. Do you think you could have better screened or prepared the hosts for the students’ 

experience? 

 

3. What improvements do you feel could be made to UHP as a student organization to ensure its 

sustainability? 

 

4. Where do you see the future of UHP and how can students still work towards its goals? 
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APPENDIX I 

 INFORMED CONSENT 

FSU Research Consent Form 

Title of Evaluation:  An Evaluation of an International Service Experience and Students’ 

Intercultural Competence 

 

You are invited to participate in an evaluation exploring the effects of an international service 

experience on attitudes and competencies in dealing with other cultures. You were selected as a 

possible participant because you participated in one of Universal Harmony Promotion’s 

international service programs in the summer of 2012. I ask that you read this form and ask any 

questions you may have before agreeing to be in the study. 

 

This study is being conducted by Saralyn Grass, Doctoral Candidate in the Educational 

Leadership and Policy Studies department at Florida State University in order to produce an 

evaluation document for Universal Harmony Promotion and provide data for a dissertation for 

Saralyn Grass.  

 

Background Information: 

The purpose of this study is: to examine whether a two to three month international service 

experience in a developing country has an impact on the intercultural competency (ICC) of 

students. Ultimately, to find out if this type of program is a good choice for making students 

more effective in our global economy. 

 

Procedures: 

If you agree to participate in this evaluation, I would ask you to do the following things: 

1. Complete a survey which will be sent to you via e-mail consisting of approximately 60 

questions and which will take no longer than 20 minutes. 

2. Complete a second survey which will be sent to you via e-mail consisting of 

approximately 50 questions and which will take no longer than 20 minutes. 

3. Complete a short interview either by phone or through e-mail consisting of 8 questions 

and which will take no longer than 20 minutes. 

4. If you are one of the two directors of this program, you will also be asked to complete a 

second short interview either by phone or through e-mail consisting of 4 questions which 

will take no longer than 10 minutes. 

 

Risks and Benefits of Participating in the Evaluation: 

The evaluation has minimal risks.  

The benefits to participation are: feedback from your survey results (at the end of the evaluation 

you will receive a booklet with your survey results along with tips and activities you can choose 
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to use in order to enhance your skills in intercultural competence), and the benefit of 

participating first-hand in an evaluation. 

 

Confidentiality: 

The records of this evaluation will be kept private and confidential to the extent permitted by 

law.  In any sort of report I might publish, I will not include any information that will make it 

possible to identify a subject.  Research records will be stored securely and only I will have 

access to the records. Digital recording of interviews and focus groups will be transcribed and 

deleted immediately after transcription. Your data will be referred to with an anonymous ID 

number and not your name. Any link between the files will also be deleted once I have ensured 

that all data has been collected.  

 

Voluntary Nature of the Evaluation: 

Participation in this evaluation is voluntary.  Your decision whether or not to participate will not 

affect your current or future relations with the University or Universal Harmony Promotion.  If 

you decide to discontinue participation, you are free to not answer any question or withdraw at 

any time without affecting those relationships. 

 

Contacts and Questions: 

The evaluator conducting this evaluation is Saralyn Grass, M.S.  You may ask any question you 

have now.  If you have a question later, you are encouraged to contact me at [phone number] or 

[e-mail].  

You will be given a copy of this information to keep for your records. 

 

Statement of Consent: 

I have read the above information.  I have asked questions and have received answers.  I consent 

to participate in the evaluation. 

 

_______________________________ 

Participant Name (Please Print) 

 

_______________________________  _________________ 

Participant Signature                                           Date 

Saralyn Grass____________________ 

Evaluator Name  

 

_______________________________  _________________ 

Signature of Evaluator                      Date 

 

Thank you very much for your time and participation in this evaluation!    
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APPENDIX J 

STUDENT DEBRIEFING LETTER 

 

Thank you for your participation in this evaluation and allowing me to learn from your 

international service project experience with UHP. Because of the  increasing globalization of 

our economy, it is important that future graduates be more competent in working with 

individuals of other cultures. This evaluation will help to understand if an international service 

experience like the one you completed with UHP can succeed in this. Very shortly you will 

receive your scores from the Intercultural Effectiveness Scale which you took as a part of this 

evaluation. This Scale will let you know how you scored on the subscales of intercultural 

competence and effectiveness and provide helpful activities and tips to improve the 

competencies, if you so choose. I hope that is of help to you. 

All the information collected in this evaluation will be confidential, and there will be no 

way of identifying your responses in the data archive.  There is no interest in any one 

individual’s responses; instead I will be looking at the general patterns that emerge when the data 

are aggregated together. 

Your participation is appreciated and will help universities in improving and developing 

their study abroad programs in the future.  If you elected to receive a copy of the completed 

evaluation, you will do so upon completion, no later than December 2014.  If you have any 

questions or concerns, you are welcome to e-mail Saralyn Grass at [e-mail] of the FSU 

Educational Leadership and Policy Studies Department or her major advisor, Dr. Linda Schrader 

at [e-mail].  If you have any questions about subjects’ rights, you may contact the FSU IRB 

Secretary at [phone number].  If your participation in this evaluation has caused you concerns, 

anxiety, or otherwise distressed you, you may contact the FSU Counseling Center at [phone 

number].   

THANK YOU AGAIN FOR YOUR PARTICIPATION. 
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APPENDIX K 

ORIGINAL AND RENEWAL IRB APPROVAL LETTERS 

 
The Florida State University 
Office of the Vice President For Research  
Human Subjects Committee  
Tallahassee, Florida 32306-2742 
(850) 644-8673 ·  FAX (850) 644-4392 
 
APPROVAL MEMORANDUM 
 
Date: 11/28/2012 
 
To: Saralyn Grass 
 
Dept.: EDUCATIONAL LEADERSHIP 
 
From: Thomas L. Jacobson, Chair 
 
Re: Use of Human Subjects in Research 
An Evaluation of a Short-term International Service Experience and the Development of Students' Intercultural 
Competence 
 
The application that you submitted to this office in regard to the use of human subjects in the proposal referenced 
above have been reviewed by the Secretary, the Chair, and one member of the Human Subjects Committee. Your 
project is determined to be Expedited per 45 CFR § 46.110(7) and has been approved by an expedited review 
process. 
 
The Human Subjects Committee has not evaluated your proposal for scientific merit, except to weigh the risk to the 
human participants and the aspects of the proposal related to potential risk and benefit. This approval does not 
replace any departmental or other approvals, which may be required. 
 
If you submitted a proposed consent form with your application, the approved stamped consent form is attached to 
this approval notice.  Only the stamped version of the consent form may be used in recruiting research subjects. 
 
If the project has not been completed by 11/27/2013 you must request a renewal of approval for continuation of the 
project. As a courtesy, a renewal notice will be sent to you prior to your expiration date; however, it is your 
responsibility as the Principal Investigator to timely request renewal of your approval from the Committee. 
 
You are advised that any change in protocol for this project must be reviewed and approved by the Committee prior 
to implementation of the proposed change in the protocol.  A protocol change/amendment form is required to be 
submitted for approval by the Committee.  In addition, federal regulations require that the Principal Investigator 
promptly report, in writing any unanticipated problems or adverse events involving risks to research subjects or 
others. 
 
By copy of this memorandum, the Chair of your department and/or your major professor is reminded that he/she is 
responsible for being informed concerning research projects involving human subjects in the department, and should 
review protocols as often as needed to insure that the project is being conducted in compliance with our institution 
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and with DHHS regulations. 
 
This institution has an Assurance on file with the Office for Human Research Protection. The Assurance Number is 
FWA00000168/IRB number IRB00000446. 
 
Cc: Linda Schrader, Advisor 
HSC No. 2012.9145 

 
The Florida State University 
Office of the Vice President For Research  
Human Subjects Committee  
Tallahassee, Florida 32306-2742 
(850) 644-8673 ·  FAX (850) 644-4392 
 
RE-APPROVAL MEMORANDUM 
 
Date: 10/1/2013 
 
To: Saralyn Grass 
 
Dept.: EDUCATIONAL LEADERSHIP 
 
From: Thomas L. Jacobson, Chair 
 
Re: Re-approval of Use of Human subjects in Research 
An Evaluation of a Short-term International Service Experience and the Development of Students' Intercultural 
Competence 
 
Your request to continue the research project listed above involving human subjects has been approved by the 
Human Subjects Committee. If your project has not been completed by 9/30/2014, you must request a renewal of 
approval for continuation of the project. As a courtesy, a renewal notice will be sent to you prior to your expiration 
date; however, it is your responsibility as the Principal Investigator to timely request renewal of your approval from 
the committee. 
 
If you submitted a proposed consent form with your renewal request, the approved stamped consent form is attached 
to this re-approval notice.  Only the stamped version of the consent form may be used in recruiting of research 
subjects. You are reminded that any change in protocol for this project must be reviewed and approved by the 
Committee prior to implementation of the proposed change in the protocol.  A protocol change/amendment form is 
required to be submitted for approval by the Committee. In addition, federal regulations require that the Principal 
Investigator promptly report in writing, any unanticipated problems or adverse events involving risks to research 
subjects or others. 
 
By copy of this memorandum, the Chair of your department and/or your major professor are reminded of their 
responsibility for being informed concerning research projects involving human subjects in their department.  They 
are advised to review the protocols as often as necessary to insure that the project is being conducted in compliance 
with our institution and with DHHS regulations. 
 
Cc: Linda Schrader, Advisor 
HSC No. 2013.11315
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APPENDIX L 

PROGRAM EVALUATION STANDARDS 

STANDARDS APPLY REPSONSE 

Utility Standards 

The utility standards are intended to increase the extent to which program stakeholders find evaluation processes and products valuable in meeting their needs.  

U1 Evaluator Credibility Evaluations should be conducted by qualified 
people who establish and maintain credibility in the evaluation context. 

 
Evaluator’s credibility is defined by her education and experience within 
the field. 

U2 Attention to Stakeholders Evaluations should devote attention to the 
full range of individuals and groups invested in the program and 
affected by its evaluation. 

 
See the stakeholders’ checklist as part of this proposal for full 
consideration of each group and their needs. 

U3 Negotiated Purposes Evaluation purposes should be identified and 
continually negotiated based on the needs of stakeholders. 

 
The evaluator will keep stakeholders informed of purpose as well as 
ensure their needs are met during the process. 

U4 Explicit Values Evaluations should clarify and specify the individual 
and cultural values underpinning purposes, processes, and judgments. 

 
The evaluation will attempt to assess the cultural values of participants as 
well as identify the values of the initiating organization before it begins. 

U5 Relevant Information Evaluation information should serve the 
identified and emergent needs of stakeholders. 

 
The needs of stakeholders will be identified before the evaluation begins 
and throughout the process. 

U6 Meaningful Processes and Products Evaluations should construct 
activities, descriptions, and judgments in ways that encourage 
participants to rediscover, reinterpret, or revise their understandings and 
behaviors. 

 

The evaluation is based on a series of reflections and feedbacks that 
allow participants to better understand their self as well as the program. 

U7 Timely and Appropriate Communicating and Reporting Evaluations 
should attend to the continuing information needs of their multiple 
audiences. 

 
The evaluation will be conducted within a timely manner so that its result 
will be relevant and useful to its audience. 

U8 Concern for Consequences and Influence Evaluations should 
promote responsible and adaptive use while guarding against unintended 
negative consequences and misuse. 

 
The evaluator will maintain concern for individuals participating to 
ensure that there are no negative consequences. Additionally, the 
organization will ensure that misuse of results does not occur. 

Feasibility Standards  

The feasibility standards are intended to increase evaluation effectiveness and efficiency. 

F1 Project Management Evaluations should use effective project 
management strategies. 

 
 This evaluation will use a logic model in order to specifically address all 
aspects of the project in an orderly manner. 

F2 Practical Procedures Evaluation procedures should be practical and 
responsive to the way the program operates.  

Procedures will be practical and non-disruptive to the typical flow of the 
program. 

F3 Contextual Viability Evaluations should recognize, monitor, and 
balance the cultural and political interests and needs of individuals and 
groups. 

 
Each stakeholder will be identified and the political and cultural needs of 
each party will be recognized and addressed throughout.  
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STANDARDS APPLY REPSONSE 
F4 Resource Use Evaluations should use resources effectively and 
efficiently. 

 
 Cost of the evaluation is assumed by the volunteer evaluation consultant. 

Propriety Standards 

The propriety standards support what is proper, fair, legal, right and just in evaluations. 

P1 Responsive and Inclusive Orientation Evaluations should be 
responsive to stakeholders and their communities. 

 
 The evaluator will work with stakeholder groups before, during, and 
after the evaluation to ensure their needs are met throughout. 

P2 Formal Agreements Evaluation agreements should be negotiated to 
make obligations explicit and take into account the needs, expectations, 
and cultural contexts of clients and other stakeholders. 

N/A 

No formal agreement has been put into place in order to conduct this 
evaluation.  

P3 Human Rights and Respect Evaluations should be designed and 
conducted to protect human and legal rights and maintain the dignity of 
participants and other stakeholders. 

 
 Human rights will be valued and respected throughout the evaluation 
process. The stakeholders will act as a check to ensure that the needs of 
all involved are met. 

P4 Clarity and Fairness Evaluations should be understandable and fair 
in addressing stakeholder needs and purposes. 

 
 Complete and fair assessments will be used in the evaluation. The 
information provided will be in an understandable format. 

P5 Transparency and Disclosure Evaluations should provide complete 
descriptions of findings, limitations, and conclusions to all stakeholders, 
unless doing so would violate legal and propriety obligations. 

 
 All limitations and findings will be fully disclosed to stakeholders. 

P6 Conflicts of Interests Evaluations should openly and honestly 
identify and address real or perceived conflicts of interests that may 
compromise the evaluation. 

 
 Conflicts of interest have been addressed with stakeholders but their 
presence is not so great that it will hinder the evaluation. 

P7 Fiscal Responsibility Evaluations should account for all expended 
resources and comply with sound fiscal procedures and processes. 

N/A 
 There will not be a fiscal aspect of this evaluation; therefore, this 
standard will not apply. 

Accuracy Standards 

The accuracy standards are intended to increase the dependability and truthfulness of evaluation representations, propositions, and findings, especially those 

that support interpretations and judgments about quality. 

A1 Justified Conclusions and Decisions Evaluation conclusions and 
decisions should be explicitly justified in the cultures and contexts 
where they have consequences. 

 
 All conclusions will be made using data which is relevant and respectful 
to the cultures and contexts in which the program took place. 

A2 Valid Information Evaluation information should serve the 
intended purposes and support valid interpretations. 

 
 Information collected will be in line with the mission set forth by 
stakeholders and therefore will serve the evaluation’s intended purposes. 

A3 Reliable Information Evaluation procedures should yield 
sufficiently dependable and consistent information for the intended uses. 

 
 The evaluator will ensure that all information is reliable to the mission 
and goals of the program and its evaluation. 

A4 Explicit Program and Context Descriptions Evaluations should 
document programs and their contexts with appropriate detail and scope 
for the evaluation purposes. 

 
 The evaluator will describe the program with appropriate detail as it 
pertains to stakeholder interests. 
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STANDARDS APPLY REPSONSE 
A5 Information Management Evaluations should employ systematic 
information collection, review, verification, and storage methods. 

 
 The evaluation’s methodology will be systematic and carefully planned 
before it is executed. 

A6 Sound Designs and Analyses Evaluations should employ 
technically adequate designs and analyses that are appropriate for the 
evaluation purposes. 

 
 The evaluator will employ adequate analysis techniques in order to 
facilitate sound reasoning and conclusions. 

A7 Explicit Evaluation Reasoning Evaluation reasoning leading from 
information and analyses to findings, interpretations, conclusions, and 
judgments should be clearly and completely documented. 

 
 All documentation will be clearly provided within the final report so 
there will not be confusion as to why conclusion were made. 

A8 Communication and Reporting Evaluation communications 
should have adequate scope and guard against misconceptions, biases, 
distortions, and errors. 

 
 The evaluator will seek input from stakeholders in order to ensure 
against bias or errors. 

Evaluation Accountability Standards 

The evaluation accountability standards encourage adequate documentation of evaluations and a meta-evaluative perspective focused on improvement and 

accountability for evaluation processes and products. 

E1 Evaluation Documentation Evaluations should fully document 
their negotiated purposes and implemented designs, procedures, data, 
and outcomes. 

 
 The evaluation will include full disclosure information on the intended 
and negotiated purposes of the evaluation and its outcomes. 

E2 Internal Meta-evaluation Evaluators should use these and other 
applicable standards to examine the accountability of the evaluation 
design, procedures employed, information collected, and outcomes. 

 
 The evaluator will review her work upon completion to ensure that the 
method employed and outcomes concluded are of sound judgment and 
applicable to the evaluation’s goals. 

E3 External Meta-evaluation Program evaluation sponsors, clients, 
evaluators, and other stakeholders should encourage the conduct of 
external meta-evaluations using these and other applicable standards. 

 
 A meta-evaluation will not occur within this study, although 
stakeholders will have the chance to have input into the process 
throughout.  

(Joint Committee on Standards for Educational Evaluation, 2011) 
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APPENDIX M 

INDIVIDUAL DEMOGRAPHIC, ACADEMIC, AND CONTEXTUAL  

CHARACTERISTICS OF STUDENT PARTICIPANTS  

Table 19: Demographic and Academic Characteristics of the Participants  

Gender Age (on 
trip) 

Nationality Ethnicity Education Level (on 
trip) 

Major (on trip) 

Female 21 USA White/Asian Junior International Affairs & Chinese language 
Female 20 USA White Junior Environmental Studies 
Female 20 USA White Junior International Affairs & Social Work 
Female 20 USA White Sophomore International Affairs & Environmental Studies 
Female 20 USA White Sophomore Biology 
Female 23 USA White Senior International Affairs & Psychology 
Female 22 USA White Senior International Affairs & Geography 
Female 21 USA White Senior International Affairs & Latin American Caribbean studies  
Female 22 USA White Senior International Affairs 
Female 22 USA White Senior International Affairs & Political Science 
Female 22 USA Hispanic Senior International Affairs & Art History 
Male 21 USA Hispanic Junior International Affairs & Political Science 
Male 19 USA White Sophomore International Affairs & Finance 
Male 19 USA White Sophomore International Affairs & Creative Writing 
Male 22 Romania White Masters International Affairs 
 

Table 20: Contextual Characteristics of the Participants by Project 

Project Lived abroad 
with family  
before age 18 for 
extended period 
of time 

International study 
abroad program in 
secondary school 
(semester or more) 

International 
study abroad 
program in 
university 
(semester or 
more) 

Short term 
international 
study tour (less 
than two months)  

Short term 
international 
work travel (up 
to two weeks at a 
time)  

Extended 
international 
work travel (a 
few months at a 
time) 

Extended 
international 
work 
assignment 

Nepal    Yes  Yes  
Nepal     Yes   
Uganda   Yes Yes  Yes Yes 
Uganda      Yes  
Uganda    Yes Yes Yes  
Rwanda     Yes Yes Yes 
Rwanda   Yes Yes    
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Table 20 - continued 

Project Lived abroad 
with family  
before age 18 for 
extended period 
of time 

International study 
abroad program in 
secondary school 
(semester or more) 

International 
study abroad 
program in 
university 
(semester or 
more) 

Short term 
international 
study tour (less 
than two months)  

Short term 
international 
work travel (up 
to two weeks at a 
time)  

Extended 
international 
work travel (a 
few months at a 
time) 

Extended 
international 
work 
assignment 

Rwanda  Yes Yes   Yes Yes 
Uganda Yes   Yes Yes Yes  
Rwanda   Yes Yes Yes  Yes 
Nepal   Yes     
Rwanda      Yes  
Nepal      Yes  
Rwanda Yes Yes   Yes Yes  
Uganda Yes Yes Yes Yes Yes Yes  
 

Table 21: Contextual Characteristics of the Participants by Multicultural Experiences 

Worked in a 
highly 
multicultural 
environment? 

Worked as 
part of a 
global 
virtual 
team? 

In how many 
foreign 
countries 
have you 
lived? 

In total, how 
many years have 
you lived outside 
your home 
country? 

How many 
languages do you 
speak fluently 
(including your 
native language)?  

Would 
you 
describe 
yourself as 
bicultural? 

Yes  1 0 1 Yes 
Yes Yes 0 0 2 No 
Yes Yes 4 1 1 No 
Yes  0 0 1 No 
  0 0 1 No 
Yes Yes 1 1 1 No 
Yes  3 1 1 No 
Yes  4 4 2 No 
Yes Yes 7 or more 6 1 Yes 
Yes  4 4 1 No 
Yes  2 1 1 No 
  2 1 1 No 
Yes Yes 1 0 1 No 
Yes  4 7 or more 4 Yes 
Yes  6 7 or more 3 Yes 
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