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Abstract 

Despite the urgent need for global leaders, national reports find college students are 

woefully uninformed and underprepared to function in the world. Part of this 

challenge is due to the nature of global leadership as an emerging field. Although 

study abroad and service learning are frequently deployed as a means of achieving 

global outcomes, few of these efforts have been leveraged in the development of 

global leadership competencies, and few empirical studies exist.  

 

This study investigated what experiences influence intercultural competency growth 

during study-abroad trips and how those experiences impacted the development of 

competencies required for the development of global leadership expertise. A 

concurrent embedded design approach QUAL(+quan) was used to examine the 

experiences that influence intercultural competency growth during the study-abroad 

experience. Grounded theory was the primary qualitative approach, incorporating a 

variety of qualitative data collection methods to allow for triangulation of the data 

during analysis. The embedded quantitative strand was a survey instrument, the 

Intercultural Effectiveness Scale (IES). 

 

Results from the study indicated a link between antecedent characteristics and 

experiences (demographics, global education, and cultural exposure) and the ability 

of individuals to transform through program experiences. Furthermore, this study 

revealed evidence that there are types of transformational experiences related to 
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global education, cultural exposure, and cultural immersion that, when experienced 

sequentially, can maximize transformational potential and the development of 

intercultural competencies. These two findings came together in the development of a 

student global leadership development framework based on the Global Leadership 

Expertise (GLED) model (Osland & Bird, 2018). Implications of the findings for 

study-abroad programs—particularly short-term programs working with community 

college populations—and service-learning integration are included. Limitations and 

recommendations for future research are discussed.
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Preface 

Study abroad has always been family affair for me. I remember being 10 years old 

and helping my parents to decorate a conference room on the campus where my 

mother was a language faculty member. We were preparing to welcome the first 

participants to the inaugural year of the newly revamped Costa Rica study-abroad 

program. Every summer, I would accompany my mother as she directed summer 

programs. I couldn’t wait until I was old enough to enroll, and at 16, I entered my 

first program as an early admittance. Since then, I have completed short-term study-

abroad programs to Costa Rica, Peru, Japan, China, Italy, Spain, Belgium, Germany, 

and the Netherlands. I have revisited Japan and Spain more than once. After 

completing my associate’s degree, I transferred from my community college to 

complete my bachelor’s degree abroad.  

 

Over the years and through my program experiences, I have witnessed the 

transformational power of cultural immersion and the accompanying trials and 

tribulations. It was my honor to select this topic to build upon the 25-year legacy of 

my mother and to humbly attempt to advance our knowledge and understanding of 

what happens inside the transformational moments from a global leadership 

perspective. It has been a true joy to bring these two personal passions together. 

 

In full transparency, I approached my research with a toolkit stocked with all the 

skills one would expect from a person with an anthropology and sociology double 
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major and qualitative master’s thesis. Semi-structured interviews and participant 

observation were a natural fit, and writing comprehensive field notes provided me the 

reflective space needed to bring the themes to life. The use of a quantitative survey 

instrument brought an exciting new perspective that I felt enriched my understanding 

of the stories of my participants. What I found most beautiful about the grounded 

theory approach was the ability to incorporate a multitude of realities into the 

conversation. I endeavored to go beyond reporting out the qualitative and quantitative 

results and sought to merge the strands during the analysis to holistically approach the 

participant experiences. I wrote memos for each participant to capture their stories, 

rich with examples of growth, epiphany, struggle, and triumph. I found myself 

challenged to summarize the findings of the study, relying on the expert knowledge 

and wisdom of my committee and decades of field experience from the program 

directors, who provided critical feedback throughout the analysis. 

 

I have spent most of my life and career on community college campuses. Every year, 

I find myself in awe and inspired by the individuals I meet through my work. 

Students who are the first in their families to attend college, those who have 

overcome immense challenges to persevere, those who are making new paths toward 

fresh careers, and others who come with a lifetime of experience to share. They are 

all our students, and they were all participants in this study. By focusing on the 

diverse experiences of community college students studying abroad, I have sought to 

bring attention to the value of centering research on this special population. I hope 
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our nation will renew its commitment to supporting one million American students 

studying abroad, and that future participants will indeed be a true representation of 

the undergraduate student population. 

 

My personal journey throughout this process has been genuinely joyful from start to 

finish. Now that I am approaching the end, I searched my files for my program 

application to engage in some reflection of my own. In my application personal 

statement, I wrote that I was entering the program seeking an experience that would 

make it possible for me to best serve the community college students I work with so 

that they may each become the leaders they want to be and go on to have a positive 

impact in the local, regional, national, and global communities they belong to. This 

goal was my guiding light through the program, was what led me to the selection of 

my topic, and what gave me the burning desire to put forth my best work.  

 

The constant support I received through the program and from my committee and 

personal networks made completing this journey possible. I am appreciative of the 

faculty in the Center for Values-Driven Leadership at Benedictine University. Thank 

you to my Dissertation Chair Dr. James Gustafson, Center Director Dr. James 

Ludema, core faculty members Dr. Marie DiVirgilio and Dr. Michael Manning, and 

Chief Communications Officer Amber Johnson. I am deeply grateful to my 

committee members, Dr. Allan Bird at Northeastern University and Dr. Joyce Osland 

at San Jose State University. Their feedback gave me life through the process and 
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their encouragement inspires me to pursue future research on this topic. Thank you to 

the Illinois Community College Student Activities Association for generously 

contributing funding towards this research. A final thanks to my supportive family 

and friends—your belief in me made this possible. 
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Chapter 1: Introduction 

Issue Statement 

The world has experienced a new wave of globalization since World War II, and the 

study of global leadership has come to the forefront, driven by multinational firms 

seeking ways to effectively operate in the global marketplace (Mendenhall, 2018). 

Due to firms driving the interest in global leadership and the development of global 

leadership competencies, the majority of research in the field has come from business 

(Osland, 2009). The focus of these studies has been in the areas of individual 

competencies (Bird, 2018), international assignment or expatriate assignment 

management (Caligiuri, 2006; Oddou, Mendenhall, & Ritchie, 2000), and 

international service learning (Caligiuri & Thoroughgood, 2015; Maak, Pless, & 

Markéta, 2014; Pless, Maak, & Stahl, 2011, 2012). This approach has resulted in calls 

for more empirical research about the nature of global leadership, how global leaders 

operate in the organizations they lead, how leaders develop the global leadership 

skills, and how organizations can design global leadership development programs 

(Mendenhall, Weber, Arnardottir, & Oddou, 2017). 

 

Over ten years ago, in a 2006 report titled Education for Global Leadership, the 

Committee for Economic Development (a nonprofit and nonpartisan business-led 

public policy organization) recommended strategies for global education at all levels 

to meet the challenges of our nation in an interconnected world. The report 

highlighted the importance of “citizenry that is knowledgeable of world regions, 
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global issues, and foreign cultures, as well as conversant in other languages” 

(Committee for Economic Development, 2006, p. 25). A year later, a report by the 

Association of American Colleges and Universities (2007) highlighted global 

knowledge and competence as one of several areas required for twenty-first century 

education to prepare students to thrive in the globalized world. This global knowledge 

competency outlined specific outcomes including “understanding of economic forces, 

other cultures, interdependence, and political dynamics, as well as second-language 

competence and direct experience with cultural traditions other than one’s 

own”(Association of American Colleges and Universities, 2007, p. 34). In the time 

since these reports were published, the research on global education, specifically 

related to global leadership development in college students, continues to be very 

limited. As Hovey and Weinberg (2009) observed, this is the dual paradox of 

American higher education. It has deep civic roots that have yet to be realized, and it 

is clearly globalizing, evidenced by increasing numbers of students studying abroad 

and engaging in international service learning, but it struggles with what that means 

and how to do it. 

 

The body of scholarly research on global leadership has increased in recent years. In a 

multidisciplinary analysis of global leadership research from 2010 to 2014, Osland, 

Mendenhall, and Li (2016) identified 251 published studies across academic journals, 

book chapters, and doctoral dissertations. Despite this momentum, there is still a need 

for more high-quality empirical research (Osland, 2018). A meta-analysis of student 
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development research in eight higher education and student affairs journals by Renn, 

Brazelton, and Holmes (2014) revealed that only 5% of 3,540 articles published 

between 1998 and 2011 were globally focused. Even with the increased attention on 

the topic, the research community is “not responding to the call for empirical support 

for practices that will improve student development, learning, and experiences in 

multiple national, political, and cultural contexts” (Renn et al., 2014, p. 288). 

Significance of Research Topic 

There is much that is still unknown about global leadership and how it develops in 

individuals. Despite the lack of empirical research, the realities of globalization 

demand that the development of global leaders be a priority for leadership 

development programs. Currently, the most widely utilized strategies that address 

outcomes related to global leadership-related outcomes are study-abroad and service-

learning experiences. These experiences encourage students to actively engage with 

the communities in which they are immersed. However, few of these programs “have 

examined such experiences in an integrated fashion or as a viable means to promote 

their goals around global learning and development” (Engberg, 2013, p. 478). To best 

serve students entering the global environment, the fields of global leadership 

development and student development must be bridged. 

Purpose of Study 

Although study abroad and service learning are frequently deployed as a means of 

achieving broadly defined global education outcomes (i.e., global citizenship), few of 

these efforts have been leveraged in the development of global leadership 
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competencies. Incorporating both of these strategies can facilitate an individual’s 

“development and optimize their preparation as global citizens” (Engberg, 2013, p. 

478) due to their high-impact experiential learning format. 

 

The original purpose of this study was to examine the link between service learning 

during a study-abroad experience and the development of global leadership 

competencies. Through a mixed method approach, the final research question 

contained two parts: 

1. What experiences influence intercultural competency growth during study-

abroad trips? 

2. How do those experiences impact the development of competencies required 

for the development of global leadership expertise? 

 

This mixed methods study addressed the development of global leadership 

competencies through a study-abroad experience. An embedded design was used in 

which quantitative survey data were embedded within a grounded-theory approach. 

The concurrent collection of qualitative and quantitative data was used to understand 

participant development prior, during, and after the experience. 
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Chapter 2: Literature Review 

Approach 

This literature review has two primary goals. It intends to explore three unique areas 

of research: global leadership, study abroad, and service learning; furthermore, it will 

examine the literature that exists at the intersections of each of these areas, as 

illustrated in Figure 1. The related theories, models, and frameworks for each will be 

detailed, along with critiques and emerging research agendas for the future. 

 

Figure 1. The Relationship between Literatures and their Intersections. 

 

Global 
Leadership

Service-
Learning

Study 
Abroad
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Global Leadership 

Defining global leadership 

Research from the last 20 years has revealed a wide variety of definitions of the 

global leadership construct. While most definitions of leadership “reflect the 

assumption that it involves a process whereby intentional influence is exerted over 

other people to guide, structure, and facilitate activities and relationships in a group or 

organization” (Yukl, 2013, p. 2), scholars have argued that global leadership requires 

demonstration of additional and expanded “extreme” skills (Osland, 2009). There are 

three definitional scopes of global leadership: global leadership as a state, global 

leadership as a process, and global leadership as both a state and process 

(Mendenhall, Reiche, Bird, & Osland, 2012). One can be a global leader and practice 

global leadership. 

 

Global leadership is not domestic leadership with added intercultural competencies, 

nor is it global management or expatriate leadership. Global leadership is defined 

below: 

[T]he processes and actions through which an individual influences a 

range of internal and external constituents from multiple national 

cultures and jurisdictions in a context characterized by significant 

levels of task and relationship complexity. (Reiche, Bird, Mendenhall, 

& Osland, 2017, p. 553) 

 

Global leaders typically possess all the required skills necessary for success as a 

domestic leader. However, what sets these individuals apart is the level of complexity 

at which they operate, the boundary spanning flow required of global leaders 
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operating relationally inside and outside of the organization, and the physical 

geographical location of the leaders as they move across the globe. By taking these 

dimensions into account, we can understand the extreme nature of global leadership 

in contrast to domestic leadership.  

 

The global leadership definition makes clear that the construct, while identified as a 

sub-construct under domestic leadership, is notably different than domestic leadership 

in both degree and kind (Reiche et al., 2017). The question that has troubled the field 

is what skills do individuals need to be global leaders and practice global leadership? 

Global leadership competencies 

The organization of global leadership competencies has been a critical and 

worthwhile step in seeking clarification on the definition of the construct. A 

comprehensive study of 160 global leadership competencies by Bird (2018) revealed 

significant overlap, and the results were merged into a concise list of 15, as shown in 

Table 1. These competencies are divided into three broad categories: business and 

organizational acumen, managing people and relationships, and managing self. The 

categories have five competencies listed in each. Business and organizational acumen 

speaks to an individual’s ability to make judgments and decisions in the context of 

their work. The competencies listed here include the following: vision and strategic 

thinking, leading change, business savvy, organizational savvy, and managing 

communities. Under the managing people and relationships category are the 

competencies of valuing people, cross-cultural communication, interpersonal skills, 
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teaming skills, and empowering others. In the managing self category, individuals are 

expected to demonstrate inquisitiveness, global mindset, flexibility, character, and 

resilience. The three categories can be understood as the domains in which 

individuals must be able to master in order to succeed as a global leader. 

Table 1. A Framework of Nested Global Leadership Competencies 

 

Business and 

Organizational Acumen 

Managing People and 

Relationships 

Managing Self 

Vision and strategic 

thinking 

Valuing people Inquisitiveness 

Leading change Cross-cultural 

communication 

Global mindset 

Business savvy Interpersonal skills Flexibility 

Organizational savvy Teaming skills Character 

Managing communities Empowering others Resilience 

Source: Adapted from Bird, 2018 

 

Another way to think about the competencies is in the Pyramid Model. This model is 

based on key competency research by Bird and Osland (2004), and it was later 

refined by Osland (2018) and adapted for global leaders. The Pyramid Model (Figure 

2) was created via a modified Delphi technique employed by international 

management scholars. At the base of this pyramid is global knowledge. Embedded 

here is tacit and explicit knowledge. Tacit knowledge assists individuals in making 

sense of the world. It is reflected in our beliefs, mental schema, and paradigms. It is 

embedded in experience and difficult to communicate. Tacit knowledge also includes 
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technical skills and techniques individuals have that help get the work of global 

leadership done. Explicit knowledge is impersonal and independent of context (Bird 

& Oddou, 2018). It can be communicated through systemic language and is not 

rooted in any person or situation. 

 

Built upon the base of global knowledge are four additional levels, each built upon 

the former in a cumulative progression. The identified threshold traits include 

integrity, humility, inquisitiveness, and resilience. Osland (2018) noted these traits are 

relatively stable personality traits and are difficult for some people to learn, therefore 

recommending they be used as selection criteria for those managing global 

organizations. Level three is comprised of attitudes and orientations and includes 

cognitive complexity, global mindset, and cosmopolitanism. These three base levels 

are put into action in the fourth level: skills. The global leadership skills included are 

mindful communication, create and build trust, and multicultural teaming. The final 

level includes the competencies required for individuals to do the work of global 

leaders. These skills include making ethical decisions, influencing stakeholders, 

leading change, being able to span boundaries, architecting, and building community. 

They require all the foundational knowledge, traits, attitudes, and actions of the 

preceding four levels.  
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Source: Adapted from Osland, 2018 

Figure 2. The Pyramid Model of Global Leadership 

 

Foundational leadership theories and models 

Global leadership is a distinct subset of leadership, and its theoretical groundings can 

be found in the vast literature of leadership. Over time, there have been five major 

approaches to the study of leadership: trait, behavior, power-influence, situational, 

and integrative. There are three types of variables in the leadership theory and 

research that assist in organizing how the field has attempted to explore the construct: 
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characteristics of the leader, characteristics of the followers, and characteristics of the 

situation (Yukl, 2013). 

Table 2. Key Variables in Leadership Theories 

 

Characteristics of the 

Leader 

Characteristics of the 

Followers 

Characteristics of the 

Situation 

Traits (motives, 

personality) 

Traits (needs, values, self-

concepts) 

Type of organizational 

unit 

Values, integrity, and 

moral development 

Confidence and optimism Size of organizational unit 

Confidence and optimism Skills and expertise Position power and 

authority of leader 

Skills and expertise Attributions about the 

leader 

Task structure and 

complexity 

Leadership behavior Identification with the 

leader 

Organizational culture 

Influence tactics Task commitment and 

effort 

Environmental uncertainty 

and change 

Attributions about 

followers 

Satisfaction with job and 

leader 

External dependencies and 

constraints 

Mental models (beliefs 

and assumptions) 

Cooperation and mutual 

trust 

National culture values 

Source: Adapted from Yukl, 2013 

 

Leadership has been conceptualized as an intra-individual process, dyadic process, 

group-level process, and organizational-level process; it has produced a wide variety 

of theories stretching back over 90 years: cognitive theories, e.g. implicit leadership 

theories (Eden & Leviatan, 1975); biological-genetic theories, e.g. great-man theories 

(Jennings, 1960); trait theories, e.g. charismatic-transformational (Burns, 1978; 
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Downton, 1973; House, 1977) and servant leadership (Greenleaf, 1977); situational 

(Murphy, 1943); person-situation (J. F. Brown, 1936; Dansereau, Alutto, & 

Yammarino, 1984), psychoanalytic, e.g. psychohistory (Kernberg, 1979; Kohut, 

1977), crisis and charisma (Hummel, 1975; Kets de Vries, 1980), cognitive-

experiential self theory (Adler, 1954; Rogers, 1959), group dynamics (Freud, 1922; 

Redl, 1942); and political (Martin & Sims, 1956).  

Global leadership models 

The driving force behind much of the global leadership development research 

originates from the business world due to the necessity of organizations operating in 

the globalized economy. For this reason, the focus of much of the current global 

leadership development theory and models is on the competency development of 

individuals working in firms already engaged in the practice of global leadership. 

There are few global leadership development process models; however, recent work 

by Mendenhall et al. (2017) has resulted in a new comprehensive model that is 

building on the foundation of previous models. This section will begin with a brief 

overview of the foundational models, a summary of overarching characteristics of 

models, and it will conclude with an overview of the most recent global leadership 

development model proposed by Mendenhall et al. (2017). 

Global leadership development models 

The Chattanooga model was developed in 2001 by a team of scholars who arrived at 

the model through examination of their experience as experts and consultants in the 

field of global leadership. The Chattanooga model is a process model of global 
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leadership “based on the assumption that global leadership development in an 

individual was a non-linear, emergent process that is moderated by a variety of key 

variables, across time” (Osland & Bird, 2018, p. 181). This model focuses on the 

transformative potential of developmental experiences in four elements: complexity, 

intensity, emotional affect, and relevance. At the core of this model is the idea that 

crucible experiences that individuals face are specific and critical to the development 

of global leadership. 

 

Following in the footsteps of the Chattanooga model, the Global Leadership Expertise 

(GLED) model takes an expanded perspective and focuses on the development of 

expertise in global leaders through personal transformation experiences. In this 

model, global leadership is conceptualized as a continuum. Added are four categories 

of antecedents, including the following: individual characteristics, cultural exposure, 

global education, and project/job novelty (Osland & Bird, 2018). The outcomes of 

this process model are different levels of global leadership expertise based on 

cognitive processes, global knowledge, intercultural competence, and global 

organizing expertise. The transformation process occurs when crucible experiences 

move individuals along the stages of global leadership development on the 

continuum. 

 

A third model, by McCall and Hollenbeck (2002), is focused on the development of 

global executives This model focuses on the relationship between the individual and 
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the organization and essentially took a domestic model of leadership development 

and globalized it through focusing on interviews with actual global leaders. The 

model itself begins with the individual, incorporates mechanisms for development 

and business strategy, then the individual has an experience in the global context 

which leads to “the right stuff.” 

 

A “remapping” model (Black & Gregerson, 2000) emerged from research on training 

business leaders to effectively lead in complex global environments. The model 

shows how leaders can be encouraged to reshape their mindsets from their provincial 

maps to create new global mental maps. 

 

In the last decade, there has been a significant increase in the number of firms who 

use international corporate-sponsored volunteer (ICV) programs to develop global 

leadership capacity in employees, also known as international service-learning 

programs (Oddou & Mendenhall, 2018). These experiences are typically short-term, 

project-based experiential learning programs that provide nongovernmental 

organizations the opportunity to philanthropically benefit from the expertise of 

participating employees. A specific example of an ICV program is 

PricewaterhouseCooper’s Ulysses program, in which senior executives and partners 

are given assignments in developing countries to work with host organizations on 

service projects. An evaluative study by Pless et al. (2011) has shown individuals 
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develop “responsible global leadership” skills, intercultural sensitivity, global 

mindset, self-awareness, self-management skills, and ethical literacy. 

Summary of shared characteristics of models 

In an effort to advance the field beyond competency models and towards competency 

development models, Mendenhall et al. (2017) created a summary framework to 

illustrate commonalities of current global leadership development process models. 

Figure 3 shows a summary of the core elements of extant global leadership 

development models. 
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Source: Adapted from Mendenhall, Weber, Arnardottir, & Oddou, 2017 

Figure 3. Summary of Core Elements of Extant Global Leadership Development 

Models 

 

The summary figure shows three distinct phases in the development of global 

leadership: antecedents, transformational process, and outcomes. Antecedents are 

starting points or baseline levels of global leadership competencies and experiences 

that individuals possess as they begin the development process. While antecedents are 

assumed to influence future competency development, how they do this remains 

unexplored (Mendenhall et al., 2017). 

Antecedents 

• Existing levels of GL 

competencies 

• Traits 

• Sense of calling 

• Past cross-cultural 

experience 

• Global education 

• Talent 

• Foreign language fluency 

• Job novelty 

• “Global Citizen” 

perspective 

• Career history 

• Ability to learn from 

experience 

• Global knowledge 

Transformational 

Processes 
• “Experience” 

• Unfreezing/refreezing 

complexity 

• Affect production 

• Intensity 

• Relevance 

• Repetition of crucible 

experiences 

• Contrast 

• Confrontation 

• Cognitive buffers 

• Cognitive, affective, 

behavioral, values 

barriers 

Outcomes 

• Degree of functionality 

vs dysfunctionality of 

GL competencies 

produced 

• General GL results “the 

right stuff” 

• Level of GL expertise in 

four dimensions 

o Cognitive processes 

o Global knowledge 

o Intercultural 

competence 

o Global organizing 

expertise 

Moderating Variables 

• Degree of challenge of the global context 

• Degree of job and role novelty 

• Degree of adjustment of spouse and family to global role 

• Mechanisms (organizational policies that influence global 

leaders) 

• Business strategy 

• Catalysts (organizational support systems) 
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The transformational dimension of the process models emphasizes the experiential 

nature of global leadership development and is moderated by several variables 

including degree of challenge, job novelty, adjustment of spouse and family, and 

organizational structures and practices. Overall, the models indicate that individuals 

experience a critical event or moment that can potentially lead to increased global 

leadership development depending on the complexity, affect, intensity, and relevance 

of the experience (Osland, Bird, Mendenhall, & Osland, 2006) and the individual’s 

response to such events. 

 

The final phase in the development process models outlines the expected outcomes, 

including the development of global leadership competencies and the development of 

expertise in four dimensions. Mendenhall et al. (2017) pointed out that, while the 

extant models have served well in the past, it is time to move towards a more 

comprehensive model grounded in theory.  

Process model for developing global leadership competencies 

The process model developed by Mendenhall et al. (2017) is a significant step 

forward for the field of global leadership. They propose a new model of global 

leadership development that begins with a “trigger event” and incorporates an 

individual’s readiness, motivation, and self-commitment which leads to a cyclical 

process of learning. Internal factors influencing persistence, including aptitude, 

perceived difficulty, and perceived magnitude, are considered in the learning process. 
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External factors considered include learning context and company context. The 

degree to which one develops global leadership competency, which is described as a 

dynamic phenomenon consisting of two core dimensions: dynamism and 

directionality (Mendenhall et al., 2017). 

 

The authors developed twelve propositions aligned with the new model: 

• Proposition 1: Developmental readiness increases the likelihood that 

individuals will respond to trigger events with high levels of self-commitment 

to develop and/or enhance global leadership competencies exposed by the 

trigger event. 

• Proposition 2: Individuals who are self-committed to the development of their 

global leadership competencies who engage in premise reflection will create 

more rigorous personal learning strategies with higher-order learning goals 

than those who engage in content and process reflection. 

• Proposition 3: Personal learning strategies will be efficacious to the degree 

they are structured, based on developing self-awareness or cognition-behavior 

relationships, focused on emphasizing self-discovery or competency 

development processes, and passed on personal accountability. 

• Proposition 4: Learning strategy implementations will be efficacious to the 

degree that they are consistently deployed across adequate time horizons by 

individuals who are self-committed to developing their global leadership 

competencies. 
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• Proposition 5: Reflecting, in a structured manner, on the process and 

outcomes of learning strategy implementations will lead to greater growth in 

the development of global leadership competencies. 

• Proposition 6: Self-committed individuals who enter the “reflection-strategy-

implementation” cycle with high aptitude will be able to leverage the cycle 

over time to either increase their existing competency levels or develop new 

global competencies more significantly than individuals who enter the cycle 

with lower levels of extant global leadership competencies. 

• Proposition 7: The level of perceived difficulty will moderate, at any given 

point in time in a cycle, the efficacy levels of reflection, strategy, and 

implementation at that given point in time within the cycle, as well as 

persistence in the cycle. 

• Proposition 8: The level of perceived magnitude will moderate, at any point in 

the cycle, the efficacy levels of reflection, strategy, and implementation at that 

given point in time within the cycle, as well as persistence in the cycle. 

• Proposition 9: Learning contexts that exhibit high levels of intensity factors 

(cultural toughness, powerlessness, cultural immersion, cultural isolation, and 

visibility) will facilitate the development of global leadership competencies 

compared to learning contexts with low or moderate levels of intensity factors. 

• Proposition 10: Time constraints that are short-term in nature that are paced 

upon self-committed individuals to develop global leadership competencies in 

learning contexts that are not conducive to rapid development will inhibit the 
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efficacy levels of reflection, strategy, and implementation as well as 

persistence in the cycle. 

• Proposition 11: The existence of a formal, structured accountability 

mechanism involving skilled coaches will significantly enhance the efficacy 

levels of reflection, strategy, and implementation compared to individuals 

who attempt to develop global leadership competencies on their own volition. 

• Proposition 12: Global leadership competency development initiatives will 

increase individuals’ effectiveness and persistence in deploying the reflection, 

strategy, and implementation cycle to the degree that formal and informal 

reward systems are aligned with the global leadership competency 

development initiatives. 

 

The propositions outlined above provide a guide for the current study and a 

springboard for future empirical research. 

Assumptions about global leadership development 

The global leadership models that are present in the literature are built upon key 

assumptions about the nature of global leadership development:  

• Global leadership is not just leadership done globally, but that there is 

something distinctly different about global leadership and global leaders. 

• Demand for effective global leaders is increasing dramatically.  

• Global leadership development is a personal and transformational process, 

requiring individuals to let go and take on new mental constructs and models. 
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• Global leadership development is non-linear and emergent in nature. 

• Individuals must engage in constant learning due to the complexity of the 

context in which global leaders operate. 

• Intercultural competence is a foundational and essential global leadership 

skill. (Lokkesmoe, 2009; Oddou & Mendenhall, 2018; Osland, 2009) 

The studies that have developed the competencies, definition, and assumptions of 

global leadership have emerged from practice and provide a foundation for 

understanding how global leadership can be taught to students preparing for the 

organizations of the future. The next section of this paper will shift from a broad 

perspective of global leadership and global leadership development to examining 

global leadership development from the educational perspective. 

Global leadership competency assessments 

Due to global leadership’s status as an emerging field, the global leadership 

assessments focus on the development of competencies. Bird and Stevens (2018) 

compiled an extensive list of intercultural and global leadership assessments as shown 

in Table 3. 
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Table 3. Comparison of Intercultural and Global Leadership Assessment Tools 

 

 Cross-Cultural 

Adaptability Inventory 

(CCAI) 

Global Competencies 

Aptitude Assessment 

(GGCAA) 

Intercultural 

Effectiveness Scale 

(IES) 

Intercultural 

Development Inventory 

(IDI) 

Reliability Low Moderate High High 

Validity (content) Moderate Moderate High High 

Validity (predictive)  Low Unknown Moderate Not recommended 

Validity (convergent) Unknown Unknown High High 

Validity (face) High High High High 

Validity (differential bias) Unknown Unknown No No 

Social desirability No No No No 

Cost $6-12 $20 $12 $10 

Usability Simple Moderately complex Simple Moderately complex 

Qualification standards Required Not required Not required Required 

Target audience Expat coaching, pre-

departure training 

Education and business Intercultural setting or 

cross-cultural encounters 

Education, business, 

government, NGOs, non-

profits 

Time requirement ~15 min. ~20 min. ~15 min. ~30 min. 

Delivery method Online or paper Online Online or paper Online 
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Language options English only English only English, Chinese, 

French, German, 

Japanese, Spanish, 

Arabic 

12 Languages 

More information Vangent Global Leadership 

Excellence, LLC 

Kozai Group, Inc. IDI, LLC 

Dimensions measured 

(sub-dimensions italicized) 

Flexibility / Openness 

Emotional resilience 

Perceptual acuity 

Personal autonomy 

Internal readiness 

Self-aware 

Willing to take risks 

Perceptive and 

respectful of diversity 

Open minded 

External readiness 

Globally aware 

Knowledgeable about 

World History 

Interculturally 

competence 

Effective across cultures 

Continuous learning 

Exploration 

Self-awareness 

Interpersonal 

Engagement 

Global mindset 

Relationship interest 

Hardiness 

Positive regard 

Resilience 

Denial 

Defense 

Minimization 

Acceptance Adaptation 

Integration 
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 Multicultural 

Personality 

Questionnaire (MPQ) 

Intercultural Readiness 

Check (IRC) 

Cultural Intelligence 

(CQ) 

Big Five Personality 

Inventories  

(NEO PI-R) 

 

Reliability High High Moderate High 

Validity (content) High High High High 

Validity (predictive)  Moderate N/A Moderate Moderate 

Validity (convergent) High Moderate High High 

Validity (face) High Moderate High Moderate 

Validity (differential bias) Unknown Unknown N/A No 

Social desirability No No No No 

Cost N/A $200 Variable $6-10 

Usability Moderately complex  Moderately complex Complex 

Qualification standards Not required Not required Required Required 

Target audience Education and business Business General population General population 

Time requirement ~20 min. ~15 min. ~20 min. ~ 45min. 

Delivery method Online Online or paper Online Paper or PC software 

Language options English, Dutch, French, 

German, Italian 

English, Dutch, French, 

German, Japanese 

English More than 20 

More information Van der Maesen 

Personnel Management 

IBI (Intercultural 

Business Improvement) 

Cultural Intelligence 

Center, LLC 

PAR, Inc. 
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Dimensions measured 

(sub-dimensions italicized) 

Cultural empathy 

Open mindedness 

Social initiative 

Emotional stability 

Flexibility 

Intercultural sensitivity 

Cultural awareness 

Attention to signals 

Intercultural 

communication 

Active listening 

Adjusting 

Communicative style 

Building commitment 

Building relationships 

Reconciling stakeholder 

needs 

Managing uncertainty 

Open to cultural 

complexity 

Exploring new 

approaches 

CQ Drive (Motivational 

CQ) 

Intrinsic motivation 

Extrinsic motivation 

Self-efficacy 

CQ Knowledge 

(Cognitive) 

Cultural systems 

Cultural Norms & 

Values 

CQ Strategy 

(Metacognitive CQ) 

Awareness 

Planning 

Checking 

CQ Action (Behavioral 

CQ) 

Verbal actions 

Nonverbal actions 

Speech acts 

Extraversion 

Agreeableness 

Conscientiousness 

Neuroticism 

Openness to experience 
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 Global Mindset 

Inventory (GMI) 

Global Competencies 

Inventory (CGI) 

Global Executive 

Leadership Inventory 

(GELI) 

Global Leadership 

Online (GLO) 

Reliability High High High N/A 

Validity (content) High High High N/A 

Validity (predictive)  Moderate Moderate N/A N/A 

Validity (convergent) Unknown High N/A N/A 

Validity (face) Moderate High High High 

Validity (differential bias) Unknown No N/A N/A 

Social desirability No Yes No No 

Cost ~$150 ~$130 $200 N/A 

Usability Moderately complex Moderately complex Moderately complex Simple 

Qualification standards Required Required Not required Proprietary 

Target audience Education, business, 

government, NGOs, 

non-profits 

Intercultural settings or 

cross-cultural encounters 

Global leaders or 

expatriates 

Global leaders or 

expatriates 

Time requirement ~15 min. ~ 45 min. ~20 min. ~ 15 min. 

Delivery method Online Online Online or paper Online 

Language options English, Mandarin, 

Chinese, Japanese, 

Russian 

English, Chinese, 

French, German, 

Japanese, Spanish, 

Arabic 

English, Dutch, French, 

German, Italian 

English 
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More information Thunderbird School of 

Global Management 

Kozai Group, Inc. Pfeiffer Aperian Global 

Dimensions measured 

(sub-dimensions italicized) 

Intellectual capital 

Global business savvy 

Cognitive complexity 

Cosmopolitan outlook 

Psychological capital 

Passion for diversity 

Quest for adventure 

Self-assurance 

Social capital 

Intercultural empathy 

Interpersonal impact 

Diplomacy 

Perception management 

Non-judgementalness, 

Inquisitiveness, 

Tolerance of ambiguity, 

Cosmopolitanism, 

Interest flexibility 

Relationship 

management 

Relationship interest, 

Interpersonal 

engagement, Emotional 

sensitivity, Self-

awareness, Behavioral 

flexibility 

Self management 

Optimism, Self-

confidence, Self-identity, 

Emotional resilience, 

Non-stress tendency, 

Stress management 

Visioning 

Empowering 

Energizing 

Designing and 

controlling 

Rewarding and giving 

feedback 

Team building 

Outside orientation 

Global mindset 

Tenacity 

Emotional intelligence 

Life balance 

Resilience to stress 

Seeing differences 

Cultural self-awareness 

Inviting the unexpected 

Closing gaps 

Results through 

relationships 

Frame shifting 

Opening the system 

Expand ownership 

Develop future leaders 

Preserving balance 

Adapt & add value 

Core values & flexibility 

Establishing solutions 

Influence across 

boundaries 

Third way solutions 

Source: Adapted from Bird & Stevens, 2018  
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Global leadership and student leadership 

The foundations of research on student leadership development begin with Astin 

(1993) and his seminal work, What Matters in College: Four Critical Years Revisited. 

Astin was among the first to “examine leadership development as more than a by-

product of a college degree and as a purposefully developed and critical educational 

outcome” (Dugan, 2011, p. 64). He saw leadership development as “important and 

useful because it can enrich the undergraduate experience, and because it can 

empower students and give them a greater sense of control over their lives” (Astin & 

Astin, 2000, p. 18). Astin’s work inspired many studies on the development of 

leadership in college students, yet the number of publications that examine students 

and leadership in the context of their college experience is fewer than expected, 

despite the overwhelming number of leadership studies that use sample populations 

of college students (Avolio et al., 2005). 

 

According to Astin and Astin (2000), student leadership development has four basic 

assumptions about the nature of leadership: 

1. Leadership is concerned with fostering change. 

2. Leadership is inherently value-based. 

3. All people are potential leaders. 

4. Leadership is a group process. (p. 9) 

There are five key theories in student leadership development: servant leadership, the 

leadership challenge, the relational leadership model, the Social Change Model of 
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leadership development, and the leadership identity development model (Dugan & 

Komives, 2011). Robert Greenleaf’s (1977) theory of servant leadership is well-

known both in the context of student leadership development and in the wider 

research on leadership. Servant leadership, although leader-centric, examines the role 

of leader as servant to others in the organization. It has gained traction in leadership 

development programs focused on service and civic engagement. Another key theory 

is based on Kouzes and Posner’s (2003) book, The Leadership Challenge. The text 

outlines a student leadership development program that evolved from the 

development of their inventory of student leadership practices (Kouzes & Posner, 

1998). Many key studies use the text and leadership practices inventory to benchmark 

student development and to design development programs. Both servant leadership 

and the leadership challenge are still influential today and were the first to be widely 

used in student leadership development programs. The last three theories move away 

from a leader-centric perspective and in the direction of social responsibility, 

developmental concern, and process orientation. 

 

The relational leadership model defines leadership as “a relational and ethical process 

of people together attempting to accomplish positive change or make a difference to 

benefit the common good” (Komives, Lucas, & McMahon, 2013, p. 11). The five key 

components of the model are purposefulness, inclusiveness, empowerment, ethical 

practices, and process of orientation. Unfortunately, for students who do not see 
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leadership as relational, this model may be challenging to understand (Komives et al., 

2013). 

 

The Social Change Model (SCM) of leadership development approaches leadership 

as a purposeful, collaborative, values-based process that results in positive social 

change (Komives & Wagner, 2009). This model emphasizes the collaborative nature 

of leadership and has seven critical values: consciousness of self, congruence, 

commitment, collaboration, common purpose, controversy with civility, and 

citizenship. These seven values fall into three different categories: individual values, 

group values, and community values. At the core are two principles. First, that 

leadership is tied to social responsibility and change for the common good. Second, 

the model aims to increase self-knowledge and an individual’s ability to work 

collaboratively with others (Higher Education Research Institute, 1996). The SCM 

has a few limitations. The model does not examine context or the importance of 

understanding the effects of multiple individual and group contexts. In addition, the 

model does not include any values related to cultural competence. Nevertheless, the 

SCM is the most widely used theory of student leadership development today (Kezar 

& Carducci, 2006). 

 

The last of the key theories is the Leadership Identity Development model (LID), 

which is focused on how leadership is understood and developed in individuals over 

time (Komives, Longerbeam, Owen, Mainella, & Osteen, 2006). The model has six 
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stages to developing a leadership identity from unawareness of leadership identity to 

the integration of leadership identity as part of social identity. The stages are 

awareness, exploration/engagement, leader identified, leadership differentiated, 

generativity, and integration/synthesis. With each stage, individuals experience a 

cycle of growth involving development of self, changing their view of self in relation 

to others, and a broadening view of leadership, all influenced by adults, peers, 

meaningful involvement, and reflective learning. Unique in this model is the 

grounded theory study associated with the development of the model and the 

emphasis on the relational dimension of student leadership development. 

 

There are currently no dedicated models of global leadership development for college 

students. In a 2006 report titled Education for Global Leadership, the Committee for 

Economic Development (a nonprofit and nonpartisan business-led public policy 

organization) recommended strategies for global education at all levels to meet the 

challenges of our nation in an interconnected world. The report highlighted the 

importance of “citizenry that is knowledgeable of world regions, global issues, and 

foreign cultures, as well as conversant in other languages” (Committee for Economic 

Development, 2006, p. 25). A report by the Association of American Colleges and 

Universities (2007) highlighted global knowledge and competence as one of several 

areas required for twenty-first century education to prepare students to thrive in the 

globalized world. This global knowledge competency outlined specific outcomes 

including “understanding of economic forces, other cultures, interdependence, and 
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political dynamics, as well as second-language competence and direct experience 

with cultural traditions other than one’s own”(Association of American Colleges and 

Universities, 2007, p. 34). Despite these calls for higher education to prioritize global 

education, the literature related to global student development and global leadership 

development in college students is very limited.  

Global leadership education 

Global leadership education is defined as “the development of individuals who 

possess the knowledge, behaviors, and attitudes to lead positive change in the larger 

global context” (L. M. Brown, Whitaker, & Brungardt, 2012, p. 216). Global 

leadership education takes a close look at the development of competencies in 

individuals engaged in curricular and co-curricular activities as part of their formal 

education. While leadership education is spreading into schools from kindergarten 

through high school, for the purpose of this review, the global leadership education 

literature will focus on global leadership education in post-secondary higher 

education. 

 

One theoretical framework proposed by Perkins (2009) explores the possibilities for 

teaching global leadership (see Figure 4). Drawing on literature from globalization, 

history, culture, leadership, and western leadership theories, Perkins (2009) created a 

framework that begins with issues of globalization at the base and moves students 

through recognizing historical and culture influences, current western theory 

premises, limitations, and culminates in a project. 
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Source: Adapted from Perkins, 2009 

Figure 4. The Global Leadership-Learning Pyramid 

 

Designing global leadership education programs 

According to Oddou and Mendenhall (2018), “a complete global leadership 

development program needs to include a diagnosis of the leader’s enabling 

competencies as well as experiences that can more easily lead to meaningful 

transformations” (p. 237). Programs should intentionally employ tools to continually 

assess students’ proficiency levels as they engage in the program experiences. 

Although this will certainly be challenging due to the non-linear, emergent, and 
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longitudinal nature of leadership development, it is possible that as an individual’s 

abilities grow in one competency domain, capacity will build in other domains. On 

the topic of experiences, programs should carefully design transformational 

experiences that integrate both domestic and international involvements and 

immersions. It is important to note, however, that “not all cross-cultural experiences 

develop global leadership expertise” (Osland & Bird, 2018, p. 186). 

 

The lack of agreement on exactly what competencies global leaders must develop 

creates ambiguity around the exact learning outcomes institutions should be focusing 

on to develop global leaders. In response to this challenge, L. M. Brown et al. (2012) 

proposed the following learning outcomes for global leadership education: 

• Understand global issues affecting our current and future world. 

• Understand and have a commitment to cultural sensitivity and inclusion. 

• Possess the knowledge and skills to successfully work in the complex 

political, economic, and civil society global environments. 

• Exhibit the knowledge and skills to practice leadership and create positive 

change in the global environment. 

• Possess a commitment to social responsibility and leadership for the common 

good worldwide. (pp. 217–218) 

Although these outcomes provide a starting point for thinking about global leadership 

education, they remain untested. The lack of empirical testing is a great opportunity 

to advance our understanding of what educators can do to educate globally competent 
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leaders. The next section examines the literature on study abroad and service learning 

and how these can potentially contribute to the understanding of global leadership 

development. 

Study Abroad 

Defining study abroad 

There are a variety of terms used within higher education in relation to study abroad, 

and these terms are often times used interchangeably. Publications use globalization, 

internationalization, global education, international education, and global citizenship 

to describe study abroad and study-abroad outcomes. To clarify the definition of 

study abroad and promote uniform consistency of the terms, the following outline is 

useful.  

 

Study abroad exists within the framework of globalization and within the 

internationalized university, although it is not the only strategy employed by the 

internationalized university (Twombly, Salisbury, Tumanut, & Klute, 2012). Study 

abroad is a part of how an institution delivers on the broader goal of incorporating a 

global dimension to students’ post-secondary education. Global education or 

international education is not the same thing as global citizenship. The two, however, 

are closely related and some argue that the future flourishing of study abroad is linked 

with civic education (Hovey & Weinberg, 2009).  
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Global citizenship entails “being aware of responsibilities beyond one’s own 

immediate communities and making decisions to change habits and behavior patterns 

accordingly” (Schattle, 2009, p. 12). It is a process that revolves around self-

awareness. 

 

Study-abroad programs are defined as all educational programs that take place 

outside the geographical boundaries of the country of origin (Kitsantas, 2004). 

Almost all programs have a primary education goals seeking to “improve or increase 

students’ understanding about themselves, the world, or their particular area of study” 

(Che, Spearman, & Manizade, 2009, p. 100). Traditionally, study-abroad programs 

have focused on immersion strategies seeking to improve intercultural competencies 

and second-language acquisition; however, the field has shifted to a more holistic 

approach that seeks to foster the development of global perspectives and citizenship. 

This shift study abroad is experiencing has resulted in a period of questioning, which 

has led to the challenging of assumptions about the learning that takes place when 

students travel abroad.  

Brief history of study abroad 

The beginnings of global education can be traced back to the European interwar 

movements of the 1920s that “sought to use public education as a vehicle to promote 

a more sustained peace, and post-1945 flourished under the banner of education for 

the international understanding” (Davis & Pike, 2009, p. 63). The development of 

study abroad in the United States reaches back even further to the late nineteenth 
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century when “European Grand Tour” programs were offered in some eastern 

American colleges (Twombly et al., 2012). Over time, these programs evolved into 

Junior Year Abroad and faculty-led study trips (Hoffa, 2007). By the late 20th 

century, specialized short-term study tours for specific majors were developed, 

moving study abroad toward incorporation into undergraduate curriculum instead of 

being considered extracurricular. The movement of study abroad from tours to 

academic to institutionalized goal has legitimized the practice as a means of preparing 

globally competent citizens. 

 

In the past, study-abroad programs were seen as inherently valuable, and institutions 

sought to send more and most students abroad. However, studies today are beginning 

to examine the academic rigor of programs, the modest gains in language acquisition, 

and program designs that limit student contact with the host culture (Vande Berg, 

Paige, & Lou, 2012). These revelations have prompted the field to call for conscious 

efforts for programs to “find ways to both enhance short-term study-abroad 

experiences and to create opportunities at home for students to develop the capacity 

to engage in global leadership” (Niehaus, O'Rourke, & Ostick, 2012, p. 117). To put 

this information into context, included here is a brief overview of the development of 

perspectives in the field of study abroad over the last 50–60 years. 
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Master narratives of study abroad 

There are three master narratives of the study-abroad field, including the positivist 

narrative, the relativist paradigm, and the experiential/constructivist paradigm (Vande 

Berg et al., 2012). Table 4 illustrates unique features of each master narrative. 

 

Table 4. Study Abroad Master Narratives 

 

Positivist Relativist Experiential/Constructivist 

Students learn through 

exposure to physical 

environment. 

Students learn through 

exposure to physical 

environment. 

Students learn as they co-

create the world through 

ongoing transactions 

between the individual and 

the environment. 

Transformation occurs 

when students experience 

events that imprint on their 

minds. 

Students are transformed 

by study abroad; we know 

this because they say it. 

The goal is for students to 

develop in a way that shifts 

cultural perspective and 

adapts behavior to cultural 

contexts. 

Some human societies are 

superior to others. 

All cultures are equal and 

unique. 

All cultures are equal and 

unique. 

Prior to departure, students 

receive tips about the local 

behavior to avoid gaffes. 

Programs are designed to 

“immerse” students in the 

host culture as much as 

possible. 

Programs understand 

learning as experiential, 

developmental, and holistic, 

emphasizing the different 

paths student may take to 

learning and development. 

The disciplinary or 

interdisciplinary knowledge 

students gain will 

supplement their education 

at home. 

Studying abroad offers 

learning that students could 

not experience if they 

stayed at home. 

Students may learn things in 

ways they would not learn at 

home; intercultural learning 

is foundational as it allows 

students to understanding 

norms and practices 

grounded in values and 

beliefs of host culture. 

Students who have 

demonstrated academic 

seriousness and social 

Students who have 

demonstrated academic 

seriousness and social 

Students who learn well at 

home do not necessarily 

learn or develop effectively  
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maturity deserve to go 

abroad. 

maturity will be 

transformed by going 

abroad. 

abroad; educators may need 

to intervene. 

Students who do not 

demonstrate learning 

should be weeded out in the 

future. 

Students who do not 

demonstrate learning have 

no one to blame but 

themselves. 

Students who do not 

demonstrate learning are not 

automatically at fault; 

program adjustments may 

need to be made to increase 

the likelihood of success. 

Source: Adapted from Vande Berg, Paige, & Lou, 2012  

 

While not entirely clear cut and chronological, the master narratives are a general 

representation of how educators have approached learning abroad from the 1960s to 

current day. The experiential/constructivist paradigm is representative of current 

thought. This is a very useful shift in perspective for global leadership education, as 

the holistic approach has come into alignment with study-abroad practices preparing 

students for the future beyond simple exposure to other cultures. 

Study abroad theoretical grounding 

Stage development theories of the last 80 years serve as the foundation of study-

abroad literature. There are needs models (Maslow, 1943), cognitive development 

(Piaget, 1936), self-related stages (Kegan, 1982), and self-related morals and 

perspectives (Torbert, 1991). All stages theories are constructivist theories, and due to 

their ability to reveal how a person evolves in a particular context over time, they are 

valuable in understanding what happens when individuals study abroad. 

Developmental models operate on the assumption that individuals move along 

different stages throughout their lives, constructing meaning as they are confronted 
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and must reconcile new realities and world views. Stuart (2012) identified a 

prominent model from the constructivist developmental stage models as a better-

known and widely used model: Kegan’s evolving self. 

 

Kegan’s (1982, 1994) model is based on subject-object relations theory. Individuals 

grow in consciousness as they learn to navigate increasing complexity in the world. 

The model has five stages: S-1 covers early childhood, and S-2 through S-5 cover 

adolescence through adult life. The development of an individual is not necessarily 

linear; individuals can oscillate between a focus on independence (self) and focus on 

others (inclusion). As Stuart (2012) noted, “each of these stages comprises a 

worldview with unique assumptions, values, and beliefs,” (p. 69), and individuals are 

qualitatively changing their lenses on the world. This makes it possible for 

individuals to transform their knowledge into higher levels of abstraction and move 

into the next epistemology.  

 

Although the five stages of the Kegan theory appear oversimplified, it is more 

complex than it seems on the surface, with intermediate stages between the main 

stages. One challenge in applying this theory to study abroad is that an individual 

experiencing study abroad for the first time may not be developmentally ready for the 

experience. This could mean they will experience no meaning growth or change from 

the study abroad, or they may experience detrimental change. 
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Another different, but significant theoretical building block for study abroad is 

Experiential Learning Theory (D. A. Kolb, 1984). This theory is also a core theory in 

the service-learning literature, which is not uncommon among many of the 

nontraditional educational innovations of the last 40 years. Experiential learning and 

related theories will be fully explored in the service-learning section. 

 

Many educators who use experiential learning theory do so in ways that promote the 

ownership of the learning process. Assisting students in identifying their learning 

identity, creating engaging learning environments through a variety of instructional 

methods, and building diverse learning relationships enhance educators’ ability to 

maximize student learning in study-abroad programs (Passarelli & Kolb, 2012).  

 

Another theoretical branch in study abroad is global perspective-taking. Global 

perspective-taking is an approach rooted in the human development and student 

development literature and is defined as “the acquisition of knowledge, attitudes, and 

skills important to intercultural communication as well as the development of more 

complete epistemological processes, identities, and interpersonal relations” 

(Braskamp, 2008). Global perspective-taking is concerned with three interrelated 

domains of human development: cognitive, intrapersonal, and interpersonal (Engberg 

& Fox, 2011). As individuals participate in experiences like study abroad and service 

learning, they develop a global perspective through exploring critical questions, 

including the following: “How do I know?” “Who am I?” and “How do I relate?” 
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Global perspective-taking is measured using an assessment tool called the Global 

Perspective Inventory (GPI). The tool assesses the three domains of student 

development. The GPI is frequently used as a tool for measuring the effectiveness of 

study-abroad programs, but it cannot be used for individual development. Other tools 

will be discussed in the next section. 

Study abroad assessment 

Assessment in study abroad is embedded in the larger picture of assessment in higher 

education. Historically, the most prominent model of assessment in higher education 

has been Astin’s (1977) I-E-O model, which was subsequently expanded by 

Pascarella (1985). The I-E-O model views assessment as needing to examine the 

combination of two aspects of a students’ experience: the inputs (I) from their 

precollege life, and the environment (E) within which students interact while in 

college. These two combine and add up to the learning, or outcome (O), from the 

educational experience. While the I-E-O has been a long-standing model in 

examining the entire college experience, it does not address how students may be 

affected by shorter, more finite experiences during college, including study abroad 

(Salisbury, 2015). 

 

The unique nature of study-abroad experiences requires assessments that not only 

capture measurements related to student learning, but also the broader context of the 

experience. This is data that is best collected qualitatively; therefore, the best way to 

assess study abroad is to use a mixed methods approach. 
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There is some overlap between the assessments in global leadership, study abroad, 

and service learning being explored as part of this literature review, particularly 

instruments that seek to measure intercultural competency. The most widely used 

assessment tool in study abroad is the Intercultural Development Inventory (IDI). It is 

included in Table 3 compared alongside other assessments that have contributed to 

the understanding of global leadership. The IDI is a 50-item questionnaire that 

assesses where students are in the Intercultural Development Continuum (IDC). The 

assessment includes questions that allow individuals to respond in terms of the 

following: 

• Their cross-cultural goals. 

• Their challenges navigating cultural differences. 

• Their critical intercultural incidents they encounter. 

• The ways they navigate those cultural differences. (Hammer, 2012) 

The IDC continuum is used in partnership with the instrument to show how an 

individual is developing their intercultural competency from a monocultural mindset 

to an intercultural mindset. The IDC includes five unique stages of transformation: 

denial, polarization, minimization, acceptance, and adaptation (Hammer, 2012).  

The continuum is illustrated in Figure 5. 
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Source: Adapted from Hammer, 2012  

Figure 5. Intercultural Development Continuum 

 

The importance of having a valid and reliable instrument to measure the degree and 

direction of changes in students is critical to understanding what is going on inside 

individuals who study abroad and predict outcomes. 

Without (a) some design and management of the student’s 

environment (degree and nature of exposure to the local culture), (b) 

regular structured learning intervention (to manage the internal chaos 

building in the student / system), and (c) measurement of 

developmental state, we cannot predict the outcome of an experience. 

(Stuart, 2012, p. 87) 

 

Although the IDI is the most widely used assessment in study abroad, it is focused on 

individual identity development—specifically, the development of intercultural 

sensitivity and an individual’s worldview considering cultural difference (Bird & 

Denial

Polarizatio
n

Minimization

Acceptance

Adaptation

Intercultural Mindset 

Monocultural Mindset 
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Stevens, 2018). While this identity development can be understood as intercultural 

competence, the assessment does not align with global leadership development 

models like the Global Competency Inventory (GCI) and the Intercultural 

Effectiveness Scale (IES).  

Types of study-abroad experiences 

Study-abroad programs are typically categorized into two types: low-road and high-

road experiences. While distinct, not every program is wholly one of the other. Under 

low road models, “universities and programs send college students into the world, 

with little preparation, for culturally thin experiences” (Hovey & Weinberg, 2009, p. 

36). Behaviorally, students exert minimal effort to learn languages or customs, they 

travel in large groups, and they are taught in American-only classrooms with no local 

students. In contrast, high-road study-abroad programs are “developed to ensure deep 

cultural and linguistic immersion” (Hovey & Weinberg, 2009, p. 37). Students are 

oriented to understand and respect local customs and are encouraged to take 

responsibility for projecting a positive image of Americans. Structurally, these 

programs include family stays and incorporate ways for students to give back to the 

local community they are living in. In addition, students are taught by local staff 

alongside local students to foster connections both inside and outside of the 

classroom. 

 

According to Hovey and Weinberg (2009), high-road experiences have four 

principles: 

1. Commitment to scale and access. 
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2. Emphasis on exposing students to less-traveled, less-understood destinations 

and themes. 

3. Plans for student “reentry” and opportunities for lifelong engagement. 

4. Commitment to reciprocity. 

The length of the study-abroad program, the location of the program, and the cost do 

not necessarily dictate if an experience will be high or low road. Rather, program 

designers should be mindful of the principles outlined above and be guided by the 

outcomes of deep cultural and linguistic immersion. 

Critiques of study abroad 

The increased interest from students and institutions about study abroad is a double-

edged sword. While the influx of participants has fueled the democratization of study 

abroad, it has also generated criticism that the experiences students have had in recent 

years are diluted compared to the past. It has generated a discussion around the future 

of study abroad (R. Lewin, 2009)—must it return to the elite and closed programs of 

the past, or is it doomed to an inevitable future as commercial travel that teaches 

students to be global consumers instead of learners?  

 

One perspective argues that all students should be required to study abroad to see the 

globe as the context for their lives. “If we are to really foster global civil society and 

citizenship, we must not only get students, and their teachers, out of their societies of 

origin for a significant part of their education, but we must also work to get consumer 

culture out of students and their teachers” (Skelly, 2009, p. 28). 
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Study abroad has the potential to become a “living laboratory for leadership students 

to delve into a unique, powerful cultural experience and share a deep learning about 

leadership through immersion and reflection” (Montgomery & Arensdorf, 2012, p. 

67). Unfortunately, study-abroad programs do not always integrate opportunities for 

students to develop these competencies. Simply relying on cultural immersion and 

operating on the assumption that learning is taking place is not acceptable. To really 

ensure students are maximizing their study-abroad experiences, educators must 

intentionally structure programs to have interventions and reflection around the core 

outcomes. One powerful way to do this is through incorporating service learning into 

the experience. 

Service Learning 

Defining service learning 

Service learning is defined in the following way: 

A course-based, credit-bearing education experience in which students 

(a) participate in an organized service activity that meets identified 

community needs, and (b) reflects on the service activity in such a way 

as to gain further understanding of course content, a broader 

appreciation of the discipline, and an enhanced sense of personal 

values and civic responsibility. (Bringle & Hatcher, 2009, p. 9)  

 

International service learning takes place in locations outside of the country of origin 

and is the combination of service learning, study abroad, and international education 

drawing on the strengths from each strategy (Bringle & Hatcher, 2011). Here one can 
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already see the overlap between study abroad and service learning in the creation of 

the subfield of international service learning (ISL) (Plater, 2011). 

 

According to Plater (2011), there are three types of ISL: service learning abroad, 

international service learning at home, and service learning in the United States by 

students from abroad. Service learning abroad extends the experiences of domestic 

service learning to other nations and to their respective communities and 

organizations. Built upon existing programs and relationships, ISL at home leverages 

opportunities domestically where students can engage in service. Sometimes faculty 

use technology to connect the served population and the home population so students 

see connections, which can result in ISL projects overseas that are sustained over 

time. Service learning in the United States by students from abroad is not as familiar 

or widespread; international students serving can be made international for American 

students by having them visit their counterparts abroad for similar experiences as part 

of an exchange program. 

 

Service learning is an academic activity. Service learning activities are selected 

because they are educationally meaningful and reciprocally identified with the 

community partners. Service-learning course design must integrate structured 

reflection activities into the experience—service learning without reflection is simply 

volunteering. International service learning is a pedagogical intervention and can be 

understood as a strategy. “Doing service learning becomes the framework within 
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which to understand the linkage across teaching, learning, and research in the higher 

education classroom and local community” (Butin, 2010, p. 17). 

 

While context matters, the service-learning literature is consistent in its definition and 

outcomes, regardless of whether the service learning is taking place globally or 

domestically. It is “socially consequential,” as Butin (2010) described it: “all 

outcomes of the service-learning process, no matter how great or small, have impact 

in and on the world” (p. 18).  

Service learning’s theoretical grounding 

For over 20 years, the scholarship on service learning has built upon the work of 

educational theorists who laid the foundations and explored the potential of 

experiential learning (Dewey, 1910, 1938; Freire, 1993; D. A. Kolb, 1984; K. Lewin, 

1946; Piaget, 1936). In Dewey’s (1938) seminal work, Experience and Education, he 

championed the progressive education ideals of experience, experiment, and 

purposeful learning. Dewey laid the foundation for the development of experiential 

learning theory. Soon after, in the late 1940s, K. Lewin (1946) coined the term 

“action research” and wrote on the topic within the context of organizational 

development. Action research involves a series of steps that begins with identifying a 

general idea followed by taking a step and evaluating, taking another step, then more 

evaluation. The process mirrored Dewey’s (1938) learn-by-doing experimentation.  
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Swiss clinical psychologist Piaget (1936) brought a constructivist perspective to 

experiential learning and connected it to childhood development in his model of 

learning and cognitive development. Piaget saw individuals as traveling through 

stages. When individuals are young, they create mental constructs of the world 

around them. These schemas build their knowledge base, and moving along in 

development requires learned adaptation to refine schemas. 

 

In 1984, Kolb’s book Experiential Learning: Experience as the Source of Learning 

and Development outlined learning as “the process whereby knowledge is created 

through the transformation of experience” (D. A. Kolb, 1984, p. 38). Building on the 

foundation laid by Dewey (1938), K. Lewin (1946), and Piaget (1936), Kolb (1984) 

developed a holistic model of the experiential learning process. The theory is built on 

six propositions:  

1. Learning is best conceived as a process, not in terms of outcomes. 

2. All learning is relearning. 

3. Learning requires the resolution of conflicts between dialectically opposed 

modes of adaptation to the world. 

4. Learning is a holistic process of adaptation to the world. 

5. Learning results from synergetic transactions between the person and the 

environment. 

6. Learning is the process of creating knowledge. (A. Y. Kolb & Kolb, 2005, p. 

198) 
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According to Kolb (1984), learning is a four-step process. All learning begins with a 

concrete experience, which leads to a period of reflective observation. Individuals 

begin to engage in abstract conceptualization of their learning, which leads to active 

experimentation providing more concrete experiences. Figure 6 illustrates how the 

experiential learning cycle is conceptualized. 

 

Source: Adapted from D. A. Kolb, 1984, p. 21  

Figure 6. Kolb’s Experiential Learning Cycle.  

 

From this cycle, Kolb (1984) then identified four types of learners. Divergers prefer 

to perceive information through concrete experiences and process through reflective 

observation; assimilators prefer abstract conceptualization and reflective observation; 

convergers prefer abstract conceptualization and active experimentation; and, finally, 



52 

 

accommodators prefer to perceive information through concrete experiences and 

process through active experimentation (A. Y. Kolb & Kolb, 2005). 

 

While service learning is grounded in the work of educational theorists, there are a 

number of related theories and disciplines that contribute to the understanding of the 

phenomena and practice. Freire (1993) brought a new politics and power dimension 

to the experiential learning concept of education. He believed that education in itself 

is a political act, and teachers and students alike must awaken to this reality. Freire’s 

(1993) contribution stands as a reminder of the importance of creating community in 

service learning through the creation of non-hierarchical relationships.  

 

Service-learning-specific frameworks and process models also exist in the literature. 

Transformational Learning Theory emerged from adult education (Mezirow, 1978, 

1991) and led to the development of a Transformative Service-Learning Model 

(Kiely, 2005). This model was based on longitudinal research and describes how the 

process of transformational learning in terms of non-reflective and reflective 

dimensions. Roldan, Strage, and David (2004) built a framework drawing on human 

development, experiential learning, constructivism (Piaget, 1985), and business and 

management theories. Aronson et al. (2005) have also developed a process model of 

service learning drawing on cognitive psychology, neuroscience, and the lengthy 

service-learning literature. 
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Much has been written about service learning, and the practice draws on a variety of 

disciplines, most notably education and the social sciences. Despite the abundance of 

publications, there is a dearth of high-quality qualitative, empirical research (Kiely & 

Hartman, 2011). Nevertheless, there are several assessments employed to attempt to 

assess student development and learning. An overview of these assessments continues 

in the next section, followed by perspectives and critiques on service learning as a 

practice. 

Service learning assessment 

The most prominent type of assessment in service learning is overwhelmingly 

qualitative in nature and consists primarily of descriptive case studies of individual 

programs and outcomes. There are advantages to using quantitative designs in the 

research methods to contribute to understanding both “why particular outcomes 

occurred and the net impact of the program intervention” (Bringle, Hatcher, & 

Williams, 2011). Table 5 summarizes the variety of scales used in service-learning 

research to assess individual learning and development through program experiences. 
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Table 5. Self-Report Scales in Service Learning 

 

Scale Name Measure Studies 

Intercultural Adjustment 

Potential Scale 

Intercultural adjustment Matsumoto et al. (2001) 

Inventory for Assessing 

the Process of Cultural 

Competence Among 

Healthcare Professionals 

Cultural competence Transcultural C.A.R.E. 

Associates (2017) 

Multicultural Competency 

Inventory 

Multicultural 

competencies 

Sodowsky, Taffe, Gutkin, 

and Wise (1994) 

Intercultural 

Competencies for 

Counseling 

Intercultural 

competencies 

Pedersen, Draguns, 

Lonner, and Trimble 

(2007) 

Global Perspective 

Inventory 

Cognitive, intrapersonal, 

interpersonal 

development 

Braskamp (2008) 

Civic Values Scale Civic responsibility Myers-Lipton (1998) 

Community Service Self-

Efficacy Scale 

Self-efficacy Reeb, Katsuyama, 

Sammon, and Yoder 

(1998) 

Social Responsibility 

Inventory 

Social responsibility Markus, Howard, and 

King (1993) 

Source: Adapted from Bringle, Hatcher, & Williams, 2011 

 

Domestic service learning has provided a wide variety of empirical documentation of 

its value to students, institutions, and communities; however, much of the 

international service-learning literature is not “empirical, cumulative, or theory-based 

while descriptions of the programs, activities, nuts and bolts, and rationales for 

[international service learning] are plentiful” (Kiely & Hartman, 2011, p. 303). The 

lack of high-quality qualitative and empirical research has two notable implications 
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for researchers: a limited pool of prior research designs and robust analysis, and a 

limited knowledge base around best practices, effective programming, and useful 

theory (Kiely & Hartman, 2011). Future ISL research would benefit from an 

increased quality of empirical research situated in the extant literature, an expanded 

and diversified methodological approaches with rationale, and the use of 

interdisciplinary theoretical approaches.  

Perspectives on service learning 

Butin (2010) put forth four perspectives on service learning to clarify what is possible 

to achieve in the field of service learning. These four areas include technical, cultural, 

political, and antifoundational. From a technical perspective, service learning has 

been linked to personal, social, and cognitive student outcomes. Studies have pointed 

to the development of personal efficacy and moral development, social responsibility 

and civic engagement, and academic learning (Astin & Sax, 1998; Astin, Sax, & 

Avalos, 1999; Eyler & Giles, 1999). The cultural perspective puts meaning-making 

front and center to the individual’s experience. The political perspective examines 

power, legitimacy, silenced perspectives, and negotiations over neutrality/objectivity. 

Described as both potentially transformative and repressive, the political perspective 

encourages a “reflexive and critical stance toward the foundations and implications of 

service learning” (Butin, 2010, p. 11). The antifoundational perspective aims to 

disrupt our unrecognized assumptions and boundaries to change how we originally 

see the world. It does not make any assumptions about the positive or negative effect 

of service learning. 
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Effective service-learning programs are characterized by the wingspread principles, a 

set of principles developed through a two-year process involving more than seventy 

organizations (Jacoby, 2015). The process was initiated by the National Society for 

Experiential Education, and the principles serve as a guide for the development of 

service-learning initiatives. The ten principles are listed below: 

1. An effective program engages people in responsible and challenging actions 

for the common good. 

2. An effective program provides structured opportunities for people to reflect 

critically on their service experience. 

3. An effective program articulates clear service and learning goals for everyone 

involved. 

4. An effective program allows for those with needs to define those needs. 

5. An effective program clarifies the responsibilities of each person and 

organization involved. 

6. An effective program matches service providers and service needs through a 

process that recognizes changing circumstances. 

7. An effective program expects genuine, active, and sustained organizational 

commitment. 

8. An effective program includes training, supervision, monitoring, support, 

recognition, and evaluation to meet service and learning goals. 
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9. An effective program insures that the time commitment for service and 

learning is flexible, appropriate, and in the best interests of all involved. 

10. An effective program is committed to program participation by and with 

diverse populations. (as cited in Honnet & Poulen, 1989) 

From these principles, one can see that the real learning in service learning does not 

necessarily come with the experience itself, but from the reflection that takes place 

during and after the experience. Another emphasis in the ten principles is the idea of 

reciprocity—that “the service learning should be designed with the community to 

meet needs identified by the community” (Jacoby, 2015, p. 4). Careful program 

design that embeds reflection, goals and responsibilities, and long-term sustainable 

partnerships is essential for the ideal service-learning experience. The wingspread 

principles were the first time leadership outcomes were explicitly stated within the 

intentional design of service learning. 

Social justice focus of service learning 

Service learning is often understood as existing on a continuum of social justice. 

According to Morton (1995), the work individuals engage in along the continuum can 

be described as either thin or thick. At the thin end exist charitable efforts and 

volunteerism. Thin service tends to be limited in time or episodic with little attempt 

made by individuals to understand or affect the structural causes of the issue they are 

addressing. There are some scenarios where this is critical, such as immediate 

response in disaster or crisis situations. Outside of these examples, thin service may 

also be direct service to address immediate needs, like building homes or wells. These 
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efforts may become thick service should those who are doing the service strive to 

understand and change the root causes of the issues. The way to do this is through 

engaging the community where the service learning is taking place and building 

relationships though dialogue that empower those in the community being 

immediately affected to advocate for themselves. Ultimately, service learning that 

seeks to achieve social justice works collaboratively with those affected to remove the 

barriers and systemic issues that make the service necessary. 

Critiques of service learning 

Service-learning practice and scholarship exists with the assumption that both the 

process and outcomes of service learning are universally beneficent to not only 

participants, but also community partners and universities (Butin, 2010). This 

foundational assumption has been challenged as studies have documented cases of 

harmful outcomes linked to service learning.  

 

The concern of service learning as cultural imperialism is also present in the 

literature. The demand for international service-learning programs has led to 

individuals going abroad who do not make efforts to become fluent in the foreign 

language and do not fully appreciate the host culture. Their actions can potentially do 

more damage than good in host cultures (Lutterman-Aguilar & Gingerich, 2002). 

 

An additional critique calls into question the notion that service learning is a 

transformative practice. Butin (2010) explored this critique concisely: 
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Service-learning is in a double bind. If it attempts to be a truly radical 

and transformative (liberal) practice, it faces potential censure and 

sanction. If it attempts to be politically balanced to avoid such an 

attack, it risks losing any power to make a difference. At the root of 

this double bind and the reason it cannot escape from this dilemma is 

that service-learning has positioned itself as a universalistic and thus 

neutral practice. (p. 36) 

 

The issue here is that no statements or positions are value-free. For service learning to 

claim to be a universal practice available to all, it must shed its liberal trappings as 

presently conceptualized and enacted. 

 

Service learning as experiential activity is subject to many variables and is never a 

transparent activity that accomplishes exactly what it is designed to do. This critique 

is simply a result of the nature of learning outside of the classroom. Nevertheless, it is 

an important critique to keep in mind, particularly when designing programs and 

assessments. 

Intersections and New Directions 

Intersections 

This section will explore how these three separate fields intersect across theory and 

practice.  

The “sometimes, but not always” partners of study abroad and service learning 

Study abroad, service learning, and international service learning are not one in the 

same; however, I posit that these three are actually closer than we think. There are 

some issues about how institutions think about the power of study abroad. When it 
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comes to the wider campus conversations about internationalizing campuses, the 

“civic engagement literature is still almost entirely focused on the domestic U.S. 

communities of students or the university neighborhood” (Hovey & Weinberg, 2009, 

p. 39). Study abroad is rarely, if ever, associated with the civic engagement literature. 

Despite study abroad not always being rooted in the experiential education aspect, 

study abroad and experiential education (particularly international service learning) 

are “natural partners because they share the common goal of empowering students 

and preparing them to become responsible global citizens” (Lutterman-Aguilar & 

Gingerich, 2002, p. 46).  

 

It is important to note here that not all study abroad is international service learning. 

Study abroad, however, becomes international service learning “when the community 

is the medium and service activities are the mode of communication and interaction 

with the community” (Plater, 2011, p. 38). 

Service-learning and leadership development 

Service learning has been the topic of much research; however, there is little 

scholarship on designing service-learning programs to intentionally develop 

leadership competencies. The exception to this is international service-learning 

research that has emerged within the last two decades. 

 

The International Partnership for Service Learning and Leadership (IPSL) formed as 

an organization to support the research and evaluation on the impact of service-
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learning programs in the early 1980s. Since its inception, IPSL has developed 

programs that have met outcomes in the area of leadership, including adaptability and 

resourcefulness, ability to look at old problems with fresh eyes, and recasting familiar 

issues in light of broader experience (N. C. Brown, 2011). All of these characteristics 

are fundamental to a lifetime of leadership and community engagement. 

 

One potential framework, advocated by Seemiller (2016), has suggested a five-step 

process for creating a service-learning program centered on the use of leadership 

competencies. The five steps include selecting the leadership competencies, selecting 

an appropriate form of service learning, consulting with community partner(s), action 

and reflection, and assessment. While a thoughtful framework with potential for 

adaptation to international service-learning programs that focus on global leadership, 

the question of what the leadership competencies should be remains.  

 

To date, there have been numerous studies attempting to reveal what works and what 

does not work in global leadership education. To address the challenge of a lack of 

agreed-upon competencies, studies have sought to identify global leadership 

outcomes for undergraduates (Boyd, Moore, Williams, & Elbert, 2011; Forbes, 2014). 

They have also sought to facilitate the development of global leadership skills 

through the use of study abroad with added features, including special assignments 

(Montgomery & Arensdorf, 2012; Sandlin, Odom, Lindner, & Dooley, 2012), 

personal growth plans (Niehaus et al., 2012), collaborative field work (Sroufe, 
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Sivasubramaniam, Ramos, & Saiia, 2014), and service learning (Engberg, 2013; 

Engberg & Fox, 2011). Despite the interest and research around the implementation 

of these programs, the variety of formats and variance in measures and outcomes 

continues to cloud the waters of understanding. 

Study abroad and global leadership 

There is significant potential for study-abroad programs to be leveraged for global 

leadership outcomes, but very few actually do (Engberg, 2013; Niehaus et al., 2012). 

The development of study-abroad programs that include international service learning 

has highlighted the possibilities for leadership development through civic engagement 

and global citizenship outcomes. Although intercultural competencies are not 

synonymous with global leadership competencies, they do represent a significant 

portion of the competencies listed in global leadership models (Lokkesmoe, 2009). 

Therefore, educators seeking to advance global leadership outcomes should look to 

international service learning as a key element in program design. Coupled with other 

strategic programmatic structures, such as the incorporation of study-abroad programs 

in less familiar locales (Che et al., 2009), students can be challenged to the point of 

constructive disequilibrium within the context of a relatively safe, structured 

experience providing fertile ground for global leadership development. 

New directions 

The three fields explored in this review are each unique but overlap in significant 

ways. The relationships between all three are shown in Figure 1 at the beginning of 

this chapter.  
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At the heart of all three is the idea that components of both study abroad and service 

learning can be leveraged for the development of global leadership competencies. 

Recent research on the use of ISL by firms has revealed programs to have high-

impact potential to develop global leadership competencies (Pless et al., 2011; Stahl, 

Pless, Maak, & Miska, 2018). Most study-abroad programs have outcomes centered 

on the development of intercultural competencies, a core competency for global 

leadership, yet not the only competency. Service learning, particularly international 

service-learning pedagogy, has long sought to develop skills and competencies that 

overlap with global leadership development. Both study abroad and service learning 

share an interest in mutually beneficial and reciprocal partnerships to successfully 

deliver well-constructed “high road” and “thick” experiences. Both also have shared 

theoretical foundations in educational theories, particularly experiential learning 

theory. 

 

The challenges in bringing these three fields together are in organizing and examining 

how competencies overlap and where there are deficiencies in theories and models 

that can be addressed through others. The literature for study abroad has noted 

emerging agendas for study abroad in other disciplines; however, leadership 

development or global leadership development is not included. Despite this omission, 

the use of service learning is included and seen as a means of generating, 

documenting, and providing a basis for assessment. Herein is the opportunity to 
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examine how all three areas can support the development of global leadership 

competencies. 

 

There is much work to be done in the area of global leadership, particularly around 

the development of global leadership in the college experience. There are currently no 

models of global leadership development for students; however, some progress has 

been made in developing frameworks for programs that may contribute to the 

development of global leadership competencies.  

 

There is an opportunity here to bring together the literatures on student leadership 

development and global leadership towards a student leadership model that focuses 

on the global. The two fields have similarities in their assumptions, competencies, 

and developmental strategies. What is needed is a comprehensive mapping of the 

similarities and differences between the two fields. This would be a good first step in 

the direction of developing a model for socially responsible global leadership 

development in college students. 

 

Another direction to explore is how global leadership development may occur in 

students through their study-abroad and international service-learning experiences. 

The rough model illustrated in Figure 7 brings together the literature on service 

learning, the development of global citizenship, and the remapping process of global 

mindset. 
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Source: Adapted from Black & Gregerson, 2000; Butin, 2010; Che et al., 2009 

Figure 7. The Cycle of Global Leadership Development 

 

This process model would cycle continuously; however, every time an individual 

goes through the process, they would advance to a new level of development to build 

on the one prior. This progression is present in many of the cumulative models of 

development, like the Pyramid of Global Leadership Competencies, the Intercultural 

Development Continuum, and the Leadership Identity Development model. 

 

Ultimately, the outcomes for study abroad, service learning, and global leadership 

need to go beyond seeking economic competitiveness and supplying the global labor 

market and move toward socially responsible individuals who understand their 

connectedness with the world.

Individual is confronted 
with disruption through 
service-learning (Butin, 

2010)

Individual experiences 
constructive 

disequilibrium 
(Che et al., 2009)

Individual reflects and 
engages in mental 

remapping (Black & 
Gregerson, 2000)
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Chapter 3: Research Methods 

Overarching Intent 

The overarching intent of this study was to take an interdisciplinary approach to 

investigate what experiences influence intercultural competency growth during study-

abroad trips and how do those experiences impact the development of competencies 

required for the development of global leadership expertise. To achieve this, the 

researcher drew on the literature of global leadership and higher education—

specifically, study-abroad, service-learning, and student-leadership development—

and intentionally designed a methodological approach that leveraged the strengths 

and addressed critiques of prior empirical studies. At the highest level, assessment in 

study-abroad, service-learning, and leadership development is embedded in the larger 

picture of assessment in higher education. This context underlies and informs the 

design of the current mixed method study. 

 

Historically, the most prominent model of assessment in higher education has been 

Astin’s (1977) Input-Environment-Output (I-E-O) model, which was subsequently 

expanded by Pascarella (1985). The I-E-O model requires researchers to examine the 

combination of two aspects of a students’ experience: the inputs (I) from their 

precollege life, and the environment (E) within which students interact while in 

college. These inputs combine and add up to the learning, or outcome (O), from the 

educational experience. While the I-E-O has been a long standing model in 

examining the entire college experience and a useful way to conceptualize 
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development, it does not address how students may be affected by shorter, more finite 

experiences during college, including study abroad or service learning (Salisbury, 

2015). Simply put, the I-E-O is a good foundation but is not sufficient to study the 

multilayered and complex student development process. This is a process best 

examined with a tailored approach; therefore, this study sought to use a model with 

the ability to address both student development and global leadership competency 

development: the Global Leadership Expertise Development model (GLED). 

 

The GLED model served as the guiding theoretical model for this study. Although 

several studies have examined specific relationships incorporated within it, the full 

model has yet to be tested. Like the I-E-O, this model begins with antecedents (I) that 

include individual characteristics, cultural exposure, global education, and project/job 

novelty, which lead to the development of levels of global expertise (O) mediated by 

a transformational process (E)—in this case, study abroad or study abroad with a 

service-learning experience. Unlike the I-E-O, the GLED specifically addresses 

global leadership development through experiences, encounters, decisions, and 

challenges in a graduated cycle that result in an individual’s advancement on a 

continuum of global leadership expertise. Figure 8 illustrates the GLED model put 

forth by Osland and Bird (2018). 
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Source: Adapted from Osland & Bird, 2018 

Figure 8. A Model of Global Leadership Expertise Development 

 

In seeking to capitalize on their shared emphasis on the transformational process, this 

study took the antecedents of the GLED model (individual characteristics, cultural 

exposure, global education, and project/job novelty) and gathered in-depth 

background experiences from participants through semi-structured interviews to 

examine how the antecedents may influence an individual’s intercultural competency 

growth. Participants were specifically asked about their background and upbringing 

and were encouraged to share stories of previous cultural exposure to cross-cultural 

situations and other languages to align with the cultural exposure antecedent. 

Information about experiences related to their global education from academic 

experiences as well as prior experience with multicultural teams or with projects that 
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have a global scope aligned with global education and project/job novelty. The 

individual characteristics antecedent in the GLED model considers entry-level or 

base-level global leadership competencies, so the use of the Intercultural 

Effectiveness Scale (IES) was used to capture pre-departure measurements. 

Additional data collection points through the experience focused on experience 

highlights, challenges, and reflections on personal growth to explore the 

transformational process. After the experience, semi-structured interviews asked 

participants to reflect on their experiences, growth, and key learning to draw 

connections to the GLED model outcomes. The use of the survey instrument 

supplemented the understanding of how the experiences connected to the global 

leadership competency development. 

Context 

Study-abroad program features 

The current study examined participants in one 32-day, language-focused study-

abroad program in Costa Rica during the summer semester of 2017. Study-abroad 

programs lasting less than a semester or one year are defined as short-term; however, 

the models for short-term programs are diverse and abundant (Chieffo & Griffiths, 

2009). To clarify the context of this study, this section will outline the specific 

program structure and features. 

 

The Costa Rica program at the host institution was established approximately 25 

years ago and has run as a faculty-driven summer program annually since its 
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inaugural year. The program’s host institution offers access to a regional consortium 

of institutions that send their students. The host institution assigns two faculty 

directors to lead the program, and a third director from a consortium institution is 

invited to co-lead. Program directors rotate each year. 

 

As a faculty-driven program, the faculty directors are responsible for maintaining the 

curriculum, recruiting students, selecting participants, teaching the culture and 

civilization course, planning and facilitating the orientation, making in-country 

arrangements with the language academy and tour vendors directly, and overseeing 

the learning and wellbeing of student participants during the trip. The language 

academy partner teaches the in-country language courses, provides access to 

transportation if needed, provides host families for homestays, and liaises with the 

faculty directors in case of emergencies. 

 

The study abroad has a course syllabus with detailed information about course 

materials, participation requirement and expectations, grading, on-site cultural 

excursions, and assignments. See Appendix C for the full syllabus and calendar of 

activities and excursions. 

 

The culture and civilization course description is as follows: 

A survey of the culture and civilization of Costa Rica. Topics covered 

will include the arts, geography, environment, history and social and 

political institutions of Costa Rica. Attendance at Orientation lectures 

and activities as well as hands-on experiences are required. 
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The course objectives are the following: 

• Identify the key features of Costa Rican geography and identify representative 

flora and fauna of various ecosystems. 

• Discuss the most important environmental issues in Costa Rica and their 

impact on the economy, society and politics of the country. 

• Identify and discuss the most important events and movements in Costa Rican 

history from Pre-Columbian times to the present and analyze their global 

consequences. 

• Identify current political structures and trace their development and history.  

• Identify and discuss key cultural-sociological aspects of Costa Rica and 

compare and contrast them with those of other societies. 

• Identify the most important periods, currents, and works in Costa Rican art 

and literature and discuss them in their Latin American and global contexts.  

 

There were a total of 16 required assignments and 300 possible points in the grading 

scheme. Numbers 7, 8, 9, and 13 were afternoon group field trips. Numbers 10, 11, 

12, and 14 were whole-day or weekend-overnight group trips to other parts of the 

country.  

1. Pre-trip Activities       20 

2. Open Book Test       45 

3. Quiz: Living in Costa Rica      20 

4. Intercultural Effectiveness PRE-Assessment    20 
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5. 4 Region Reports       40 

6. Intensive Orientation Seminar            20 

7. Café Britt/Heredia- Cultural Summary    10 

8. National Theater- Cultural Summary     10 

9. Gold or Jade Museum-Cultural Summary    10 

10. Atlantic Watershed- Cultural Summary    10 

11. Poás Volcano and La Paz Waterfall Gardens- Summary  10 

12. Diquis Region (Manuel Antonio)- Cultural Summary  10 

13. National Museum- Cultural Summary     10 

14. La Fortuna /Arenal- Cultural Summary    10 

15. Cultural Short Activities      30 

16. Intercultural Effectiveness POST-Assessment   25  

Total:  300 

 

The syllabus contained a guide for writing cultural summary reports and reflection 

questions for participants to use as a guide. 

 

Number 15: Cultural Short Activities required students to complete 15 “challenges” 

from a list of 26 options on their own time while in country (see Appendix C for a 

complete list). The syllabus states the purpose of these short activities is to put 

students in contact with the Costa Rican people and culture. A few examples from the 

list include the following:  



73 

 

• Go to the Central Post Office. Find out how much it will be to send a postcard 

and a letter to the U.S. Go to the philatelic window. Ask if they have any 

Costa Rican stamps with turtles on them. 

• Go to the Automercado in Los Yoses, Plaza del Sol or any other location. 

Make a list of 5 canned and/or packaged goods you have never seen before. 

Buy a jar of jam made from typical fruit. Try it on your bread at breakfast. 

What do you think of it? 

• Visit the Central Market. Make a list of 3 kinds of fish (pescado), 3 vegetables 

(verduras o legumbres) and 3 fruits (frutas). Give the names in both Spanish 

and English. Buy one fruit with which you are not acquainted and try eating it. 

Give your impressions of the market and the fruit.  

Participants had one free weekend at the end of the program to plan their own 

activities or trips. Placing the free weekend as the last weekend allowed students to 

grow accustomed to living in Costa Rica and ample opportunity to explore options, 

speak with peers, and make travel arrangements either independently or with the 

assistance of the language academy. 

 

Program directors were on-call for the duration of the study abroad not only leading 

the excursions, but also acting as emotional support, learning facilitators, and crisis 

managers. Frequent updates and reports were communicated back to the host 

institution upon arrival in Costa Rica, throughout the program, and after the program 

returned to the United States. 
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Service-learning project experience 

The service-learning component of the program was added as a pilot in 2017. The 

service site was an orphanage located in a suburb of San Jose. The orphanage site was 

arranged through the language academy, which had a long-term relationship with the 

organization. The site opened by nuns in the early 1800s to care for abandoned and 

neglected children. The site had small group homes where children and one caretaker, 

often called “Tia,” reside. There was an administration building, several classrooms, 

and green spaces for the children to play. The organization is a not-for-profit and is 

funded by both governmental programs and private companies and citizens. 

 

The study-abroad program directors arranged two service dates, one week apart, in 

weeks 2 and 3 of the program for a total of 8 hours. Program directors arranged group 

transportation to and from the service site through the language academy. While at 

the site, participants sanded and painted two sets of playground equipment, organized 

storage buildings and moved supplies, cleared out old furniture from houses, played 

with children ages 0–10, and assisted the “Tia” of the baby house with feedings. 

Figure 9 shows photos of the service-learning site houses and Figure 10 shows a 

photo of participants presenting a gift of two baby monitors to the service site at the 

conclusion of the second service-learning visit day. 
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Figure 9. Photo of Service-Learning Site Houses 

 

 

Figure 10. Photo of Service-Learning Participants Presenting Gifts to Site 
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Method 

This study used a concurrent embedded design approach QUAL(+quan) to examine 

the experiences, service learning or other, that influence intercultural competency 

growth during study-abroad trips and to understand how these experiences impact the 

development of competencies required for the development of global leadership 

expertise. The embedded design is a mixed methods approach where the researcher 

combines the collection and analysis of both quantitative and qualitative data within a 

traditional quantitative or qualitative research design (Greene, 2007). A concurrent 

embedded design is one where the secondary data strand is collected alongside the 

primary data strand. In the current study, the secondary quantitative strand fulfills a 

supportive role to the primary qualitative strand, thus represented by the 

QUAL(+quan) notation. 

 

Grounded theory was the primary qualitative approach. The intent of a grounded 

theory study is to move beyond description and generate or discover a theory that is 

“grounded” in data from participants experiences a process (Creswell, 2013). The 

defining features of grounded theory include the following: 

• The focus on process or an action. 

• The development of a theory. 

• The use of memoing, or writing down ideas as data are collected and 

analyzed. 

• The use of interviews as primary means of collecting data. 
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• The analysis of data to follow patterns and categories. 

The current study incorporated a variety of qualitative data collection methods in 

addition to semi-structured interviewing to allow for triangulation of the data during 

analysis. These additional data points included pre-departure journals, video journals 

in-country, participant observation by the researcher, and observational field notes. 

These additional points will be discussed in detail in the following methodological 

design section. The embedded quantitative strand was a survey instrument, the 

Intercultural Effectiveness Scale (IES). The IES survey instrument will be fully 

detailed in the quantitative instrument section. 

 

The pragmatic nature of a mixed methods approach was ideal to examine the 

emergent nature of global leadership; however, there are challenges associated with 

using an embedded mixed method. Researchers must not only be skilled in both 

qualitative and quantitative methods, they must also make many decisions regarding 

the implementation, including how to embed the secondary strand, the timing of 

multi-strand data collection, a strategy for analyzing the two data strands, and 

integrating results to answer the research question or questions. Taking these 

challenges into consideration, an embedded mixed method approach provided a key 

advantage in this study by providing a third perspective on the participant experiences 

in addition to the interview data and the researcher observations. The ability to draw 

on the quantitative results through a survey instrument supplemented the qualitative 

strand towards a heightened understanding of the experiences and processes at the 
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individual and group level. Having a valid and reliable instrument to measure the 

degree and direction of change provided additional insight into what was going on 

inside the experience. The researcher was then able to consider how the experiences 

abroad fit together with the entirety of a students’ life experience. 

 

The most prominent type of assessment in service-learning programs is 

overwhelmingly qualitative in nature and is primarily descriptive case studies of 

individual programs and outcomes. Domestic service learning has provided a wide 

variety of empirical documentation of its value to students, institutions, and 

communities; however, much of the international service-learning literature is not 

empirical, cumulative, or theory-based (Kiely & Hartman, 2011). This was an 

opportunity for this study to contribute to the international service-learning literature. 

The four decisions 

Once a mixed methods approach was selected as the optimal path to addressing the 

research question, an additional four decisions were considered in the design 

construction: the relative priority of strands, the timing of strands, the level of 

interaction of both data strands, and the procedures for mixing (Creswell & Plano 

Clark, 2011). The selection of grounded theory as the primary approach emphasized 

the lived experience as the primary driver of the investigation and the overarching 

goal of developing a theory of the process. Due to the temporal nature of the 

experience, concurrent collection of data was selected to uniformly track the 

participant perspective before, during, and after. Qualitative data collected during the 
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study included semi-structured interviews before and after the experience, video 

journals at the midpoint, participant observation by the researcher over ten days 

during the trip, and researcher journaling. The quantitative survey strand, while 

collected concurrently, was brought together to interact with the qualitative strand 

during data analysis to inform the thematic analysis.  

Treatment 

Within the methodological design, a treatment was administered to the study 

participants. The treatment consisted of a pre-trip report generated by the IES 

assessment. It included personalized results and accompanying worksheets to assist 

participants in understanding their strengths and opportunities for growth. Participants 

were strongly encouraged, but not required, to complete the worksheets. During the 

video journals, participants were asked to reflect on their progress goals. At the 

conclusion of the study abroad and after students completed the post-trip assessment, 

a second report generated by the IES was sent to participants showing their post-trip 

results. Administering this treatment as part of the experience had two goals: to 

encourage students to take ownership over their own growth and development, and to 

emphasize the educational expectations of the study-abroad trip. 

Methodological design diagram 

Figure 11 illustrates the methodological design for the concurrent embedded 

QUAL(+quan) mixed methods study. 
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Figure 11. Diagram for QUAL(+quan) Embedded Mixed Methods Design 
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In the current study, the methodological design was modeled after a similar but 

reversed “QUAN (+qual) = enhance experiment” study. The diagram was inverted to 

emphasize the qualitative grounded theory as the primary method, and the 

quantitative data collection was overlapped with the primary process study. On the 

right is a methodological timeline of the data collection process and steps taken 

during analysis continuing through report drafting, validation, and finalization. 

 

Figure 12 details the concurrent procedure for both quantitative and qualitative data 

collection through the three collection points before, during, and after the trip 

experience. 

 

 

Figure 12. Concurrent Collection of Data Strands 

 

Data Collection Summary 

Data collection began in May 2017 and concluded in August 2017. The following 

artifacts were collected during the study:  

• 12 pre-trip written journals (approximately 3,600 words).  
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• 12 pre-trip Intercultural Effectiveness Scale results (10 measurements).  

• 12 video journals during the trip (207 minutes).  

• Participant observation notes with 10 accompanying photographs of service site 

(6,471 words). 

• Researcher journaling (3,089 words).  

• 12 post-trip qualitative interviews (471 minutes). 

• 12 post-trip Intercultural Effectiveness Scale results (10 measurements).  

 

Written pre-trip journals were scanned into digital format and uploaded to Atlas.ti 

coding software. All interviews were video recorded in person or online. For 

redundancy, audio recordings of all interviews were also created. Audio and video 

files were uploaded into Atlas.ti. During the field work, photos from the service site 

and the researcher’s observation and journal notes were collected and uploaded. After 

all data collection was completed, interviews and video journals were transcribed via 

transcription service and uploaded into Atlas.ti. All coding was completed using the 

audio and video recordings and matched against the transcribed text for accuracy. 

Sample Population 

The context of the research had several unique features that affect the sample 

population. The study-abroad program was administered by a single community 

college institution; however, the population of students participating in the study-

abroad experience included participants from the home institution and additional 

outside institutions who were part of a regional consortium drawing from rural and 
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suburban locations. The mix of students from rural and suburban locations is not 

uncommon as community college institutions must combine efforts to fill study-

abroad trips. This challenge is rooted in a larger issue of accessibility of study-abroad 

programs to community college students who trend toward mostly minority and lower 

income status and have historically been denied privileged educational opportunities 

(Frost & Latiner Raby, 2009). While all students who travel abroad may face 

prejudice because they are American, students of color and of lower socioeconomic 

status may also face additional issues of racism and discrimination during their 

experience. 

 

The sample population for this study was 12 community college students 

participating in one 32-day, language-focused study-abroad program in Costa Rica 

during the summer semester of 2017. In grounded theory studies, saturation is 

achieved when theoretical categories reach a point where additional data points would 

not reveal new patterns or properties (Glaser, 1978). This logic argues that the 

researcher should continue sampling and coding until theoretical saturation can be 

demonstrated in identified categories. There are a variety of challenges to this logic: 

quality of data that may supersede sample size (Mason, 2010), or research objectives 

may not seek to generalize findings (Bowen, 2008). Some researchers go as far as to 

reject the notion of saturation in grounded theory, citing it as a judgment, critiquing 

its value in developing theoretical categories, and characterizing it as imprecise (Dey, 
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1999; O'Reilly & Kiyimba, 2013; Wiener, 2007). There are also other practical 

considerations, such as time and money.  

 

In the current study, which did not seek to make large, generalizable claims and was 

time-bound with a finite amount of funding, the ideal sample size was established as a 

range from 10 to 15 participants to account for participant attrition. The sampling was 

conducted in a single stage as there was a very short period of five hours between 

recruiting participants and the first interviews. Information on all the participants was 

available at the time they arrived on campus for the in-person orientation. 

Additionally, the potential pool of participants was limited to 30 students 

participating in the study-abroad program, which would not have allowed multiple 

sampling stages. Charmaz (2014) pointed out the best way to avoid undermining the 

value and legitimacy of one’s analysis is to be open and honest about the realities of 

the field work and be willing to return to the data to code and recode as needed. This 

strategy was employed during the coding cycles and is discussed under the coding 

approach section. 

 

To recruit participants, the researcher sent an email communication invitation (see 

Appendix A), attended the in-person orientation, and gave a presentation on the 

research topic and goals. Potential participants were informed of the commitment 

required should they choose to participate in the study, and consent forms were 

provided at that time (see Appendix B). Participants for the cohort of 12 were 
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selected based on their interest in participating in the study. Participation in the study 

was not limited to only 12, but was left open-ended due to the uncertainty of 

participation levels. Table 6 shows a summary of the demographics of participants. 

Table 6. Summary of the Demographics of Participants  

Characteristic Category Frequency % 

Gender Male 

Female 

1 

11 

8.33% 

91.66% 

Age (years) 19 

20 

21 

25 

26 

28 

40 

47 

65 

1 

3 

2 

1 

1 

1 

1 

1 

1 

8.33% 

25% 

16.66% 

8.33% 

8.33% 

8.33% 

8.33% 

8.33% 

8.33% 

Nationality USA 12 100% 

Ethnicity Caucasian 

Latina / Hispanic 

African American 

10 

1 

1 

83.33% 

8.33% 

8.33% 

Bicultural Yes 

No 

5 

7 

41.66% 

58.33% 

Languages Spoken 

Fluently 

Native Language (1 language) 

Bilingual (2 languages) 

8 

4 

66.66% 

33.33% 

Education Level Some university coursework 

(including 2-year degrees) 

 

Completed university degree 

(e.g., B.A./B.S.) 

 

Some graduate coursework 

 

Other 

8 

 

 

2 

 

 

1 

 

1 

66.66% 

 

 

16.66% 

 

 

8.33% 

 

8.33% 
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Data Collection Timeline 

Figure 13 shows a visual representation of the data collection timeline used in the 

current study. 
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Participants 
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orientation 
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Figure 13. Visual Representation of the Data Collection Timeline, 2017 

 

Participants joined programs: January, 2017–April, 2017 

Participants were recruited to the summer study-abroad program in Costa Rica. 

Participants enrolled in two community college courses (seven total credit hours) as 

part of the study-abroad program: three credit hours in humanities culture and 
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civilization of Costa Rica course (completed prior to departure and in-country), and 

four-credit hours in an intensive Spanish language course (completed in-country). 

Course modules opened: April, 2017–May, 2017 

Course modules opened on the learning management system, and students completed 

pre-program assignments for the humanities culture and civilization courses. Pre-trip 

written journals were submitted prior to May 19, 2017. 

Participants attended orientation: May 19–21, 2017 

Participants attended an in-person orientation session. Participants were introduced to 

the quantitative survey instrument and completed the assessment during the 

orientation or prior to departure on May 24, 2017. Results were debriefed and 

participants were encouraged to create a personal growth plan in response to their 

assessment results. Thirteen students were recruited for semi-structured interviews 

that took place Saturday, May 20, 2017, and Sunday, May 21, 2017. One student 

dropped from the program on Monday, May 22, 2017, due to illness. 

Study abroad experienced: May 24–June 24, 2017 

Participants experienced the study-abroad program. Participants had the option to 

complete service learning as part of their program experience on June 7, 2017, and 

June 14, 2017. All 12 study participants opted to participate in the service-learning 

experience. From June 6, 2017, to June 15, 2017, participant observation and 

researcher journaling notes were collected. Video journals were recorded on June 12, 

13, and 14, 2017, on-site in Costa Rica to capture mid-point reflections. The post-test 

survey was administered the day prior to departure on June 23, 2017. The reason for 
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administering the post-test prior to the return to the United States is due to program 

participants dispersing upon arrival. 

Participants returned to United States: June, 2017-August, 2017 

Participants returned to the United States and their hometowns. Final semi-structured 

in-person or virtual interviews took place with the cohort of 12. Participants received 

final grades from both courses. There was no formal reentry program for participants. 

Many traveled from other parts of the state to join the program and there was no 

formal gathering post-study abroad. 

Qualitative Data Collection 

Pre-trip journal 

The development of the pre-trip journals was overseen by the study-abroad program 

directors in line with stated program outcomes (see Appendix C). Access to the 

written work for the 12 student participants was granted to the researcher; however, 

no input was provided by the researcher in the development of the questions. 

Participants were required to complete the readings listed below and submit a written 

journal a minimum of 250 words on four questions related to service. The readings 

are listed below: 

• Helmuth, C. (2000). Culture and customs of Costa Rica. Westport, CT: 

Greenwood Press.  

o Chapter 1: Unique in Latin America 

o Chapter 2: The Legacy of Social Reform 

o Chapter 4: Social Customs 
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• Mitchell, M. T., & Pentzer, S. (2008). Costa Rica: A global studies handbook. 

Santa Barbara, CA: ABC-CLIO.  

o Chapter 2: The Costa Rican Economy 

o Chapter 4: Society and Culture 

• Davis, A., & Lynn, E. (2006). The civically engaged reader: A diverse collection 

of short provocative readings on civic activity. Chicago, IL: Great Books 

Foundation. 

o “They’ll Say, ‘She Must Be from Another Country’”—Imtiaz Dharker 

o “What We Don’t Talk About When We Don’t Talk About Service”—

Adam Davis 

o “The Sweetness of Charity”—Maya Angelou 

Students were provided the following questions: 

• What are your goals and expectations of this service-learning experience? 

• What issues or causes are you interested in? 

• Do you have any questions or concerns about service learning or service 

learning abroad? 

• Have you served or volunteered in the past? What did you do? How do you 

think this experience might be similar or different? 

Interview and video journal protocols 

The interview protocols and the video journal prompts were developed by the 

researcher based on the Global Leadership Expertise Development (GLED) model 

(see Appendix D for protocols). The development and use of protocols allowed the 

researcher to have consistent data across all participants during each of the data 
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collection points, and it allowed the researcher to employ a second researcher to assist 

with data collection during Interview 1 and Interview 2. 

 

The goal in Interview 1 was to encourage the participants to think back on their past 

experiences abroad and reflect on why they decided to study abroad now. They were 

then asked about the following: 

• Previous cross-cultural experiences. 

• Cross-cultural experiences related to their academic studies.  

• Participation on multicultural teams. 

• Any work or experiences that had a global reach.  

These questions and embedded follow-up questions were designed to guide students 

through reflection and allow the researcher to explore the antecedents of the GLED 

model and expand on data points collected during the quantitative pre-test survey. 

 

During the video journal, students were provided a list of reflection questions and 

were asked to answer them independently without the presence of the researcher or 

other participants. This decision was made to encourage the free expression of 

thoughts and feelings around the experiences that may not have been shared in the 

presence of others. The questions were provided to the participants four days in 

advance so they had time to reflect and prepare their thoughts. The questions asked 

participants to do the following: 

• Identify a “highpoint experience” of the trip at the half-way point.  
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• Reflect on how they have stretched out of their cultural comfort zone.  

• Reflect on the first service-learning experience. 

• Reflect on their IES results and personal development plan. 

 

The final Interview 2 protocol revisited a “highpoint experience” from the last two 

weeks of the trip and the question about stretching out of their cultural comfort zone. 

Participants were then asked to reflect on the following: 

• The second service-learning experience, comparing it to the first. 

• Their overall study-abroad experience. 

Participant observation protocol and researcher journal 

The participant observation protocol designed prior to the study was used to guide the 

field notes taken during the service-learning experiences (see Appendix E). The 

incorporation of participant observation as one of the means of qualitative data 

collection was done for three reasons. The semi-structured interviews, video journals, 

and quantitative data collected via survey were self-reported. Participant observation 

is a way for researchers to mitigate self-report bias and triangulate findings to develop 

a more valid understanding. Additionally, it can serve as a means of reducing 

researcher bias, integrate observed behavior into a physical context, and give the 

researcher a direct connection to the phenomena of interest (Guest, Namey, & 

Mitchell, 2012). The final reason was due to the primary researcher’s past training 

and experience conducting participant observation as part of ethnographic research in 

the field of anthropology. 
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The protocol developed for this study included ten specific points of reflection for the 

researcher to note and track during the experience. The guidance of the protocol was 

used primarily during the service-learning activities. Due to the number of students 

participating in these activities and the multiple service locations at the site, a small 

pocket notebook was used—in lieu of a large protocol worksheet—to capture the 

essence of the participation as the researcher moved around the service site. After 

each service-learning experience, the researcher used the pocket notebook to expand 

the field notes to include all protocol points and additional observations. These field 

notes were typed into a document and uploaded to Atlas.ti for later use. 

 

In addition to the participant observation field notes, the researcher also kept a 

personal journal of thoughts and experiences for the remainder of the time in the 

field, a total of ten days. These journal notes included observations about participant 

interactions, events of note, reflections on the larger group context, and the role of 

program directors while doing the daily work of administering the program. These 

notes were woven into the context of the participant experiences during the coding 

process. 

Quantitative Data Collection 

Instrument 

At the center of this study was the investigation of global leadership development. 

Existing global leadership assessments focus on the development of intercultural and 
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global leadership competencies as the field of global leadership continues to seek an 

established definition and defined behaviors (Bird & Stevens, 2018). Nevertheless, 

there are 12 unique assessment tools available and in use. All, except for the Cross-

Cultural Adaptability Inventory, have moderate to high reliability and validity. Table 

7 shows a summary of each of the 12 assessment tools. 

 

The limiting factors considered to narrow the list were the following:  

• The validity and reliability of the instrument.  

• How closely the instrument measured competencies or development related to 

global leadership development.  

• If the instrument needed formal training to administer and interpret results.  

• How long a single assessment took the user.  

• Delivery method due to potential issues accessing reliable internet 

connections abroad. 

• The cost per person. 
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Table 7. Abbreviated Comparison of Intercultural and Global Leadership Assessment Tools 

 

Assessment Cost Time Required Delivery Method Dimensions Measured 

(subdimensions are italicized) 

Cross-cultural 

adaptability inventory 

$6-12 ~15 min. Online or paper and 

pencil 

Flexibility/openness, Emotional 

resilience, Perceptual acuity, Personal 

autonomy 

Global competencies 

aptitude assessment 

$20 ~20 min. Online Internal readiness 

Self-aware, willing to take risks, 

perceptive and respectful of diversity, 

open minded 

External readiness 

Globally aware, knowledgeable about 

world history, intercultural competent, 

effective across cultures 

Intercultural 

effectiveness scale 

$12 ~15 min. Online or paper and 

pencil 

Continuous learning 

Self-awareness, exploration 

Interpersonal engagement 

World orientation, relationship 

development 

Hardiness 

Positive regard, emotional resilience 

Intercultural 

development inventory 

$10 ~30 min. Online Denial, Defense, Minimization, 

Acceptance, Adaptation, Integration 
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Multicultural personality 

questionnaire 

N/A ~20 min. Online Cultural empathy, open-mindedness, 

social initiative, emotional stability, 

flexibility 

Intercultural readiness 

check 

$200 ~15 min. Online or paper and 

pencil 

Intercultural sensitivity 

Cultural awareness, attention to 

signals 

Intercultural communication 

Active listening, adjusting 

communicative style 

Building commitment 

Building relationships, reconciling 

stakeholder needs 

Managing uncertainty 

Openness to cultural complexity, 

exploring new approaches 

Cultural intelligence Variable ~20 min. Online CQ drive (motivational CQI) 

Intrinsic motivation, extrinsic 

motivation, self-efficacy 

CQ knowledge (cognitive) 

Cultural systems, cultural norms and 

values 

CQ strategy (metacognitive CQ) 

Awareness, planning, checking 

CQ action (behavioral CQ) 

Verbal actions, nonverbal actions, 
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speech acts 

Big five personality 

inventories 

$6-10 ~45 min. Paper and pencil or PC 

software 

Extraversion, Agreeableness, 

Conscientiousness, Neuroticism, 

Openness to experience 

Global mindset 

inventory 

$150 ~15 min. Online Intellectual capital 

Global business savvy, cognitive 

complexity, cosmopolitan outlook 

Psychological capital 

Passion for diversity, quest for 

adventure, self-assurance 

Social capital 

Intercultural empathy, interpersonal 

impact diplomacy 

Global competencies 

inventory 

$130 ~45 min. Online Perception management 

Nonjudmentalness, inquisitiveness, 

tolerance of ambiguity, 

cosmopolitanism, interest flexibility 

Relationship management 

Relationship interest, interpersonal 

engagement, emotional sensitivity, self-

awareness, behavioral flexibility 

Self management 

Optimism, self-confidence, self-

identity, emotional resilience, non-

stress tendency, stress management 
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Global executive 

leadership inventory 

$200 ~20 min. Online or paper and 

pencil 

Visioning, Empowering, Energizing, 

Designing and controlling, Rewarding 

and giving feedback, Team building, 

Outside orientation, Global mindset, 

Tenacity, Emotional intelligence, Life 

balance, Resilience to stress 

Global leadership online N/A ~15 min. Online Seeing differences 

Cultural self-awareness, inviting the 

unexpected 

Closing gaps 

Results through relationships, frame 

shifting 

Opening the system 

Expand ownership, develop future 

leaders 

Preserving balance 

Adapt and add value, core values and 

flexibility 

Establishing solutions 

Influence across boundaries, third way 

solutions 

Source: Adapted from Bird & Stevens, 2018, 
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After reviewing the existing literature on assessments, the instrument that best 

addressed the competencies of the Global Leadership Expertise Development 

(GLED) model and that best met the practical needs of administration was the 

Intercultural Effectiveness Scale (IES). Originally designed as a less comprehensive 

version of the Global Competency Inventory (GCI), the IES was specifically created 

to address the need for economy and ease of administration in a variety of contexts 

(Mendenhall, Stevens, Bird, Oddou, & Osland, 2012). 

 

The IES has three dimensions, and each dimension has two subdimensions: 

continuous learning (self-awareness and exploration), interpersonal engagement 

(world orientation and relationship development), and hardiness (positive regard and 

emotional resilience). Figure 14 shows how the dimensions and subdimensions are 

related. 
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Figure 14. Intercultural Effectiveness Scale Dimensions and Subdimensions 

 

Each dimension and subdimension competency is defined below in Table 8. 

Intercultural 
Effectiveness

Continuous 
Learning
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Awareness

Exploration

Interpersonal 
Engagement

World 
Orientation

Relationship 
Development

Hardiness
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Emotional 
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Table 8. IES Dimension and Competency Definitions 

 

Dimensions Definition 

Continuous learning How people cognitively approach cultural differences. 

Self-awareness Refers to the degree to which people are aware of: their strengths and weaknesses in interpersonal skills, 

their own philosophies and values, how past experiences have helped shape them into who they are as a 

person, and the impact their values and behavior have on relationships with others. 

Exploration Reflects openness towards and an active pursuit of understanding ideas, values, norms, situations, and 

behaviors that are new and different. 

Interpersonal Engagement The interest in learning about people from other cultures and ability to develop positive relationships with 

host-nationals. 

World Orientation The degree to which one is interested in and seeks to actively learn about other cultures and the people that 

live in them. 

Relationship interest The degree to which people have a desire and willingness to initiate and maintain relationships with people 

from other cultures. 

Hardiness The ability to effectively manage emotions and stress, along with the ability to view other cultures and people 

from those cultures in positive ways and to be nonjudgmental about ideas and behaviors that are new. 

Positive regard The predisposition to view other cultures and people from those cultures from a positive perspective 

Emotional resilience The extent to which a person has emotional strength and resilience to cope with challenging cross-cultural 

situations. 

Source: Adapted from Mendenhall, Stevens, Bird, Oddou, & Osland, 2012 
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The dimensions and subdimensions of the IES align with the antecedents of the 

individual characteristics of the GLED model. Table 9 shows the overlap of IES 

competencies with GLED antecedent characteristics. 

Table 9. Overlap of GLED Antecedent Characteristics with IES Competencies 

 

GLED IES 

Inquisitiveness 

Interest flexibility  

Self-awareness 

Self-identity  

Continuous learning 

• Self-awareness 

• Exploration 

Cosmopolitanism 

Interpersonal engagement 

Nonjudgmentalness 

Relationship interest 

Social flexibility 

Interpersonal engagement 

• World orientation  

• Relationship development 

Emotional sensitivity 

Emotional resilience 

Non-stress tendency Optimism 

Self-confidence 

Stress management 

Tolerance of ambiguity 

Hardiness  

• Positive regard 

• Emotional resilience 

 

Another advantage of the IES is that is has been used previously to examine 

intercultural competency development in study-abroad and service-learning 

experiences (Grass, 2014; Nguyen, 2017; Oberle, 2014). It also provides students and 

administrators valuable feedback with action items for personal growth to assist 

individuals in the transformational process. For these reasons, this study used the IES 

as a quantitative measure of intercultural competency within the GLED model. 
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Data Analysis Strategy 

The data analysis process followed the recommendations of Creswell and Plano Clark 

(2011): preparing the data for analysis, exploring the data, analyzing the data, 

representing the data analysis, interpreting the results, and validating the data. The 

concurrent data collection of the embedded mixed method design required analysis of 

the qualitative data strand during and after data collection. Although qualitative data 

was collected prior to departure, it was analyzed and interpreted after the post-test 

was administered at the end of the study. It was not used to inform any refinements in 

the recruitment process or to develop the intervention. This was due to the short 

amount of time between the in-person orientation and the departure of the first study-

abroad trip. The quantitative data collected via the IES was available as raw data and 

processed by the administrative features of the company that owns the assessment, 

the Kozai Group. The researcher downloaded the full reports directly from the Kozai 

Group. 

Coding Approach 

Charmaz (2014) described grounded theory coding in two phases: an initial phase 

examining each word, line, or segment, and a second phase of focused examination, 

where initial codes are sorted, synthesized, integrated, and organized. According to 

Saldaña (2009), coding is a cyclical act where each cycle moves the researcher from 

individual codes to categories, themes, concepts, meaning, and theory. Table 10 

outlines the wide variety of first and second cycle methods for coding qualitative 

data. There are six categories of first cycle or level one coding: grammatical, 
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elemental, affective, literary and language, exploratory, and procedural. The final 

category, titled “theming the data,” refers to the early process of assigning meaning to 

a recurrent pattern to be investigated further in later cycles. Second cycle or level two 

coding methods include pattern, focused, axial, theoretical, elaborative, and 

longitudinal. Selecting a coding approach or combining approaches depends on the 

nature and goals of each unique study; therefore, there is no single best approach. 

Table 10. First Cycle and Second Cycle Coding Methods 

 

First Cycle and Second Cycle Coding Methods 

First cycle coding methods 

• Grammatical methods 

o Attribute coding 

o Magnitude coding 

o Simultaneous coding 

• Elemental methods 

o Structural coding 

o Descriptive coding 

o In vivo coding 

o Process coding 

o Initial coding 

• Affective methods 

o Emotion coding 

o Values coding 

o Versus coding 

o Evaluation coding 

• Literary and language methods 

o Dramaturgical coding 

o Motif coding 

o Narrative coding 

o Verbal exchange coding 
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• Exploratory methods 

o Holistic coding 

o Provisional coding 

o Hypothesis coding 

• Procedural methods 

o OCM (outline of cultural materials) coding 

o Protocol coding 

o Domain and taxonomic coding 

• Theming the data 

Second cycle coding methods 

• Pattern coding 

• Focused coding 

• Axial coding 

• Theoretical coding 

• Elaborative coding 

• Longitudinal coding 

Source: Adapted from Saldaña, 2009 

 

In the current study, the guiding framework of the Global Leadership Expertise 

Development (GLED) model was the driving reason behind selecting a structural 

coding as the primary approach in the first cycle. Structural coding, an elemental 

method, is particularly suited for semi-structured methods of data collection that use 

data-gathering protocols because it applies a question-based code to initially 

categorize the data (Saldaña, 2009). The result was a list of codes with short memo 

descriptions that directly answered questions related to the research question and 

goals. In addition to structural coding, attribute codes were used to as descriptors for 

individual participants identifying their name, age, gender, race, ethnicity, and 

hometown. This approach was also selected due to the GLED model’s emphasis on 
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antecedents prior to the transformational process. Coding attributes allowed the 

researcher to quickly navigate participant information and categorize the data.  

 

During the second cycle of coding, an initial reading of the codes and memo 

descriptions was conducted to search for patterns and resulted in focused coding to 

develop major categories from the data. This mixed approach in the second cycle 

allowed the researcher flexibility to group together to analyze their commonality 

(pattern coding) and determine which significant initial codes could come together in 

major categories and subcategories (focused coding) to avoid the pitfall of coding to 

fit the categories or to fit a specific theory. As noted by Glaser (1978), data should not 

be forced or selected to fit pre-conceived or pre-existent categories or discarded in 

favor of keeping an extant theory intact. 

 

In the third cycle, the researcher used theoretical coding to reexamine the second 

cycle categories and subcategories. This approach was an appropriate next step 

toward grounded theory building as it connected the categories and began to construct 

meaning (Saldaña, 2009). Theoretical coding resulted in realizations that the reported 

experiences of participants were numerous and significantly varied and possibly 

linked to the complexity, affect, intensity, and relevance of antecedent experiences or 

personal attributes. This prompted the researcher to move into a fourth cycle of 

constructing analytic memos from interview and video journal transcripts, participant 

observation, and journaled notes. Each analytic memo included three parts: a 
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participant narrative written by the researcher from the participant responses, 

commentary that weaved in observations and journal notes, and a key themes section 

where the researcher listed concise thematic ideas of the entire memo (see Appendix 

F). 

 

In the fifth and sixth coding cycles, the researcher examined each memo using 

holistic coding to examine reported experiences in the larger context of the 

participant’s life experience. These codes were reconciled with the key themes noted 

in the analytic memos. In the sixth cycle, theoretical coding was again used to 

connect codes and construct meaning. As theoretic codes began to emerge, the 

researcher returned to original transcripts to ensure all reported accounts were 

included in the process.  

 

There were two significant benefits to the study by engaging in the fourth, fifth, and 

sixth coding cycle. As noted previously, the end of the third cycle yielded a diverse 

pool of responses that was challenging to bring together meaningfully since the 

responses were out of context. Engaging in cycles four, five, and six allowed the 

researcher to not only put the responses into context, but to also weave in additional 

data points collected via participant observation and journaling. 

Coding Process 

The initial coding took place at after all data were collected and uploaded to the 

Atlas.ti software. The rationale for using this strategy to code had both theoretical and 
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practical applications. While grounded theory research guides researchers to 

continuously collect and analyze data to determine, the data collection timeframe on 

the current study was condensed and did not allow sufficient time for analysis 

between data collection points. Furthermore, the protocols developed were uniformly 

administered by multiple researchers to ensure future replication, although each 

interview and video journal did end with opportunity for participants to add additional 

thoughts. When the data was coded in its entirety, it allowed the researcher to bring 

together thematic analysis, observations, and journal notes to reveal the entire 

participant experience. This strategy also avoided the possibility of coding to 

predetermined categories and discarding data that did not fit predetermined patterns. 

 

Each participant’s group of artifacts including the pre-trip journal, Interview 1, video 

journal, and Interview 2, was coded chronologically in one sitting. The first review 

produced 995 individual codes inside Atlas.ti. A generated report listed the original 

code and quotation. Each quotation was tagged with the participant name, the 

collection point, the protocol question, and the timestamp. Figure 15 shows the 

original coding document generated by the software. 



108 

 

 

Figure 15. Screenshot of Original Coding Document 

 

After the first cycle of coding was complete, codes were sorted according to 

collection phase and question. To expedite the sort, the printed report codes were 

physically cut into individual strips of paper and hand-sorted. The initial sort resulted 

in 119 individual categories and codes. A secondary sort reduced the number of 

categories to 81 with 250 individual codes. As codes came together, categories were 

hand-written on notes and attached to piles of codes clipped together thematically, as 

shown in Figure 16 and Figure 17.  
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Figure 16. Photograph of Coding in Process 
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Figure 17. Photograph of Coding Process in Cycle Two 

 

The codes were organized and refined in a document outside of Atlas.ti to facilitate 

the quick development of categories and subcodes. The second coding cycle 

narrowed the data, resulting in 62 categories, 263 individual codes, and 16 subcodes. 

A table of all categories, codes, and subcodes included numbering each category on 

the left, and numbering individual codes and subcodes inline within the document. 

Referring to a specific code would follow the numbering system in the document. For 

example, “Category 27: Code 2: Subcode 1” would lead to “Challenged their 

stereotypes (positive),” referring to comments from participants on how their 
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stereotypes about orphanages were challenged through the service-learning 

experience in a positive way. In the third cycle, the codes were updated in Atlas.ti to 

produce a final code report of 452 total categories, codes, and subcodes. Figure 18 

shows a screenshot of the recoding in process, and Figure 19 shows the final Atlas.ti 

coding report. 

 

Figure 18. Screenshot of Coding Document in Process 
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Figure 19. Screenshot of Final Atlas.ti Coding Report 

 

Intercultural effectiveness scale (IES) data report 

The raw IES data were downloaded directly from the Kozai Group in Microsoft Excel 

format. The study participants were extracted from the larger pool of participants to 

create a unique data set. Figure 20 shows an example of the data set imported into 

Microsoft Excel. 
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Figure 20. Screenshot of Master IES Raw Data Report 

 

The master set of study participants included all pre-test and post-test results. To 

examine changes in participants, the delta of each dimension and competency score 

was calculated in Microsoft Excel. These numbers were included in the master set as 

“Delta” values. 

 

After the master data set with delta values was completed, a snapshot of each 

participant was created using the delta values to reveal individual changes in 

dimension and competency scores. Figure 21 shows an example of the analysis in 

Microsoft Excel. 
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Figure 21. Screenshot of Delta Values Demonstrating Change 

 

Field notes and memos 

During the field study, the researcher took field notes at the service-learning site. A 

small pocket notebook was used to capture the service environment, participant 

activities, behaviors, interactions, and conversations. After each service-learning day, 

the researcher produced approximately 3,200 words of computer-typed notes, totaling 

6,471 words over two days. Outside of the service-learning site visits, the researcher 

kept a journal of activities and observations related to participant behavior and 

attitudes. The handwritten journal notes totaled 3,089 words. These notes served two 

purposes: to inform the interpretation of the self-reported video journals and 

interviews, and to place the participants’ reported experiences into the larger context 

of the group and program. 
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During the qualitative coding process and the creation of the quantitative IES profiles, 

the researcher began writing brief memos of preliminary observations and emerging 

themes. The process continued through the data analysis and was informed by 

feedback acquired from strategic thinking partners and program directors. As the 

researcher progressed through the analysis and discussion process, the memos served 

as a foundation to begin building meaning and theory and underwent multiple 

revisions. 

 

The next chapter outlines the researcher’s grounded theory approach and presents 

results from the qualitative and quantitative data collection, subsequently moving into 

a merged analysis and findings.
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Chapter 4: Results 

Constructivist Grounded Theory Approach 

Throughout the data analysis, the researcher subscribed to a constructivist grounded 

theory approach. This approach intentionally placed priority on understanding how 

and why the participants constructed meaning related to their competency 

development. Central to this approach is the assumption that realities are multiple; 

therefore, it is possible for participants to have significant differences, and the results 

in this section to not exist independent of the researcher’s view and interpretation, 

which also may differ significantly from the participant perspective (Charmaz, 2014). 

With a background in qualitative research and extensive experience as a participant 

on study-abroad programs over the past 18 years, the researcher was able to capture 

participant reflections and layer in behavioral observations from 10 days of field work 

during the analysis. This made it possible for the researcher to identify when 

participants were congruent in their reflections and behaviors, when there were 

discrepancies, or if there were any comments/observations of note. 

Analysis Steps  

The analysis steps followed the recommendation of Creswell and Plano Clark (2011): 

• The primary qualitative data set was analyzed to answer the primary research 

question. 

• The secondary data was analyzed where it is embedded within the primary 

design. 
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• The primary and secondary results were interpreted to answer the research 

question. 

There were three major decisions related to the analysis: how to use the secondary 

data results, when the secondary data should be incorporated into the primary data 

set, and how the secondary data support or augment the primary data. 

 

In the current study, the secondary quantitative data was used to supplement the 

qualitative findings and provide an additional perspective on participant growth. It 

was initially examined holistically and incorporated into the analysis where it aligned 

with the qualitative themes. This approach enabled the researcher to connect the 

qualitative emergent themes to the Intercultural Effectiveness Scale (IES) 

competencies. 

 

The next section of the analysis will discuss the unique characteristics of the study 

participants and the qualitative and quantitative findings will follow. 

 

Characteristics of Participants 

Community college students 

According to the most recent Open Doors report from the Institute of International 

Education, 325,339 American students received undergraduate academic credit for 

study abroad in 2015/16, an increase of 3.8% (2017b). Although a notable increase, 

this is only 10.4% of all students enrolled in undergraduate education. Of the 325,339 

students receiving credit for study abroad, only 6,905 were enrolled in community 
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colleges. This is only 2.1% of the total American student population studying abroad, 

despite the fact that in fall 2016, 36% of all undergraduate students attended public 

and private two-year colleges in the United States (Ginder, Kelly-Reid, & Mann, 

2017). In spite of national focus and federal legislation passed over a decade ago in 

2005 aimed at increasing the numbers of students studying abroad to one million by 

2016-2017 (NAFSA: Association of International Educators, 2018; Commission on 

the Abraham Lincoln Study Abroad Fellowship Program, 2005), the promotion and 

democratization of study abroad unfortunately suffered in the wake of the 2008 

United States financial crisis, and the projected growth has not been realized since. 

Students enrolled at community colleges continue to be a very small percentage of 

study-abroad participants and an under-researched population. If the United States is 

to renew its commitment to sending one million students abroad in the future and to 

continue to ensure that study-abroad participants will more closely represent the 

demographics of the undergraduate population in terms of gender, ethnicity, students 

with disabilities, income level, and field of study, then it is crucial that researchers 

continue to examine the experiences of community college students as they study 

abroad. 

 

The demographics of community college students who study abroad have some 

similarities and some differences to their four-year institutional counterparts. 

Approximately the same percentages of women and men study abroad: 65.3% of 

community college participants are women, 66.5% of four-year institution 
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participants are women, 34% of community college participants are men, and 33.5% 

of four-year institution participants are men (Institute of International Education, 

2017a). Where there is notable difference is in the race and ethnicity trends. Table 11 

outlines a comparison of who studies abroad from each type of institution. 

Table 11. National Race and Ethnicity Trends of Community College Students 

and Four-Year Institutions 

 

Race and Ethnicity Community College All Institutions 

White 61.4% 71.6% 

Hispanic or Latino(a) 23.2% 9.7% 

Black or African-American 8.6% 5.9% 

Asian, Native Hawaiian or 

Other Pacific Islander 3.8% 8.4% 

Multiracial 2.5% 3.9% 

American Indian or  

Alaska Native 0.4% 0.5% 

Total Number of Students 6,905 325,339 

Source: Adapted from Institute of International Education, 2016  

 

While most students who study abroad are white, more Hispanic or Latino/Latina and 

more African American students study abroad through community colleges. This is 

reflective of the diverse student populations served by community colleges. 

 

In the current study, the program’s host institution participates in a regional 

consortium with other community college institutions. The participants were from six 
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unique community colleges located in rural and suburban regions. The next section 

examines the demographics of the sample population. 

Participant demographics 

The sample population for this study was 12 community college students 

participating in one 32-day, language-focused study-abroad program in Costa Rica 

during the summer semester of 2017. Table 12 shows a summary of the demographics 

of participants. 
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Table 12. Summary of the Demographics of Participants  

 

Characteristic Category Frequency % 

Gender Male 

Female 

1 

11 

8.33% 

91.66% 

Age (years) 19 

20 

21 

25 

26 

28 

40 

47 

65 

1 

3 

2 

1 

1 

1 

1 

1 

1 

8.33% 

25% 

16.66% 

8.33% 

8.33% 

8.33% 

8.33% 

8.33% 

8.33% 

Nationality USA 12 100% 

Ethnicity Caucasian 

Latina/Hispanic 

African American 

10 

1 

1 

83.33% 

8.33% 

8.33% 

Bicultural Yes 

No 

5 

7 

41.66% 

58.33% 

Languages Spoken 

Fluently 

Native Language (1 language) 

Bilingual (2 languages) 

8 

4 

66.66% 

33.33% 

Education Level Some university coursework 

(including 2-year degrees) 

 

Completed university degree 

(e.g., B.A./B.S.) 

 

Some graduate coursework 

 

Other 

8 

 

 

2 

 

 

1 

 

1 

66.66% 

 

 

16.66% 

 

 

8.33% 

 

8.33% 
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Although the sample size of the participants was 12 students, one can see there was 

notable diversity in the participant pool specifically in the characteristics of age, 

bicultural heritage, number of bilingual students, and education level of participants. 

This is in line with the overall diverse student populations served by community 

colleges. There was less diversity in the gender and ethnicity of participants with only 

one male participant, and predominantly Caucasian-identifying participants. 

Qualitative Analysis 

The qualitative analysis led to the emergence of 14 major themes: acceptance of 

cultural difference; critical experience; building relationships; developed empathy; 

emotional struggle; growth in independence, confidence, perseverance; growth in 

self-awareness; negative assumptions; one-world perspective; positive assumptions; 

risk-taking; seeking learning experiences; self-limiting; and valuing multilingualism. 

Table 13 summarizes each theme and definition. 
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Table 13. Emergent Themes and Definitions 

 

 

Theme 

 

Definition 

 

Acceptance of cultural 

difference 

Participant describes an experience where they learned 

to accept the Costa Rican way of life and adapted to the 

change 

Critical experience Participant experiences an illness, injury, robbery, 

conflict, or other trauma that was not expected 

Building relationships Participant makes a conscious effort to build cross- 

cultural relationships with local population and other 

non-USA travelers in Costa Rica 

Developed empathy Participant has an experience that resulted in increased 

empathy for non-English speakers in the USA 

Emotional struggle Participant notes struggling emotionally to overcome 

challenges encountered through the study-abroad 

experience 

Growth in independence,  

confidence, perseverance 

Participant describes feeling increased independence 

and confidence through the study-abroad experience 

and notes overcoming challenges to persevere in 

country 

Growth in self-awareness Participant notes learning more about their personal 

beliefs, awareness of their emotions, and clarity of their 

values through the study abroad 

Negative assumptions Participant describes negative assumptions about the 

local population and describes feeling unsafe and 

uncomfortable in Costa Rica 

Positive assumptions Participant describes positive assumptions about the 

local population and describes feeling safe and 

comfortable in Costa Rica 

One-world perspective Participant expresses beliefs related to the universal 

nature of humans around the globe and reflects on the 

connectedness of all humanity 

Risk-taking Participant makes a conscious effort to stretch out of 

their cultural comfort zone to engage in an activity that 

they would not regularly do 
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Self-limiting Participant limits their risk-taking to stay in their 

comfort zone or notes that coming to Costa Rica was 

the risk and did not engage in other development 

activities 

Seeking learning 

experiences  

Participant intentionally seeks out unique learning 

experiences that contribute to their cross-cultural 

understanding 

Value multilingualism Participant describes an experience that led them to 

value multilingualism and want to pursue learning 

additional languages 

 

Four themes were linked together in pairs through the analysis. These were negative 

assumptions and positive assumptions, and risk-taking and self-limiting. The linked 

themes will be explored as pairs in the following sections as each theme is defined 

with supporting quotations from participants. 

Acceptance of cultural difference 

Participants who spoke about accepting cultural difference noted how they adapted to 

the difference and regulated their emotional responses over time. This process was 

gradual, although both participant quotations below were shared at the midpoint, 

demonstrating that movement toward acceptance began early in the experience: 

Learning to go with the flow, I feel is very important in Costa Rica. 

That’s a big part of their culture I felt, so you have to learn to adapt to 

that. I feel like I did a pretty good job of adapting to going with the 

flow, but I could see within the group other people did struggle with 

that. (Participant 1003) 

 

I have never ridden in public transportation for so long, so that has 

definitely been a different experience here. And the people here act 

very calmly about it, whereas in the United States, people would be 

beeping and yelling. So it’s a lot different experience that I’ve had. But 

it turns out pretty good because most of the people on the bus are 

usually very calm and just minding their own business. I’ve learned to 
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definitely collect myself and stay calm in situations like that now, and 

not really complain about it and just let it go, because that's how it is. 

(Participant 1005) 

 

Critical experience 

Participants who had a critical experience reflected on how they coped with the 

unexpected challenge. The critical experiences during the study abroad included 

illness, injury, robbery, conflict, or other unexpected trauma. One participant who 

experienced an injury stated the following: 

I remember that the next day, I didn’t go to the banana plantation. I 

was looking at my cut and I was like, “Oh no, it’s getting infected!” I 

was like, “What do I do?” I was like having a freak out, but eventually 

I calmed down and thankfully it was okay. Because I was having to 

like, “Oh my God what if this cut gets so infected my leg is going to 

have to be amputated.” (Participant 1003) 

 

Another participant, who was very sick at the beginning of the study abroad and was 

robbed immediately upon returning to program activities, stated the following: 

And then all of this time, keep in mind, it’s important to understand I 

don’t speak the language, so to explain these problems to someone, I 

needed help, which I got. My family was awesome when I was sick. 

And then the profesoras, and even the police. The police here were 

amazing, just helping me out…But surprisingly, I’ve been in really 

high spirits through the whole thing. Like I was sick and then when I 

came back, I was just excited to be back and excited to get back at it 

and do things again. Last night, except for like the initial 15 minutes of 

trying to figure out what was going on, I just kept in high spirits about 

it. (Participant 1010) 

 

During participant observation, the researcher noted that participants who had critical 

experiences subsequently made a series of choices during and after the experience. 
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These decisions included assessing personal needs, reaching out for assistance, 

regulating their emotional response during the experience, and engaging in meaning-

making afterwards. In addition to observing the participants, the researcher also 

observed program directors who were on-call 24-hours a day to respond to participant 

needs and provide physical, mental, and emotional stability during and after the 

experiences. Program directors also served as facilitators of meaning-making to assist 

participants in processing their challenges and reflecting afterwards. 

Building relationships 

The theme of building relationships included participants establishing meaningful 

connections with their host families, other local Costa Ricans, and short friendships 

with other travels from around the world: 

That’s just been one of my favorite parts is really getting to know the 

host family, and I think definitely pushed me both out of my cultural 

comfort zone as well as just my personal comfort zone of being the 

one to initiate the conversation. I’m so happy that I did because it’s 

now such an enjoyable place for me to be. (Participant 1004) 

 

The nice thing about taking a taxi is that we actually got into one with 

a driver who was from Limon, so from the East Coast. He explained to 

us all about the culture of the East Coast and how it was different than 

Central, like the Central Valley, San Jose. And he kind of explained to 

us the whole idea about the dream, or the vision, or whatever that 

people have to go to United States to have a better life for themselves. 

And he told us about his family and how they all immigrated to the 

United States. It was actually really interesting to hear from someone 

who’s not from the United States talk about their perspective and 

beliefs of the United States. (Participant 1007) 

 

And also speaking to my housemate who was from Switzerland and 

my housemate from Germany, she told me she didn’t trust Americans 
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after the election. I was like “Oh wow. This is what people really think 

of us and how much our president influences those…What people 

think in the countries around us.” I think that being here has made a 

big difference to my views and values too. (Participant 1005) 

 

Through building these relationships, participants described feeling more culturally 

aware and connected to Costa Rica. Individuals living with host families that 

intentionally included them in the daily tasks of cooking, invited them to family 

parties, and involved them in other community social events felt the most connected 

and comfortable. Participants also reflected on their own ideas, values, and beliefs 

through their new relationships. 

Developing empathy 

Participants who described developing empathy connected their personal experiences 

to the experiences of non-English language speakers in the United States. They also 

consistently identified specific stressful moments as the catalyst for realizing this 

personal change: 

In a subway, the guy was so nice and I was really having a bad, bad 

day, a shit bad day, and when I went into the subway. I was just 

pointing at the things that I want, but he was telling me, “No, no.” He 

said that, how to say onions, cebollas, and different things. Everything 

I was pointing at, he actually telling me in Spanish what it was. I 

thought that was great. And so, that will be me from now on. Because 

we do have a lot of foreigners here, that don’t speak the language, but 

they are learning. And so my thing is now, “Okay, instead of you 

pointing or trying to get so frustrated in talking to me, then I can help, 

because it is my language. And so, you’re trying to learn it so why not 

me try to help you, instead of being so impatient and you need to know 

how to speak my language.” But I’ve been in that predicament and I 

feel like that’s what changed me. (Participant 1006) 
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And then you feel like you’re lost, like, “Where am I? I don’t know 

what’s going on.” You see pictures and signs and you kind of get the 

picture of what the sign is trying to tell you, but you really don’t know 

what it’s saying. And then you think like, “Oh.” And my friends come 

to our country, and they…America is like full of advertisements and 

media and everything. What if they don’t know what it says? And 

they’re just bombarded by it 24/7. That’s crazy. Imagine the number of 

times per day that they just feel like they don’t belong. And that’s kind 

of like how I felt in that moment. I was like, “I don’t belong here.” 

(Participant 1007) 

 

Every participant in this theme remarked that they would be more patient and 

understanding with non-English speakers in the United States after their experiences 

struggling with communication.  

Emotional struggle 

Although many of the themes have an emotional component, the emotional struggle 

theme focuses specifically on experiences that were emotionally impactful and may 

or may not have been successfully managed or overcome by the participant. One 

specific experience described below came from a participant after visiting the service-

learning site: 

I think he was maybe seven years old, and I started playing with him 

on the seesaw. And it was just kind of like one-on-one, whereas the 

first time I was there, I was playing with a big group of kids and we 

were all playing together. And with this kid, I was just asking him 

questions, I’m like “Oh, do you have any more brothers and sisters 

here?” and he says “Yes, I have another younger sister, and she was 

coming from school, right at that moment and then he said another 

younger brother. And then he said he has a newborn sister, but not at 

this orphanage. In a different orphanage. And I don’t know why I 

thought it was appropriate, maybe it just came out of instinct, me 

saying this, I was like “Oh, que bueno.” I didn’t even mean to say that. 

I just say that, I just reply that so often. And there was a moment when 

he thought about something, it was a long pause. And then he says 
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“No, que triste.”…I didn't even know what to do there. I had to think 

about what I just said after he told me all that. But I just stood there in 

silence not knowing how to reply back to him. All I did was hug him 

because that’s all I thought would be okay to do, because I didn’t 

know how to reply to that. He hugged me back but it was so…For him 

to be able to say that, and to comprehend how sad it is. It hit me a little 

too emotionally at that point. Because I was like, “I feel helpless,” I 

don’t know…I was just giving him some positive affirmations like 

“You’re such a great kid, you’ll do what you love when you’re older, 

there’ll be a family for you” and I had to think about, I need to think 

what I say before I say it. Because I also said “que bueno” just coming 

out but what really struck me was he told me “que triste” and I was 

like “Wow.” (Participant 1011) 

 

The participant describes the experience as significant and later debriefed with others 

to overcome feelings of helplessness; however, they ultimately found this to be 

difficult and they questioned their impact through the end of the study-abroad 

experience. Another participant also described her emotional struggle visiting the 

service-learning site, but she coped differently with the experience afterwards, turning 

it into a positive call to action: 

And I think what that has to do with is emotional resilience and being 

able to tough it out through hard things. And I think that that’s 

something that this experience volunteering at the orphanage definitely 

tested me on, and my ability to not get too worn down and bogged 

down in how sad it is, and how…Yeah, just how sad and impossible 

the situation is, but really to focus on turning it into a positive 

experience for myself and using it as a reminder of what kinds of 

things I could and should be doing. I think that this has helped me to 

be working on upping that hardiness aspect of my personal 

development. (Participant 1004) 
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Growth in independence, confidence, and perseverance 

Participants who reported feeling growth in independence, confidence, and 

perseverance were all under the age of 25. Some participants noted feeling this 

growth at the midpoint of the study abroad as they learned to navigate daily life in 

Costa Rica and overcome challenges learning the language: 

I’d say I’m definitely, I definitely feel changed. I feel like I have a lot 

more confidence in myself because getting to and from school, getting 

on and sitting in the buses and going to and from Puerto Viejo I felt 

like I was mostly doing a pretty good job of it, so that gave me a lot of 

confidence in myself that I didn't really know I needed, if that makes 

sense. I was just surprised that I would have to be in situations like that 

and once I got the hang of it, I felt like it gave me more confidence. 

(Participant 1001) 

 

And then, I don’t know, I feel like you might get to a point where it’s 

too much and you get overwhelmed. And then if you get to that point, 

you might just stop trying. And there were a few times where I 

just…[You’re] like, “Oh, do I just give up on this conversation? I 

guess it’s definitely over.” But I don’t know, I feel like you just have 

to keep going and you have to keep trying. You can't just back out of 

the dinner table, that’s not okay. (Participant 1007) 

 

Other participants noted the increase at the end of the trip, describing how they have 

changed since returning home: 

Yeah, one thing that I notice when I go abroad is when I come back 

I’m so much more willing to speak, not just in Spanish, but also in 

English with people. (Participant 1011) 

 

Yes, I’d actually want to go out and travel more. And I noticed I talk 

more to strangers here when I go out. Well when I go out to the stores, 

if I’m waiting in line somewhere, I’ll start a conversation with the 

person next to me because there’s a long line. They would be like, 

“Oh, how are you? Why are you buying that?” I kind of notice 
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something they’re buying, and start a conversation with that. 

(Participant 1005) 

 

The age of the participants who reported feeling growth in these areas during the 

study abroad is worth noting in contrast to older students over 25 years old who 

reported having these experiences earlier in their lives or during a previous travel 

experience. 

Growth in self-awareness 

The growth in self-awareness theme included participant statements related to 

becoming aware of personal beliefs and emotions and observing personality shifts:  

It makes me realize I have so much more learning and growing to do, 

is what I mean. So, everyone out there, study abroad, respect the other 

cultures, travel, learn, grow, all that stuff. (Participant 1012) 

 

When I was in Costa Rica, I had all these terrible things happen. Not 

terrible, but unfortunate things happened to me like, “Oh, my wallet 

got stolen, I don’t have any more money. Cool.” And that was my first 

event after a week of being sick. Week of being sick, soccer game, 

wallet gets stolen. And somehow, that whole time, I managed to stay 

unbelievably positive. And that’s not characteristic of myself at all. 

I’m usually a little bit of a pessimistic individual. So I was trying to 

kind of think about, “Why?” (Participant 1010) 

 

Participants also reflected on questioning their own way of life after returning from 

Costa Rica and described having clarity around personal decisions about future 

studies and career paths: 

But to go to Costa Rica and see how people live, and it’s slower and 

they take it easy and they do things differently. And then to come back 

and to see like, “Okay, this is the life that I personally chose for 
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myself.” But now that I have something to compare it to, I’m like, 

“Why do I do this? I do this [every day]?” (Participant 1007) 

 

I figured out what I wanted to do degree-wise. I wanted…My plan 

originally was to major in aviation operations and management, so the 

business side of the aviation industry, and I didn’t really know what I 

wanted to minor in. But now I know what I want to minor in. I want to 

minor in travel and tourism, because I feel like that would connect 

with each other very well. (Participant 1009) 

 

Negative and positive assumptions 

The themes of negative assumptions and positive assumptions are linked together as 

they describe divergent experiences. Participants with negative assumptions described 

their interactions with Costa Ricans as mostly negative and described feeling unsafe 

and uncomfortable in country:  

Before I went on the trip, I had a lot of people telling me, “Oh, they’re 

such a wonderful people. You’ll feel safe. Da, da, da, da, da.” I did not 

feel safe at all. Now, I did come across some wonderful people but I 

came across more horrible people than wonderful people, and so, my 

“aha” moment is that, we are not the only country who has a fear of…I 

don’t want to say immigrants, but a fear of other cultures. (Participant 

1006) 

 

I was just surprised by San Jose, and how it was usually not very safe. 

I guess I shouldn’t have been surprised by that, but it was…I mean, 

everyone warned us, that we needed to stick together and be a team. 

But it’s definitely different living in it. (Participant 1001) 

 

One participant with negative assumptions did note setting a personal growth goal 

around reducing their stereotypes about the local Costa Rican population: 
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I’ve been working on trying not to assume things about people. That’s 

what something that the description said, explorers are likely to 

assume stereotypes more. One stereotype, I’m trying to battle as I’m 

here is that not all people, all Costa Ricans, are staring at us because 

they dislike us. I feel like we get stared at a lot and I think it’s 

probably just because we’re different. (Participant 1001) 

 

Participants with positive assumptions had contrary statements. They described their 

experiences with Costa Ricans as mostly positive and described feeling safe and 

comfortable in country: 

I think that a lot of people here are very nice, and before coming here, 

they told us to be very careful with people on the streets, because of 

pickpocketing, or leaving our things alone, but since I’ve been here, 

I’ve never felt in danger, or I’ve never felt like somebody was going to 

take my things. (Participant 1005) 

 

And people are so appreciative when they see other people from 

different countries coming and trying to speak, not coming there only 

speaking their native tongue expecting them to understand them. 

(Participant 1011) 

 

Number one, people at heart, most people that I’ve ever met, at heart 

are good people. There are very few evil people in the world. Although 

there’s a couple people that I think I could give you their names, cell 

phone numbers and addresses, that if they were not in the world it 

would be a lot better. But mostly people are good and good-hearted. 

(Participant 1008) 

 

In observing these two different realities come to life, there was an interesting 

discrepancy in the statements of participants with negative assumptions. One could 

reasonably conclude that the participants with negative assumptions likely did not 

have an overall positive experience; however, each spoke favorably about their 
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overall study-abroad experience and built meaningful relationships during the 

experience, something that appears contradictory on the surface. It is possible that the 

impact of the negative assumptions and stereotypes was mitigated by the structure of 

the study-abroad program and the ability for participants to insulate themselves to a 

degree within the larger group. Participants who had positive assumptions were 

comfortable taking risks and seeking and engaging in new learning experiences, 

overlapping with other emergent themes in this analysis. 

One-world perspective 

The one-world perspective theme emerged from participant statements that expressed 

beliefs about the universal nature of humans around the globe and the 

interconnectedness of all humanity. Some of the reflections had connotations related 

to the current political climate of the United States and anti-globalization sentiments: 

We’re all living on the same planet. We’re all here, we all exist, 

whether or not you choose to believe that. People live in another 

country or they live a different way. It happens, and it is happening, 

and it will continue to happen that way. And you have to be patient, 

you have to be kind, because we’re all here for each other, with each 

other. And I think it’s also important to realize that people might 

change who they are in order to try to please you, in some way, but it’s 

not necessarily who they are. So you have to get to know them for who 

they are and accept them for who they are and the culture that they 

grew up in and the culture that they represent. (Participant 1007) 

 

This is all going to sound so cliché, but that people are really similar 

everywhere and that we’re not as different as we feel we are. And that, 

especially in the present climate, it’s very important to remember that, 

that we’re all people and we all do the same things and have the same 

feelings and have the same relationships and that sort of thing. 

(Participant 1004) 
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I would just like people to start learning to live generously with each 

other. Nobody’s better than the other. We all are the same. We might 

have different customs than in Costa Rica, however, we were still part 

of a family. We still shared things, everyday hugs and kisses. People 

just need to start treating everybody like that. (Participant 1002) 

 

Risk-taking and self-limiting  

The risk-taking and self-limiting themes are connected as they represent reverse 

behaviors. One observation that emerged through analysis revealed that participants 

who engaged in risk-taking tended to be under the age of 40, and participants who 

engaged in self-limiting were primarily over the age of 40. The risk-taking theme 

emerged from statements related to participants purposefully stretching out of their 

comfort zones to experience some discomfort in the pursuit of personal growth: 

Like personal experience, how I’m able to get out of my comfort zone 

a lot, because for most of my life, I’ve been in my own little, personal 

bubble and I would never be able to venture out of that bubble, 

because I was afraid or I would always think of negative consequences 

for certain actions that I’ve done. But on this trip, I’m able to, I guess 

let go of all of that, those fears and the negative consequences. 

(Participant 1009) 

 

I was walking down the street, I heard singing. It was really hot, I was 

looking for shade. Just scooted in a church, the next thing you know, 

I'm in front of everyone. I was a mess, too, I was sweaty, my clothes 

were all dirty. And she’s like, “Everyone come up to the front.” These 

are just experiences you just kind of fall into when you are kind of 

exploring a little bit. Just walking around the town of Puerto Viejo. I 

didn’t have to…I had five hours to kill, and I just got to explore, and I 

didn’t have anything that I had to do, and I just fell into that awesome 

experience. (Participant 1010) 
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Participants who engaged in self-limiting behavior tended to limit their risk-taking to 

stay in their comfort zone, choosing to resist making personal changes to adapt to the 

environment: 

I guess meeting new people is truly out of necessity like this trip. My 

progress so far is slow. I met my housemate. And because we are so 

much alike, same age, nontraditional students, mothers, etcetera, I 

don’t feel the need to reach out to the younger students. (Participant 

1002) 

 

I really don’t have an encounter where I experienced emerging myself 

or stretching out of my cultural comfort zone. I really don't know how 

to answer that. The experience itself has been progress for me. And I 

guess there is nothing else I could share. (Participant 1006) 

 

But as far as extending myself to find out about more lands, more 

countries, more people, [their] sociology, their culture, I’m too lazy. I 

don’t want to do that until I want to, but I’m not going to push myself 

to do it because it just doesn’t work for me. (Participant 1008) 

 

Seeking learning experiences 

Participants who intentionally sought learning experiences described how these 

opportunities contributed to increasing their cultural awareness. In addition to in-

country experiences during the current study abroad, many of the experiences 

participants described were related to prior travel and choices to take academic 

coursework to broaden their perspective: 

Okay, definitely, was the soccer game…That was definitely a 

highlight. I loved that. I thought that was awesome. It was just so cool 

to be in, this is what people in Costa Rica do. This is their passion. It 

was really cool to be a part of what they’re so passionate about. 

(Participant 1003) 
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Before the service learning, I think I already was more cultural 

sensitive just because I watch a lot of documentaries on third 

world…Not that Costa Rica is a third world country, but I watched a 

lot of documentaries about poverty and issues in third world countries, 

stuff like that. And I also keep up-to-date with international news a lot 

so I am…And I’m also, my parents are immigrants, so I kind of 

understand that portion of that. So I feel like I was already cultural 

sensitive, but I feel like this also made it more strong, I guess, because 

I’m being placed in a situation where I’ve never really been in. And it 

was completely different than I expected it to be, so I feel like that 

made it stronger. (Participant 1009) 

 

I realized that once I was back, I was more into being the news. I like 

hearing more about world news, like what’s going on around the 

world. And I got more intrigued into different cultures too. And that 

was actually when I got very into political science. (Participant 1005) 

 

In addition to seeking the initial learning experiences, most participants also 

described feeling inspired to continue seeking experiences afterwards. In the past, 

some took additional classes and others decided to join the current study-abroad 

program. Multiple participants had plans to do extended study-abroad programs in the 

future, and one had already committed to depart on extended semester-long study-

abroad experiences upon returning from the current program. 

Valuing multilingualism 

The valuing multilingualism theme describes a perspective shift the participant 

experiences that led them to value multilingualism and want to continue to pursue 

learning Spanish or learning additional languages: 

That was my first Spanish class that I’ve ever taken when I was there. 

And after being in Costa Rica, I realized how much I liked learning a 
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new language. I’m actually going to continue with Spanish classes and 

I think I’m going to minor in it now. Struggling with the language 

made me realize how important it is to be bilingual and to know other 

languages and cultures. (Participant 1001) 

 

What stood out to me, was that I noticed that everybody in the class, 

they all could speak English already and they all spoke English well. 

So, for them, Spanish was their third, or fourth, or fifth language 

already. So, that kind of opened my mind, especially from an 

educational point of view. (Participant 1003)  

 

Grounded theorizing 

Grounded theorizing fosters seeing possibilities, establishing connections, and asking 

questions (Charmaz, 2014). The intention of the analysis was to holistically look at 

the data to capture the essence of participant experiences and shine light on what 

happened inside the experiences that they reported led to their development. The 14 

emergent themes, while unique, are interrelated. Combining the reported experiences 

with participant observation and returning with emergent themes to program 

directors, per the research design, exposed connections and gaps in the analysis that 

led to additional questions and theorizing around the underlying reasons for certain 

responses or observed behaviors. For example, why did students who reported 

holding negative assumptions and stereotypes about Costa Ricans still talk about the 

meaningful relationships they established and report that their overall study-abroad 

experience was positive and that they would study abroad again? Another example is 

why did a student who had critical experiences, such as illness, injury, and robbery, 

report feeling more optimistic after their critical experience instead of defeated? 
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Additionally, why did students who had similar emotional struggles visiting the 

service-learning site have different outcomes when trying to process and manage their 

emotions after the experience? These questions emerged through the analysis process 

and were part of the predominant qualitative analysis process.  

 

The next step in the analysis brought together the embedded quantitative thread to 

enrich the qualitative findings. The next section begins with a high-level view of the 

results and then merges the findings to align the themes with the competencies 

measured by the Intercultural Effectiveness Scale (IES) and global leadership 

development. 

Quantitative Analysis 

Intercultural effectiveness scale 

The IES is a five-point Likert scale assessment grounded global leadership and 

expatriate adjustment literatures (Mendenhall, Stevens, et al., 2012). The assessment 

is a less complex version of the Global Competencies Inventory (GCI) and was 

developed to be administered easily and with lower cost. The IES has three 

dimensions and six competencies designed to measure an individual’s intercultural 

effectiveness abilities. These dimensions and related competencies are the following: 

continuous learning (self-awareness and exploration), interpersonal engagement 

(world orientation and relationship development), and hardiness (positive regard and 

emotional resilience). 
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The continuous learning dimension focuses on the cognitive processes of individuals 

as they navigate cultural differences. The two competencies of self-awareness and 

exploration measure how one engages with opportunities to understand themselves 

and actively pursues opportunities for growth and learning. Those who score high in 

these competencies are aware of their own values, strengths, limitations, and 

behavioral tendencies (Mendenhall, Stevens, et al., 2012). They also demonstrate a 

curiosity to learn and a desire to learn from mistakes. Low scores indicate a blindness 

to understanding self and inability to see how one’s behaviors affect others. Low 

scores also stunt one’s ability to flourish in the dimension of interpersonal 

engagement. 

 

Interpersonal engagement is focused on how an individual actively seeks ways to 

understand a new culture and how one develops strong relationships with people from 

the new culture to advance their knowledge. The two competencies within this 

dimension are world orientation and relationship development. World orientation 

specifically refers to an individual’s willingness to seek ways to educate themselves 

about a new people and culture through newspapers, the Internet, foreign media 

outlets, course electives in school, or documentaries (Mendenhall, Stevens, et al., 

2012). Relationship development reveals an individual’s willingness to develop 

relationships with people from new cultures. High scores indicate an individual’s 

ongoing commitment to advancing their knowledge about the new culture and their 

willingness to work hard to establish and maintain new relationships. 
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The hardiness dimension focuses on an individual’s ability to adapt and work 

effectively across cultural difference with an emphasis on one’s ability to be open to 

difference and nonjudgmental. The two supporting competencies are positive regard 

and emotional resilience. Positive regard is defined as a “predisposition to view other 

cultures and people from those cultures from a positive perspective” (Mendenhall, 

Stevens, et al., 2012); avoiding negative assumptions and stereotyping. Emotional 

resilience refers to an individual’s emotional strength and ability to cope with 

challenging and stressful cross-cultural experiences. High scorers across these two 

competencies are accepting of others and assume the best about people. They can also 

manage their emotional responses to stressful situations and ambiguity. Low scorers 

hold negative assumptions and may have ethnocentric tendencies. The result of low 

scores is an inability to manage feelings of frustration, an avoidance of developing 

meaningful relationships, and an inability to leverage other competencies required for 

global leadership. 

 

The IES asks respondents to rate specific statements using the following scale: 1 = 

“Strongly Disagree,” 2 = “Disagree,” 3 = “Neither Agree Nor Disagree,” 4 = 

“Agree,” to 5 = “Strongly Agree.” Sample statements include the following: 

• I’m aware of my interpersonal style and can easily describe it to others. 

• I treat all situations as an opportunity to learn something. 
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• Every now and then I watch television programs about other countries and 

cultures. 

• For a complete list of sample statements, please see Appendix G. 

Raw IES results 

The raw IES results outlined in Tables 14, 15, 16, and 17 show the pre-trip results, 

post-trip results, and the delta between each for the three dimensions and six 

competencies, including the overall IES score. The abbreviations associated with the 

three dimensions are continuous learning (CL), interpersonal engagement (IE), and 

hardiness (H). The six competencies are self-awareness (SA), exploration (EX), 

world orientation (WO), relationship development (RD), positive regard (PR), and 

emotional resilience (ER). Overall IES scores are not abbreviated in Table 17. 

 

At the bottom of each table are the median values across all dimensions and 

competencies. The reason for using the median value in lieu of calculating the mean 

in the current study is due to the presence of outliers in the data set. There are many 

instances across the results where an individual scored notably higher or lower related 

to other respondents. To be inclusive of all the results within the sample size, the 

median value of the scores was calculated to mitigate the influence of the outliers in 

significantly skewing the results.
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Table 14. Continuous Learning Intercultural Effectiveness Scale Results for All Participants 

 

Student CL  

(Pre) 

CL  

(Post) 

CL (Delta) SA  

(Pre) 

SA  

(Post) 

SA 

(Delta) 

EX  

(Pre) 

EX 

(Post) 

EX 

(Delta) 

1001 4.16 4.69 0.54 4.11 4.89 0.78 4.20 4.50 0.30 

1002 3.88 4.74 0.86 3.56 4.78 1.22 4.20 4.70 0.50 

1003 3.72 3.68 -0.04 3.44 3.56 0.11 4.00 3.80 -0.20 

1004 4.27 4.06 -0.21 4.44 4.22 -0.22 4.10 3.90 -0.20 

1005 4.04 4.56 0.52 3.89 4.22 0.33 4.20 4.90 0.70 

1006 4.79 4.65 -0.14 4.78 5.00 0.22 4.80 4.30 -0.50 

1007 4.26 3.98 -0.27 4.11 3.67 -0.44 4.40 4.30 -0.10 

1008 3.87 4.19 0.32 3.44 3.78 0.33 4.30 4.60 0.30 

1009 3.57 3.73 0.16 3.44 3.67 0.22 3.70 3.80 0.10 

1010 4.22 4.53 0.31 4.33 4.56 0.22 4.10 4.50 0.40 

1011 4.62 4.19 -0.43 4.44 3.89 -0.56 4.80 4.50 -0.30 

1012 3.68 4.27 0.59 3.56 4.33 0.78 3.80 4.20 0.40 

Median 4.10 4.23 0.24 4.00 4.22 0.22 4.20 4.40 0.20 
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Table 15. Interpersonal Engagement Intercultural Effectiveness Scale Results for All Participants 

 

Student IE  

(Pre) 

IE  

(Post) 

IE 

(Delta) 

WO  

(Pre) 

WO  

(Post) 

WO 

(Delta) 

RD  

(Pre) 

RD 

(Post) 

RD 

(Delta) 

1001 3.32 3.83 0.51 3.14 3.29 0.14 3.50 4.38 0.88 

1002 2.85 4.09 1.24 1.57 3.43 1.86 4.13 4.75 0.63 

1003 3.52 3.40 -0.12 3.29 3.43 0.14 3.75 3.38 -0.38 

1004 3.72 3.68 -0.04 3.57 3.86 0.29 3.88 3.50 -0.38 

1005 3.91 4.19 0.28 3.57 4.00 0.43 4.25 4.38 0.13 

1006 2.14 3.12 0.97 1.29 1.86 0.57 3.00 4.38 1.38 

1007 3.50 3.52 0.02 3.00 3.29 0.29 4.00 3.75 -0.25 

1008 3.97 4.25 0.28 3.57 4.00 0.43 4.38 4.50 0.13 

1009 3.78 3.86 0.08 3.43 3.71 0.29 4.13 4.00 -0.13 

1010 3.64 3.96 0.32 3.29 3.43 0.14 4.00 4.50 0.50 

1011 3.80 3.79 -0.02 2.86 2.57 -0.29 4.75 5.00 0.25 

1012 3.54 4.07 0.53 2.71 3.14 0.43 4.38 5.00 0.63 

Median 3.59 3.85 0.28 3.22 3.43 0.29 4.07 4.38 0.19 
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Table 16. Hardiness Intercultural Effectiveness Scale Results for All Participants 

 

Student H  

(Pre) 

H  

(Post) 

H 

(Delta) 

PR  

(Pre) 

PR  

(Post) 

PR 

(Delta) 

ER  

(Pre) 

ER 

(Post) 

ER 

(Delta) 

1001 2.56 3.33 0.78 2.56 3.33 0.78 2.56 3.33 0.78 

1002 4.00 3.22 -0.78 4.22 2.56 -1.67 3.78 3.89 0.11 

1003 2.56 2.50 -0.06 2.44 2.33 -0.11 2.67 2.67 0.00 

1004 3.00 2.89 -0.11 3.56 3.22 -0.33 2.44 2.56 0.11 

1005 3.67 3.72 0.06 3.44 4.00 0.56 3.89 3.44 -0.44 

1006 4.33 4.11 -0.22 5.00 4.22 -0.78 3.67 4.00 0.33 

1007 2.50 3.44 0.94 2.44 2.44 0.00 2.56 4.44 1.89 

1008 4.06 4.61 0.56 4.44 5.00 0.56 3.67 4.22 0.56 

1009 2.72 2.44 -0.28 2.56 2.67 0.11 2.89 2.22 -0.67 

1010 2.06 3.83 1.78 2.33 3.67 1.33 1.78 4.00 2.22 

1011 4.44 4.00 -0.44 4.78 3.78 -1.00 4.11 4.22 0.11 

1012 3.17 3.50 0.33 3.44 3.44 0.00 2.89 3.56 0.67 

Median 3.09 3.47 0.00 3.44 3.39 0.00 2.89 3.73 0.22 
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Table 17. Overall Intercultural Effectiveness Scale Results for All Participants 

 

Student Overall (Pre) Overall (Post) Overall (Delta) 

1001 3.34 3.95 0.61 

1002 3.58 4.02 0.44 

1003 3.27 3.19 -0.07 

1004 3.67 3.54 -0.12 

1005 3.87 4.16 0.28 

1006 3.76 3.96 0.20 

1007 3.42 3.65 0.23 

1008 3.97 4.35 0.38 

1009 3.36 3.34 -0.01 

1010 3.31 4.11 0.80 

1011 4.29 3.99 -0.30 

1012 3.46 3.95 0.48 

Median 3.52 3.96 0.26 

 

Across all dimensions and competencies, the participants demonstrated median delta 

increases ranging from .00 (positive regard) to .29 (world orientation). To fully 

contextualize the results, the quantitative thread was woven into the qualitative 

findings to add a perspective to the analysis. 

Merging the Findings 

Through the process of aligning themes with Intercultural Effectiveness Scale (IES) 

competencies, two observations were made: some themes were aligned closely with a 

single competency and other themes were aligned with multiple competencies. Table 

18 shows the alignment between qualitative themes, IES competencies, participants 
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who contributed to the development of the theme, and the IES median delta score 

calculation. 
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Table 18. Theme and Intercultural Effectiveness Scale Competency Alignment 

Theme IES Competency Frequency of Occurrence IES Delta Median Scores  

Growth in self-awareness Self-Awareness 10 Increase SA = .28 

Building relationships Relationship Development 10 Increase RD = .19 

Acceptance of cultural difference Positive Regard 

Emotional Resilience 

9 Increase PR = .11 

Increase ER = .56 

Growth in independence,  

confidence, perseverance 

Emotional Resilience 9 Increase ER = .11 

Risk-taking Exploration 

World Orientation 

9 Increase EX = .10 

Increase WO = .29 

One-world perspective Positive Regard 7 No Change PR = 0 

Critical experience Emotional Resilience 6 Increase ER = .06 

Emotional struggle Emotional Resilience 6 Increase ER = .11 

Developed empathy Self-Awareness 6 Increase SA = .22 

Value multilingualism Self-Awareness 6 Increase SA = .22 

Seeking learning experiences Exploration 

World Orientation 

6 Increase EX = .25 

Increase WO = .29 

Positive assumptions Positive Regard 4 Increase PR = .56 

Self-limiting Exploration 

World Orientation 

3 Increase EX = .30 

Increase WO = .57 

Negative assumptions Positive Regard 2 No Change PR = 0 
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Degrees of change 

After merging the themes and competencies and calculating the median delta scores, 

a pattern of change started to emerge from the results. The scores range from 0.00 to 

0.57 with three emergent groupings: seven values ranging from 0.00 to 0.11, eight 

values ranging from 0.19 to 0.30, and a final grouping of three values ranging from 

0.56 to 0.57. To describe each grouping the labels of “small change,” “medium 

change,” and “large change” are used. These labels are indicative of the values 

relative to each other and not intended to compare the sample to a larger data set or to 

convey statistical significance. 

Small change 

The themes and competencies in the grouping with the smallest increase in median 

delta values included the following: 

• Negative assumptions/positive regard (0.00) 

• One-world perspective/positive regard (0.00) 

• Critical experience/emotional resilience (0.06) 

• Risk-taking/exploration (0.10) 

• Acceptance of cultural difference/positive regard (0.11) 

• Emotional struggle/emotional resilience (0.11) 

• Growth in independence, confidence, perseverance/emotional resilience (0.11) 

There are two interesting observations in the results. All of the competencies present 

in this grouping, except for exploration, are related to the hardiness dimension of the 

IES. These competencies are described as predispositions and are difficult to change 
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or shift in relation to the other competencies measured by the IES. The participants 

who demonstrated holding negative assumptions and stereotypes joined the program 

with these tendencies and either reinforced them or were unable to make significant 

progress in shifting their positive regard during the program, resulting in a 0.00 delta 

value. The inverse is the case with the one-world perspective theme that was also 

related to positive regard. In this instance, all of the individuals in this theme entered 

the program with previous travel-abroad experiences and already held beliefs related 

to the universal nature of humans and the connectedness of all humanity. These 

beliefs were reinforced through the study-abroad experience, again resulting in a 0.00 

delta value.  

 

Another observation from the small-change grouping is the risk-taking theme and 

exploration competency, which was the only competency that did not fit into the 

hardiness dimension. There is, however, some overlap with the exploration 

competency and the positive regard competency related to an individual’s tendency or 

predisposition to avoid stereotyping other cultures. Furthermore, to see growth in this 

theme and competency one would expect to see a shift from being closed to open 

about understanding new cultures and an increase in willingness to take-risks, and the 

individuals in this theme came to the program with inquisitiveness and an inner desire 

to learn. 
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Medium change 

The themes and competencies in the grouping with a medium increase in median 

delta values included the following: 

• Building relationships/relationship development (0.19) 

• Developed empathy/self-awareness (0.22) 

• Value multilingualism/self-awareness (0.22) 

• Seeking learning experiences/exploration (0.25) 

• Growth in self-awareness/self-awareness (0.28) 

• Risk-taking/world orientation (0.29) 

• Seeking learning experiences/world orientation (0.29) 

• Self-limiting/exploration (0.30) 

The dimensions of continuous learning and interpersonal engagement were 

represented in the analysis of the medium-change group, indicating that the 

competencies of self-awareness, exploration, world orientation, and relationship 

development have more promise for growth in a short-term, study-abroad program 

format. 

 

The theme of risk-taking had two aligned competencies: exploration and world 

orientation. Exploration was described in the small-change group, but world 

orientation was present in the medium group. The theme of risk-taking emerged from 

participants describing how they intentionally stretched out of their cultural comfort 

zone. The results allude to the fact that the decision and inclination to pursue a 
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comfort-zone stretch was already salient; however, the shift in world orientation 

speaks to an increase in the degree to which the participants were actively seeking 

outlets to expand personal knowledge about the host culture. This is supported by 

statements referring to increased efforts to venture out of a personal bubble and 

reflecting on positive outcomes after stretching out of the comfort zone. 

 

The self-limiting theme and exploration competency was noteworthy at the top of the 

medium-change group. However, the second corresponding competency of world 

orientation was present at the top of the large-change group; therefore, this theme will 

be explored as part of the large-change group analysis. 

Large change 

The themes and competencies in the grouping with a large increase in median delta 

values included the following:  

• Acceptance of cultural difference/emotional resilience (0.56) 

• Positive assumptions/positive regard (0.56) 

• Self-limiting/world orientation (0.57) 

The presence of two hardiness competencies in the large-change group was cause for 

close examination of the theme and related experiences due to the typical 

categorization of hardiness as a predisposition. 

 

The acceptance of cultural difference theme had positive regard and emotional 

resilience aligned. While the positive regard median delta score was present in the 
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small group with a value of 0.11, in line with expectations around a predisposition as 

discussed in the small group analysis, the emotional resilience median delta score was 

0.56. Tracing back through the individual scores and qualitative data, there were two 

individuals (participant 1010 and participant 1007) who contributed to this theme and 

had noteworthy experiences that contributed to large changes in their emotional 

resilience delta scores. Similarly, the positive assumptions theme aligned positive 

regard competency also had a median delta score of 0.56. The same individual 

(participant 1010) who contributed to the emotional resilience score also had dramatic 

increase in their positive regard delta score. 

 

Participant 1010 had two challenging experiences within the first two weeks of the 

program. They first suffered a severe illness that required multiple hospital visits and 

weeks of prescription medications. Immediately after returning to program activities, 

the same participant was robbed and lost their wallet with their remaining funds. In 

reflecting on these experiences, the participant describes how challenging these 

situations were, but also describes how grateful they were to receive assistance and 

support from the host family, language school, program directors, fellow program 

participants, and local police. They remarked that the great experiences outweighed 

the bad experiences ten-to-one, and they made a conscious effort to remain in high 

spirits in the face of the challenges. The individual’s emotional resilience and positive 

regard were the highest increases from pre-test to post-test compared to all other 

participants. In contrast, a different participant who experienced an injury during the 
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study abroad described struggling managing their emotions related to the experience, 

and they had no change in their emotional resilience score from pre-test to post-test 

and had negative growth in their positive regard. 

 

The second individual (participant 1007) who had notable growth in their emotional 

resilience competency did not have challenging experiences at the same magnitude as 

the other participant; however, they did have two specific situations where they 

described having emotionally stressful encounters that they were able to overcome 

and persevere through after a period of reflection. The first example was related to 

struggling with the stress and frustration communicating in Spanish with the host 

family. After describing the challenge in the video journal, the participant spent time 

reflecting on how inappropriate they felt it was to abandon their efforts and how 

limited their time was in Costa Rica and that they must make the most of this 

opportunity. The participant resolved to continue working on their Spanish language 

skills. In another instance, the participant described a moment of realization where 

they were surrounded with billboards and advertisements and became agitated and 

anxious at their inability to comprehend any of the written words. Again, after 

reflection, the participant managed their immediate emotional response of “I don’t 

belong here” and channeled their anxieties into developing empathy for others who 

struggle with language barriers. In these situations, it appears that the ability to 

constructively deal with stress and cope with the ambiguity through self-reflection 

results in perseverance and growth in the emotional resilience competency 
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Observing the self-limiting theme with corresponding competencies of exploration 

and world orientation in the medium- and large-change groups was also cause for 

close examination. The theme emerged from participants describing limited attempts 

to stretch out of their comfort zones and preferring comfort over seeking or taking 

advantage of development opportunities. It is notable that the exploration competency 

delta value is the highest in the medium-change group at 0.30 and the world 

orientation competency delta value is the highest in the large-change group at 0.57. 

Despite the participants’ resistance to intentionally seeking and engaging in 

development of personal knowledge about Costa Rican people and culture, it is 

important to consider that the structure of the study-abroad program required 

participants to attend several programmed activities and excursions to a variety of 

cultural and regional sites. The growth in this theme and competency could reflect 

growth related to the mandatory participation in these program components, 

demonstrating that these components are valuable even when an individual is not 

fundamentally inquisitive. 

So, What Really Matters Most? 

This chapter sought to outline a narrative of the analysis and results from the 

embedded mixed methods study. Through this iterative process, the researcher 

identified two major findings. The next chapter summarizes the major findings and 

brings them together with the literature towards a new framework for understanding 

how the participants made the most of their study-abroad experience. 
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Chapter 5: What Matters Most? 
This chapter will be organized into the following sections:  

1. Summary of major findings, 

2. Framework for student global leadership development 

In line with the grounded theory approach, this study had an original research 

question that was later revised through the analysis process. The original research 

question placed international service learning at the center of the study, asking if a 

service-learning intervention in a language immersion study abroad could advance 

global leadership capabilities. Through the research process and subsequent analysis, 

it became increasingly apparent that the service-learning component, while impactful 

for some students, was not reported to be as influential as other experiences by the 

participants. The scope of the question was broadened to be inclusive of the other 

experiences participants were reporting (both structured through the program design 

and unstructured and unexpected outside the program design) as highlights and cross-

culturally challenging. The final research question was, “What experiences influence 

intercultural competency growth during study-abroad trips, and how do those 

experiences impact the development of competencies required for the development of 

global leadership expertise?” 
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Summary of Results 

The strategic intent of the analysis was to examine the qualitative data in the spirit of 

grounded theory approach with an embedded quantitative strand to augment the 

qualitative findings. Through the iterative analysis, the following findings emerged. 

Antecedents as indicators of transformation ability 

The process of global leadership development requires making new mental maps, and 

it is unpredictable, non-linear, and best accomplished through experiential learning, 

reflection, and multi-method designs (Mendenhall, 2006; Oddou & Mendenhall, 

2018; Osland, Taylor, & Mendenhall, 2009). In the Global Leadership Expertise 

Development (GLED) model, Osland and Bird (2018) identified that the process of 

development begins with antecedent categories related to the individual and ends with 

outcome measures of global leadership expertise from low to high. The process is 

mediated by a series of transformational, crucible experiences over time (see Figure 

22). Of particular importance in the model is the nature of the transformational 

experiences characterized by varying degrees of complexity, emotional affect, 

intensity, and developmental relevance (CAIR). “Experiences with higher levels of 

each of these four elements possess greater transformation potential that, in turn, will 

result in developing a higher level of global leadership expertise” (Osland & Bird, 

2018, p. 186). 
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Source: Adapted from Osland & Bird, 2018 

Figure 22. A Model of Global Leadership Expertise Development 

 

The current study supported the idea that experiences that had higher levels of CAIR 

had the most potential, but higher CAIR did not always translate into transformation 

and development. For example, participants who had “critical experiences,” such as 

an unexpected illness, injury, robbery, conflict, or other trauma, that were high CAIR 

experiences did not necessarily grow in the competency of emotional resilience, 

which aligned with the critical experience theme. What appeared to make a difference 

was how successfully participants could adapt to environmental stressors through 

regulating their emotional wellbeing (affect), fitting in with the host culture 

(behavior), and engaging in meaning-making and identity development (cognition) 

(Ward, 2001). This adaptability appeared to be linked to individuals’ demographics, 

Individual 

Characteristics 

 

Cultural 

Exposure 

 

Global 

Education 

 

Project/Job 

Novelty 

Antecedents Transformational Process Levels of GL 

Expertise 
Experiences   Encounters 

Decisions       Challenges 

CAIR 

Complexity 

Affect 

Intensity 

Relevance 

High 

Cognitive 

Processes 

 

Global 

Knowledge 

 

Intercultural 

Competence 

 

Global 

Organizing 

Expertise 

Low 

  



159 

 

cultural exposure, and global education coming into the study-abroad experience, and 

this, in turn, influenced the ability of individuals to leverage their experiences for 

personal development. 

Demographics 

The specific demographics that influenced participant’s ability to transform during 

the study-abroad experience included originating from a diverse background 

(diversity of childhood area, friendships with people from other cultures, attending 

diverse schools), bicultural heritage (one or both parents are immigrants but the 

participant was raised in the United States), and speaking a language other than 

English at home (Spanish or Polish). These demographic characteristics linked to 

medium growth in self-awareness. Supporting themes included valuing 

multilingualism, developing empathy, and clarifying values. 

Global education 

The GLED model describes global education as including mentoring, coaching, 

global knowledge, and seminars/courses (Osland & Bird, 2018). To adapt this to the 

study population, participants were asked about their previous academic experiences 

that expanded their global awareness and knowledge. Influential antecedent 

experiences under the global education factor included whether the individual had 

previously sought out cross-cultural learning opportunities through documentary film, 

books, self-study, academic coursework (including foreign language courses), 

involvement in culturally-focused student clubs, or a teacher/mentor who encouraged 

them to pursue exploring other cultures. These indicators linked to medium growth in 
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exploration and world orientation. Supporting themes included risk taking and 

seeking learning experiences. 

Cultural exposure  

Participants who had previous cultural exposure appeared to have two levels of 

exposure experiences: “dependent” and “independent.” Within the GLED model, 

cultural exposure describes cross-cultural experience, cultural involvement, cultural 

novelty, and language (Osland & Bird, 2018). Study participants were asked about 

their previous cross-cultural experiences, experiences with multicultural teams, and 

experiences that had a global scope.  

 

Participants who had cultural exposure at the “dependent” level had experiences 

domestically (such as visiting a Buddhist religious ceremony or volunteering with 

English as a Second Language learners) or they had previously traveled abroad as a 

minor with family or within a structured study-abroad (such as a trip with a high 

school or other academic institution) or service program (such as a mission trip with a 

church). At the “dependent” level, participants demonstrated large growth in 

emotional resilience and small growth in positive regard. Supporting themes included 

acceptance of cultural difference and growth in independence, confidence, and 

perseverance.  

 

Participants who had “independent” level experiences had traveled without parents, 

or outside of a structured study-abroad or service program. At the “independent” 
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level, participants demonstrated large growth in positive regard, indicated by holding 

positive assumptions about the host culture. 

Development potential of program experiences 

Oddou and Mendenhall (2018) created a continuum of development experiences from 

low to high potential for facilitating the creation of new mental maps. According to 

this continuum, which is illustrated in Figure 23, the more personal the experience, 

the more in-depth learning occurs. The one caveat is that the in-depth learning must 

be facilitated in a productive way. 
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Source: Adapted from Oddou & Mendenhall, 2018 

Figure 23. Relationship of Experiential Rigor and Remapping Potential of 

Global Leadership Development Programs 

 

This continuum is relevant to the current study in two ways. Although the figure was 

designed specifically to address global leadership development in multinational 

organizations, there were many parallels between the continuum experiences and the 

study abroad. At the low end, lecture (academic coursework), films/books, and self-
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study are all applicable to individuals in higher education. In the medium section, 

international trip exposure, or a “low road” study-abroad experience, and language 

training aligns with taking foreign language courses. At the high end of the 

continuum there is one relevant approach: planned field experiences. These 

experiences would be built into the study-abroad program structure. However, what 

emerged from the study—and is missing from the high potential section of the 

continuum—is unplanned field experiences such as critical experiences or 

unstructured free time during the program where participants travel independently. 

The ability to harness the transformational power of the unplanned experiences would 

require the ability to engage in reflection or be guided through productive facilitation. 

 

A second way the continuum is relevant is in the cumulative building of experiences. 

Study participants who engaged in low-potential activities prior to departure 

including cross-cultural education through academic coursework, self-study, and 

international news were eager and equipped to engage in the medium- and high-

potential activities. Although the continuum does not explicitly state that individuals 

must move from low to high degrees of experiential rigor, foundational 

developmental experiences categorized as low rigor appeared to be key to the ability 

of the participants to make the most of the planned experiences and unplanned 

experiences at the highest level.  
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The next section outlines a suggested framework for understanding global leadership 

development in student populations based on the GLED model. The framework 

incorporates the antecedents and adds a representation of the cumulative experiences 

within the transformation process that matter. 

Framework for Student Global Leadership Development 

Building on cumulative experiences 

Figure 24 proposes that there are specific individual antecedents in the form of 

demographics, global education, and cultural exposure that contribute toward a 

baseline set of competencies at the beginning of the process. As these individual 

characteristics feed into the transformational process, conceptualized as a spiral 

(Osland et al., 2006), individuals begin a cycle of development that is dynamic, going 

back and forth between transformational experiences and global leadership 

development. Each time individuals reenter the transformation spiral, they may be at 

a higher or lower point in the development cycle, supporting the unpredictable, non-

linear nature of global leadership development (Mendenhall, 2006). This longitudinal 

and cyclical framework also aligns with the student leadership development literature, 

specifically the Leadership Identity Development (LID) model (Komives et al., 

2006). With each stage, individuals experience a cycle of growth that develops self, 

changes their view of self and others, and a broadens their view of leadership, all 

influenced by adults, peers, and triggered by meaningful involvement and reflective 

learning. 
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Figure 24. Framework for Student Global Leadership Development 

Antecedents 

 
Demographics 

Fixed characteristics 

- Gender, age, nationality,  

   race/ethnicity 

Diverse background  
- Diversity of childhood area /schools  

- Friendships across cultures 

Bicultural heritage  
- Immigrant parents  

- Raised in the US 

Bilingual home  
- Speaking a language other than  

  English at home 

Prior Global Education 
- Sought out cross-cultural learning  

  opportunities 

- Involved in culturally-focused clubs 

- Cross-cultural mentor 

Prior Cultural Exposure 
Dependent 
- Domestic cross-cultural experiences 

- Int’l experiences within a program  

--- previous study abroad  

--- mission trip 

Independent 
- Independent international travel 

Baseline GL 

Competencies 

Transformational Process 

  
Global Leadership Development 

  

High 

 

Cognitive Processes 

 

Global Knowledge 

 

Intercultural Competence 

 

Low 

Global Education 

(domestic) 

Cultural Exposure 

(domestic / abroad) 

Cultural Immersion 

(abroad) 

Types of experiences inside transformational process 

Experience Complexity, 

Affect, Intensity, Relevance 
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This study supports the claim that “higher measures of the antecedents are predicted 

to correlate with higher measures of global leadership expertise” (Osland & Bird, 

2018), specifically related to the intercultural competence outcome of global 

leadership expertise development. It also supports the idea that certain types of 

experiences build on one another within the transformation process that result in 

higher global leadership outcomes. 

Unpacking the transformational process 

The proposed framework identifies three unique levels of experiences relevant to 

developing global leadership: global education, cultural exposure, and cultural 

immersion (see Table 19). These three levels derive from the study results and draw 

on the low- to high-potential experiences outlined by Oddou and Mendenhall (2018). 
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Table 19. Transformational Process Experiences Defined 

 

Level Definition 

Global education (domestic) Engaging in domestic opportunities to pursue 

cultural understanding through educational or 

academic pursuits. Includes seeking out cross-

cultural learning opportunities through documentary 

film, books, self-study, academic coursework 

including foreign language courses, involvement in 

culturally-focused student clubs, and cultivating 

mentoring relationships supportive of their learning 

Cultural exposure (domestic) Exposure to cross-cultural experiences domestically. 

Incudes cultivating friendships with individuals from 

other cultures, visiting cultural centers, and working 

or volunteering with culturally diverse populations in 

the United States  

Cultural exposure (abroad) Exposure to cross-cultural experiences abroad as a 

dependent. Includes previous travel abroad as a 

minor with family, within a structured program (high 

school or higher education), or service program 

(mission trip) 

Cultural immersion (abroad) Engaging in cross-cultural experiences 

independently while traveling abroad. Includes 

traveling without parents or guardians and travel 

outside a structured study-abroad or service program 

 

An individual entering the transformational process with few antecedent experiences 

related to global education may cycle through to a low level of global leadership 

competency and reenter the process upon engaging in additional developmental 

experiences as outlined in Table 19, or by choosing to engage in activities that 

increase their cultural exposure or cultural immersion.  
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The results of the current study suggest that the stronger the global education 

foundation, the more impactful or transformative the subsequent experiences will be. 

For example, if an individual with a thin foundation of global education decides to 

pursue independent cultural immersion, the framework suggests the experience would 

not lead to global leadership development and might cause the individual to reenter 

the transformation process at a significantly lower level due to the potentially 

negative impact of the experience. This downward movement would be linked to 

their inability to navigate the challenges they could face at the cultural immersion 

level. 

Scaffolding experiences in study abroad 

Should an individual choose to participate in a structured study-abroad program, there 

are ways educators can design programs for global leadership development. The 

practice of scaffolding experiences is not new to the educational research literature 

(Bruner, 1974); however, applying this educational teaching method to study abroad 

is a powerful way to ensure that educators can intervene in the learning process so 

that it unfolds more “by design” than “by chance” (Robinson, 2012). Assessing where 

students enter a program experience, monitoring how they perform, and providing 

feedback are critical steps in supporting students’ cultural learning and are essential to 

all leadership development programs (Oddou & Mendenhall, 2018). 

 

Structured experiences within the current study’s short-term program design included 

pre-departure program orientation, readings and written assignments to promote 
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global education; host family stays, cultural challenge assignments, planned group 

excursions (educational and social), and service learning to educate and increase 

cultural exposure in country; and a free weekend component at the end of the 

program that allowed individuals to simulate cultural immersion prior to returning to 

the United States. Weekly “town hall” meetings were hosted and ad-hoc meetings 

were arranged as situations arose during the program that required intervention. These 

program features were designed to facilitate participants’ adjustment to the program 

and ongoing intercultural development throughout. 

 

Psychology supports the “constructivist notion of students participating in and 

exercising control over the meaning that they make of various experiences” (Savicki, 

2012, p. 233), yet there is little in the way of training and education to assist program 

directors with facilitating this process or to assist students in fulfilling their potential. 

This gap is partially addressed by findings from the current study unpacking the 

cumulative experiences that link to global leadership development; however, there is 

more to be explored related to scaffolding specific experiences to maximize 

leadership development within study-abroad experiences. This opportunity for future 

research and others will be addressed in Chapter 6.
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Chapter 6: Conclusion 
The final chapter revisits the three areas of interest that originally launched this study: 

global leadership development, study abroad, and service learning. This section 

outlines implications for each and then concludes with limitations and 

recommendations for future research.  

Implications for Global Leadership Development 

This study sought to identify what experiences influence intercultural competency 

growth during study-abroad trips and to unpack how the experiences impact the 

development of competencies required for the development of global leadership 

expertise. The results of this study led to a modified GLED framework for 

understanding the process of global leadership development in student populations. 

Key to this process was the link between antecedent characteristics of participants and 

their transformational ability during the study. Furthermore, this study revealed 

evidence that there are types of transformational experiences that, when experienced 

sequentially, can maximize transformational potential and the development of 

intercultural competencies. Worth emphasizing is the fact that not all global 

leadership development experience must be abroad—there was evidence of important 

domestic experiences in the antecedent characteristics that served as a foundation for 

later meaning-making and transformation. 
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Implications for Study-Abroad Programs 

Community college considerations 

This study specifically examined a short-term, community college study-abroad 

program. Community colleges have unique characteristics—they are open access, 

they have a local/global dichotomy that requires them to fulfill a mission to serve the 

local community while simultaneously prepare individuals to live in the globalized 

twenty-first century, and they have a focus on workforce preparation. These 

characteristics have led to major issues facing community college study-abroad 

programs, including program quality and assessment (Frost & Latiner Raby, 2009). 

 

Findings of the current study indicate that there is a benefit to aligning program 

learning goals and assignments so they build on individuals’ foundational 

experiences, particularly in the pre-departure phase where global-education activities 

can bolster the transformational potential of the in-country experiences. Although 

program assessment is a notoriously difficult endeavor, the use of a tool like the 

Intercultural Effectiveness Scale (IES) is a simple and relatively inexpensive way to 

assess at the individual and program level. The use of the IES in the current study 

allowed students to identify their strengths entering the experience, presented growth 

opportunities to consider during the experience, and provided customized 

recommendations for self-directed learning. Afterwards, students could reflect on 

their development and enter the next transformational process with increased self-

awareness and confidence to step into their next experience. 
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Building relationships in short-term experiences 

Another implication of the study was the power of the homestay design in the short-

term experience. Ten of the twelve study participants spoke about their host family 

and relationships with family members as a highlight of their trip. Individuals living 

with host families that intentionally included them in the daily tasks of cooking, 

invited them to family parties, and involved them in other community social events 

felt the most connected and comfortable over the duration of the program and 

demonstrated growth in their relationship development competency. 

Use of IES 

The use of the IES assessment, the individualized reports, and the learning tools 

within the study-abroad program was a significant advantage to program directors. 

The distribution of the reports to participants constituted a treatment within the study 

and encouraged individuals to take ownership over their learning goals. There was a 

practical advantage to program directors who were able to examine individual reports 

and facilitate learning at the individual level during the program experience. The 

group reports provided snapshots of the overall program effectiveness and in the 

competency dimensions. 

Implications for Service Learning 

Although the original research question sought to closely examine the 

transformational potential of the service-learning experience during the study abroad, 

emergent findings did not reveal the service-learning experience to be as impactful as 

anticipated. The duration of the service-learning experience was limited to eight hours 
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divided between two days scheduled one week apart. While service learning is an 

existentially disturbing endeavor (Butin, 2010), this particular design did not appear 

to prompt most participants to move into constructive disequilibrium (Piaget, 1985). 

Furthermore, participant variables such as demographic background, prior cross-

cultural experiences, and prior service experiences both domestic and abroad also 

appeared to influence the transformational impact of service learning. 

Limitations of the Study 

The decision to center this research on a short-term study-abroad experience with a 

community college student population was intentional to begin to fill the research gap 

in these two critical areas. However, there were limitations to the study, which are 

addressed below. 

Sample size 

The sample size for this study was small at 12 participants, limiting generalizability 

of the results; however, the number of different data points collected (both qualitative 

and quantitative) worked against common method bias. 

Longitudinal data  

Due to the pace of the research and completion of this manuscript, longitudinal data 

collection was not possible. As global leadership development is a non-linear and 

longitudinal process, additional data collection would serve to build upon the 

preliminary findings. 
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Recommendations for Future Research 

Program directors 

In addition to observing the participants, the researcher also observed program 

directors who were on-call twenty-four hours a day, seven days a week to respond to 

participant needs and to provide physical, mental, and emotional stability during the 

program. Program directors also served as facilitators of meaning-making to assist 

participants in processing through their challenges.  

 

Future research on the intercultural competency, global knowledge, and cognitive 

processes of program directors as they move fluidly in the host culture, mitigate a 

variety of risks in-country, facilitate learning and development, build community with 

program participants, and navigate the (sometimes) large gap between home culture 

expectations and host culture realities particularly related to administrative 

responsibilities at home. 

Adult learners and special populations 

While not a major finding, this study uncovered a pattern of self-limiting behavior 

among participants aged 40 years old and older. Due to the limited research on 

community college study-abroad programs and the lack of older adult learners in 

traditional study-abroad programs, there is an opportunity to learn more about how 

these experiences transform older adult learners. This should also be extended to 

other special populations, like heritage language learners. 
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Scaffolding experiences 

The final opportunity for future study is in the intentional scaffolding of experiences 

within a short-term study abroad to maximize leadership development. As noted in 

Chapter 5, there is little in the way of training and education to assist program 

directors with facilitating this process or to assist students in fulfilling their potential. 

This gap is partially addressed by findings from the current study; however, there is 

more to be explored. 
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Appendix A: Email Communication 
 

Dear Costa Rica Study Abroad Participant, 

 

My name is Stephanie Quirk, and I am a PhD student at Benedictine University. I am 

researching global leadership development in students who participate in study 

abroad experiences. This research is aimed at helping educators around the globe 

prepare students to live and work in the complex global society of today and the 

future. 

 

I am currently seeking 12 students interested in being participants in the study. I am 

specifically seeking 6 students who will be participating in the service-learning 

option, and 6 students who will not. 

 

Commitment: 

• 2 Interviews (prior to departure and after you return from the trip) 

• Interview 1: What your cultural experiences and global education were 

like prior to your participation in the program. 

• Interview 2: Your reflections on the experiences you had during, and 

after your study abroad program. 

• 1 Video Journal (completed while in Costa Rica, equipment provided) 

• Access to written reflections (no additional writing is required) 

 

The interviews will be video-recorded and the interviewer will take notes. Interviews 

will take no longer than 1 hour. Both the interviews and the video journals will be 

transcribed. This is done for data analysis. All transcriptions and written artifacts will 

be kept confidential in a password-protected computer. All individual identification 

will be removed from the hard copy of the transcript. Participant identity and 

confidentiality will be concealed using coding procedures. 

 

For more information on how your personal information will be protected and 

ultimately disposed, please see the attached consent forms from Benedictine 

University and Host Institution. 

 

Benefits: 

• Students will be guided on making the most of the Intercultural Effectiveness 

Scale (IES) personal reports and personal development plans 

• Students will be guided through reflection on their growth through the 

experience 

• Students will be contributing to the advancement of knowledge in a very 

cutting-edge field! 
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I will be visiting your Orientation on Friday, May 19th to speak about the study more 

in-depth and give you the opportunity to ask additional questions. We will be ready to 

begin interviews on Saturday, May 20th so if you are interested, you may print the 

attached consent forms and bring them to Orientation. 

 

Sincerely,  

 

Stephanie Quirk  

email@email.com 

555-555-5555

mailto:email@email.com
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Appendix B: Participant Consent Forms 
 

Benedictine University 

Informed Consent Form 

 

To: Potential Interview Participant  

From: Stephanie Quirk  

Subject: Informed Consent to Participate in Study 

Date: ________________________  

Dear: ________________________ 

My name is Stephanie Quirk, and I am a PhD student at Benedictine University. I am 

researching global leadership development in students who participate in study 

abroad experiences. I am particularly interested in these main areas: (1) What your 

cultural experiences and global education were like prior to your participation in the 

program; (2) Your reflections on the experiences you had during, and after your study 

abroad program.  

This research will add to the body of knowledge about the development of global 

leadership competencies in students who participate in study abroad programs. This 

research could potentially assist with a greater awareness of what kinds of 

experiences are most effective for global leadership development, and could help 

educators around the globe prepare students to live and work in a complex global 

society of today and the future.   

Thank you for your willingness to participate in the two interviews, video journal, 

and granting access to your written reflections during the experience. Your 

participation is voluntary. You do not have to answer any questions you do not want 

to answer. If at any time you do not want to continue with the interviews, you may 

decline. Your time and involvement is profoundly appreciated. Each interview will 

take approximately one hour. To maintain the essence of your words for the research, 

I will record the information. At any time, you may request to see or hear the 

information I collect. I will contact you immediately upon the receipt of this form to 

set up a convenient time for the first interview. We will reconnect in Costa Rica 

during your trip, and again after your study abroad experience. 

The interviews will be video-recorded and the interviewer will take notes. This is 

done for data analysis. All video will be transcribed by the interviewer and kept 

confidential in a password-protected computer. All individual identification will be 

removed from the hard copy of the transcript. Participant identity and confidentiality 
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will be concealed using coding procedures. For legal purposes, data will be 

transcribed on to a compact disc and transmitted to a Benedictine University faculty 

member for secure and ultimate disposal after a period of seven years. Dr. James 

“Gus” Gustafson is the Benedictine University faculty member who will secure and 

ultimately dispose of the information. His information is at the end of this form. The 

researcher will also maintain a copy of the data on a password-protected computer.   

Excerpts from the interview may be included in the final dissertation report or other 

later publications. However, under no circumstances will your name or identifying 

characteristics appear in these writings. If, at a subsequent date, biographical data 

were relevant to a publication, a separate release form would be sent to you.   

Please sign this form on the line provided below to show that you have read and agree 

with the contents. Please return it by email to me at email@email.com. An electronic 

signature is acceptable.  You may also sign and return this paper in person at the 

Costa Rica Orientation Weekend. 

____________________________________________________ 

Your electronic signature above   

(If you have problems with the electronic signature please call me at 555-555-5555.)  

This study is being conducted in part to fulfill requirements for my PhD degree in the 

Values-Driven Leadership program at the graduate school of Benedictine University 

in Lisle, Illinois.  

The study has been approved by the Institutional Review Board of Benedictine 

University. The Chair of Benedictine University’s Institutional Review Board is Dr. 

####. She can be reached at (555) 555-5555 and her email address is 

email@email.com. The chairperson of this dissertation is Dr. James “Gus” Gustafson. 

He can be reached at (555) 555-5555 and his email is email@email.com for further 

questions or concerns about the project/research.   

 

Sincerely, 

Stephanie Quirk  

Benedictine University 

email@email.com  

(555) 555-5555 
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Host Institution 

Student Consent to Participate in Research and FERPA Release 

 

Study Title: Study Abroad and Service-Learning for Global Leadership 

Development   

Researcher: Stephanie Quirk  

• This is a consent form for participation in a research study. It contains 

important information about this study and what to expect if you 

decide to participate. 

• Your participation is voluntary. You may refuse to participate in this 

study. If you decide to take part in the study you may leave the study 

at any time. Your decision will not affect your grades or status at the 

College. 

• As a result of your student status, your records and personal 

information are protected by the Family Educational Rights and 

Privacy Act (FERPA).  Since the data to be obtained may include 

student record information you will be asked to sign a limited waiver 

of your FERPA rights for the purpose of this study only. 

• Please review the information carefully. Feel free to ask questions 

before making your decision whether or not to participate. If you 

decide to participate, you will be asked to sign this form and will 

receive a copy of the form. 

 

Purpose of the study: Examining global leadership development in students who 

participate in study abroad experiences and service-learning. 

Duration of the study: 5 weeks  

Participation expectations:  

-2 Interviews 

-1 video journal 

-Access to written material 

Confidentiality provisions and Data disposition: All transcriptions and written 

artifacts will be kept confidential in a password-protected computer. All 
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individual identification will be removed from the hard copy of the transcript. 

Participant identity and confidentiality will be concealed using coding 

procedures. Dr. James “Gus” Gustafson is the Benedictine University faculty 

member who will secure and ultimately dispose of the information. He can be 

reached at (555) 555-5555 and his email is email@email.com. 

Who can answer questions about the study: Stephanie Quirk, email@email.com, 

(555) 555-5555 

 

FERPA RELEASE  

In accordance with the Family Educational Rights and Privacy Act of 1974 

(FERPA), I, the undersigned, hereby authorize Stephanie Quirk, the primary 

research investigator, to gather personal data that may include information in 

my educational records:  

 

I understand further that (1) I have the right not to consent to the release of 

my education records; (2) I have the right to receive a copy of such records 

upon request; (3) and that this consent shall remain in effect unless revoked 

by me. I may revoke this right at any time, but that any such revocation shall 

not affect information previously accessed by the research investigator prior 

to the receipt of any such written revocation.  

I have read this form and I am aware that I am being asked to participate in 

a research study. I have had the opportunity to ask questions and have had 

them answered to my satisfaction. I voluntarily agree to participate in this 

study.  I understand that I am not giving up any legal rights by signing this 

form and I will be given a copy of this signed form.  

______________________________      _____________________________  

Printed name of participant         Signature of participant  

______________________________  

Date  

Investigator/Research Staff  

I have explained the research to the participant before requesting the 

signature above. There are no blanks in this document. A signed copy of 

this form has been given to the participant or his/her representative.  
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Stephanie Quirk   ______________________________  

Printed name of person obtaining consent   Signature of person obtaining consent  

5/11/17 

Date  
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Appendix C: Program Syllabus 
Host Institution / Consortium 

COURSE SYLLABUS~CULTURE AND CIVILIZATION OF COSTA RICA 

COSTA RICA STUDY ABROAD SUMMER 2017 

(Host Institution students:  HUMNT 1800:  3 semester credits) 

(last revised: 3/24/17, subject to change) 

 

Location and Times: 

Host Institution Orientation, May 19-20, 2017  

San Jose, Costa Rica (various locations on-site) 

 

COD Co-Directors:   Director 1, Director 2 

E-mail:     email@email.com 

Assistant Director:  Director 3, Consortium Institution 

Email:    email@email.com 

Cell Phone in Costa Rica:   ________________________  

Office Hours:   Daily after class at Language Academy and by 

appointment  

 

Course Description: 

A survey of the culture and civilization of Costa Rica. Topics covered will include the 

arts, geography, environment, history and social and political institutions of Costa 

Rica. Attendance at Orientation lectures and activities as well as hands-on 

experiences are required. 

 

Required Course Materials: 

Access to online texts and other materials on Blackboard, the course management 

system for the Host Institution (log in with your registration information (login and 

password) and click on the Costa Rica program). These materials will be available for 

use before, during, and after the program. 

The library has created the following link to a Study Abroad in Costa Rica Research 

Guide 

 

mailto:email@email.com
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You will find access to the following e-books and other useful resources for the 

assignments here in this Guide. 

Costa Rica: A Global Studies Handbook  

Culture and Customs of Costa Rica 

Costa Rica Pocket Adventures 

Supplemental reading materials as provided. 
Binder paper or spiral notebook with perforated pages (for summaries/reports). 

 
Objectives: Upon successful completion of this course, the student should be able to: 

Identify the key features of Costa Rican geography and identify representative flora 

and fauna of various ecosystems 

Discuss the most important environmental issues in Costa Rica and their impact on 

the economy, society and politics of the country 

Identify and discuss the most important events and movements in Costa Rican history 

from Pre-Columbian times to the present and analyze their global consequences 

Identify current political structures and trace their development and history  

Identify and discuss key cultural-sociological aspects of Costa Rica and compare and 

contrast them with those of other societies 

Identify the most important periods, currents, and works in Costa Rican art and 

literature and discuss them in their Latin American and global contexts  

 

Grading: 

 1.   Pre-trip Activities       20 

 2.   Open Book Test       45 

 3.   Quiz: Living in Costa Rica      20 

 4. Intercultural Effectiveness PRE-Assessment    20 

 5.   4 Region Reports       40 

 6.   Intensive Orientation Seminar            20 

 7.   Café Britt/Heredia- Cultural Summary    10 

 8.   National Theater- Cultural Summary     10 

 9.   Gold or Jade Museum-Cultural Summary    10 

   10.   Atlantic Watershed- Cultural Summary    10 

 11.   Poás Volcano and La Paz Waterfall Gardens- Cultural Summary 10 

 12.   Diquis Region (Manuel Antonio)- Cultural Summary  10 

 13.   National Museum- Cultural Summary     10 

 14.   La Fortuna /Arenal- Cultural Summary    10 

 15.  Cultural Short Activities      30 

 16.      Intercultural Effectiveness POST-Assessment   25

  

                                                                                      Total:  300 

 

Grades will be assigned using the following grading scale: 
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  A= 90% - 100% D= 60%-69% 

  B= 80-89%  F= Below 60% 

  C= 70-79% 

 

The grade of incomplete is not available in this course. Classroom and cultural 

excursion attendance is mandatory. Each absence will result in automatic lowering of 

your overall grade and could result in failure of the course. Exceptions will be 

considered only when supported by medical documentation. Tardiness will also affect 

your grade. Students may not withdraw from this course without the consent of the 

Directors. 

 

Course Requirements and Procedures: 

Pre-trip activities completed and turned in by May 1, 2017. 

Due at Orientation (May 19, 2017): Quiz: Living in Costa Rica, Open Book 

Test, 4 Region Reports. 

Attendance at pre-departure Intensive Orientation Seminar. 

The Intercultural Effectiveness PRE-Assessment completed by May 24, 2017. This 

will be explained at the pre-departure Intensive Orientation Seminar. 

Short Activities, which will put you in contact with the Costa Rican people 

and culture, must be completed. The list of activities and due dates will be 

given to you prior to departure. 

On-site cultural excursions: 

All trips included in the program price are mandatory. Departure times for 

cultural excursions are firm. Plan on being at the departure point at least 15 

minutes ahead of time. If you have not arrived on time, we must leave without 

you. 

The Intercultural Effectiveness POST-Assessment completed by June 23, 2017. 

 

On-Site Cultural Excursions 

If you miss a required cultural excursion to a museum, the National Theater or other 

site in San José, it can be made up by going on your own to the site and writing your 

report within 3 days of the missed scheduled event. 

If you miss a required cultural excursion outside of San José, it cannot be made up. 
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CULTURE AND CIVILIZATION OF COSTA RICA 

REQUIRED READINGS, ASSIGNMENTS AND CULTURAL EXCURSIONS 

 

May 1  Pre-trip Activities due 

 

May 19-20 1. Intensive Seminar at Host Institution (Fri. 1pm – 6:00pm; Sat. 8am 

– 1pm),   

                           Room TBA. 

  2. Living in Costa Rica Quiz due 

3.  Open Book Test due. To answer the questions, you will need to 

read the Orientation Handbook and the readings for Culture and 

Civilization online posted on Blackboard 

  

Four Region Report assignments are also due at Orientation. These are designed to 

familiarize you with the main areas we will be visiting in Costa Rica: San José, the 

Central Valley, the Diquis (Pacific) region, and the Atlantic Watershed area. See the 

four Region Report assignments on Blackboard and complete the questions.  

 

Attendance at the following cultural excursions in Costa Rica is mandatory: 

See schedule for dates (subject to change): 

   

  1. Café Britt 

  2. Manuel Antonio National Park 

  3. National Theater 

  4. History Museum 

  5. La Fortuna/ Arenal Volcano 

  6. Gold or Jade Museum Visit 

  7. Poás Volcano and La Paz Waterfall Gardens 

  8. Atlantic Watershed (Banana Plantation) 

  9. Noche Tica Cultural Performance 

 

On the second day after a cultural excursion, a 1-2 page summary of the cultural 

excursions is due at 8:00 a.m. when you arrive for class at the language academy.  

 

Attendance is also required at the weekly town meetings listed in the schedule 

(days are subject to change). The town meetings are designed to help you process 

your cultural learning, share experiences and recommendations among the group, and 

address any issues and concerns which may arise.   
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HOW TO WRITE REPORTS FOR CULTURAL EXCURSIONS 

You will need to write a report (un informe) for most of the cultural excursions we 

will take while in Costa Rica. These reports are an essential part of the academic 

work for the Culture and Civilization course.  

 

The cultural excursions are:  

 

1. Café Britt 

2. Manuel Antonio National Park 

3. National Theater 

4. History Museum 

5. Arenal Volcano/Lagos 

6. Gold or Jade Museum Visit 

7. Poás Volcano and La Paz Waterfall Gardens 

8. Atlantic Watershed (Banana Plantation) 

 

The cultural excursion reports are designed to help you: 

 

Recall and describe essential factual information about the site and relevant aspects of 

the experience 

Interpret what you learned in the context of Costa Rican culture 

Compare and contrast important aspects of Costa Rican culture with your own and 

other cultures 

Appraise and examine what you have learned in order to develop new perspectives 

and questions about global issues  

 

Requirements for the reports:  

 

Write a minimum 1.5 to 2 page report; double-spaced; write on every other line if 

hand written; write in pen or print out; do not use ragged spiral notebook paper. 

 

Students at the Intermediate-level or above will be expected to write in Spanish (Hint: 

Take notes in Spanish; it will be easier to write your report and you will make fewer 

mistakes than if you take notes in English and try to translate into Spanish) 

 

Refer to the Cultural Excursion Report Grading Criteria for guidance as to what is 

expected (following page); we will provide you with some Questions to Consider as 

you write your report; you do not need to follow the order of the questions: use them 

as a minimum starting point to stimulate your thoughts and get you to think critically 

about what you have learned and experienced. 
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You will receive a calendar with the dates for Cultural Excursions and due dates for 

Reports. The calendar on the Costa Rica web site also includes dates for the Cultural 

Excursions. 

 

Cultural Excursion Report Grading Criteria 

 

Cultural Excursion Summaries are worth 10-20 pts. each, and are due on the second 

morning after returning from the excursion.  

  
Criteria Points 

Form Report is well-presented: double-spaced, neatly 

handwritten in pen or typed with proper heading: student’s 

name, date, title of cultural excursion.   

1 

Organization Report is well-organized into paragraphs which flow 

logically and form a coherent whole. It should read like an 

article you might find in a magazine (interesting opening, 

development of information and analysis, satisfying 

ending).  

1 

Development All of the most important aspects of the excursion are 

discussed adequately. Student addresses the majority of 

“Questions to Consider” in writing the report and gives 

equal weight to “Factual Information” and Interpretation 

and Analysis.” Report is a minimum of 1 and a half or two 

pages long.   

2 

Factual 

Information 

In English: clear and comprehensible  

In Spanish: errors do not interfere with comprehension of 

ideas; uses new vocabulary 

includes accurate and relevant factual information about 

the site  

makes connections between what he/she has read online 

pre-departure  

  

3 

Interpretation 

and Analysis  

interprets the site and experience in the context of Costa 

Rican culture  

not only describes the site and the experience, but 

considers relevant social, economic, political and 

environmental issues and questions  

evaluates the global significance of the excursion site and 

experience     

3 

  
Total 

 

Cultural Excursions: Questions to Consider as you write your Report 
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Here are some issues and questions you should consider as you prepare to write your 

cultural excursion report. When you write your report, do not just go down the list 

and answer the questions or your report will be disjointed and won’t make sense. The 

issues and questions are meant to serve as an overview of the most important things 

to consider. You will not have to consider all of the points equally in depth, and you 

may want to add some points of your own as you write. Points will not be deducted as 

long as you cover the majority of the points and/or come up with some relevant points 

of your own.  

 

Be sure half of your report covers factual information and the other half is 

interpretation/analysis. 

 

1. Café Britt: history and origins of coffee; European attitudes toward drinking it; 

development of the coffee industry in Costa Rica; description of what the cafetales 

look like and the climate needed for coffee cultivation; the “anatomy” of a coffee 

bean and the coffee plant; how it is grown and harvested; how Café Britt handles 

quality control; how decaffeinated coffee is produced; environmental issues in coffee 

cultivation; shade vs. sun planting; Other perspectives of coffee production not 

addressed by the Britt tour (is Britt “free trade” coffee? what is the difference? Do 

you think Britt is representative of coffee cultivation in Costa Rica? “ecotourism?” 

Why (not)?  

 

2. Manuel Antonio National Park (Diquis Region): how the climate and terrain 

change from San José to Manuel Antonio; the palm oil plantations and your 

impression of them; the roads, towns, and bridges on the way; physical description of 

the Park; how one enters and exits, who visits, observations about families and other 

visitors; what are “locals” like? the vegetation and your observations of how and 

where it grows; animals big and small: their names, habitats, how they behave; how 

humans impact their habitats; environmental issues and conservation efforts; the 

facilities and beaches in Manuel Antonio compared to others you have visited; why 

different? How same? Hiking trails: what do they offer? Condition? Comparisons 

between how “National Parks” are operated in Costa Rica and others you have visited 

in the States. 

 

3. National Theater: Description of the exterior, significance of location and attitudes 

of ticos toward their National Theater; who built the Theater, when and why; why this 

style? how European elements are “mixed” with Costa Rican ones; the large ceiling 

painting in the main staircase (name, artist, details, interpretation); the relationship 

between the Theater and the coffee bourgeoisie; materials used in construction and 

where acquired; specific works of art in and around the Theater and how they help set 

the tone; the stage and seating: what is special about them; the chandelier and how it 

operates; the types of productions staged at the National Theater; how many 

attend/capacity; social classes and the Theater: how do different groups use it? 

Connections with democratic principles?  Comparisons of the National Theater and 
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the idea of a “national theater” to those in the U.S. Extra: What is the future of the 

National Theater? What plans are being made to preserve/protect it? Environmental 

damage?  

 

4. History Museum: The history of the site: what is this building? Bullet scars on the 

exterior; the large Plaza adjacent to it (what is it called?); view of San José from the 

interior patio; the large, stone spheres (see Insight Guide); style of architecture; who 

visits: ticos? Tourists? The four sections/exhibits of the museum and what periods or 

themes are covered; how indigenous peoples lived in Costa Rica; their way of life, 

customs, economy, religion, etc. before the encounter with the Spaniards; impact of 

the Spaniards on the indigenous cultures; Spanish influence on Costa Rican culture 

and society; development of Costa Rica as a nation: some major conflicts and 

struggles; ethnic diversity of the ticos; the butterfly garden; comparisons and 

contrasts with other history museums you have visited; importance of the History 

Museum for Costa Ricans.  

    

5. La Fortuna, Arenal Volcano:  

Review the handout on the Arenal volcano. Tell how Arenal compares to other active 

volcanoes in the world, the effect it has had on the surrounding population and 

economy, what organizations monitor danger to nearby inhabitants and visitors and 

who is in charge of deciding whether to evacuate and how are people informed?  

Read the handouts on the history of the 1968 eruption and the town of La Fortuna. 

What were Arenal and La Fortuna like before the 1968 eruption? What are some 

terms and concepts you learned about volcanoes from reading the handout? How 

would you describe La Fortuna? What would the town be like without the volcano 

nearby? Try to talk to a tico about the volcano; are ticos fearful of eruptions? Do they 

have personal experience with volcanic activity? Why do you think people are 

fascinated with volcanoes? 

  

6a. Gold Museum: description of the site, significance of location, security for gold, 

architecture, general impression of the building; names of some of the indigenous 

populations which produced gold items; purposes of the items, uses; status and gold 

in indigenous societies; gold in burial rites; gold as ornamentation; animals which 

were the inspiration for the pieces and what they represented; technology and 

methods for making the gold pieces; artistry; themes of some of the pieces and their 

meanings in indigenous cultures; what you learned from the informational video; 

other exhibits at the gold museum: works and artists of Costa Rica. Extra: Colombia 

has a famous Gold Museum. Find out about it on the web and compare to Costa 

Rica’s Gold Museum.  

 

6b. Jade Museum: description of the site, significance of location: why located here? 

architecture, general impression of the building; names and periods of some of the 

indigenous populations which produced jade or pottery; purposes of the items, uses; 

status and jade in indigenous societies; types of jade; jade in burial rites; jade as 
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ornamentation; Pottery: colors, styles, purposes; animals which were the inspiration 

for the pieces and what they represented; how pottery differs from other types you 

have seen; technology and methods for making the jade or pottery pieces; artistry; 

themes of some of the pieces and their meanings in indigenous cultures; your favorite 

pieces and why. Optional: add a sketch or two of your favorite pieces and label them.  

 

7. Poás Volcano and La Paz Waterfall Gardens:  

Poás Volcano: Location and description of the site: Active? How active? Dangerous? 

Protections in place for visitors? Description of the terrain of the volcano: different 

parts/areas, history of eruptions, minerals present; history/evolution of the volcano; 

hiking trails; what altitude? climate? vegetation? Description the sombrilla del pobre 

and why it grows well here; observation of the edges of the trail and layers of ash; 

other sites (lakes) and observations of flora/fauna; Poás Volcano National Park: how 

long has it been a National Park? Compare/contrast with other National Parks; 

visitors: mostly tourists? Ticos? Observations on behaviors, families, etc; impact of 

people on nature, environmental issues; (eco)tourism in Costa Rica. 

 

La Paz Waterfall Gardens: Ecotourism site: who owns the land and La Paz? What 

is/are the purpose(s) of the site? Who are the visitors? What facilities are available to 

visitors? Is the site for education or pleasure, or both? Climate? Vegetation? Exhibits: 

tell what you learned from the Mariposario, Colibríes, Ranario, Serpentario, rustic 

cabin and the way of life of rural ticos of previous centuries; give your opinion of this 

example of ecotourism. 

 

8. Atlantic Watershed (Banana Plantation) 

Description of the terrain en route to the Atlantic Watershed area: through which 

ecosystems do you pass? Describe them. What can you observe about the local 

economies and societies of each ecosystem? How do the ecosystems and climate 

influence how people live and work in these areas? Which aspects of these economies 

and societies reflect globalization, transition or change? Are the changes positive or 

negative? For whom? Why? Include discussion of Braulio Carrillo National Park. 

The banana plantation: Identify the company, size, location of the banana plantation 

and describe the physical configuration and features; describe what is accomplished 

here; the process of growing bananas, including climate, necessity for pesticides and 

other protections for the bananas; workers and working conditions; market forces; 

environmental concerns; history of the banana industry in Central America; impact of 

the banana industry on the society and economy of Costa Rica; future of the banana 

industry.   
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Host Institution 

Costa Rica Study Abroad Program 2017 

 

INDEPENDENT PROJECTS/SHORT ACTIVITIES 

FOR CULTURE AND CIVILIZATION OF COSTA RICA (30 points) 

 

Choose 15 of the following activities and answer the questions in writing for each 

activity. Eight (8) of the activities will be due at the Town Meeting on June 9th. The 

remaining seven (7) will be due at the last Town Meeting on June 15th. Be sure to 

include the number of the activity for each of your answers. If you have your own 

idea for a short activity, feel free to ask the Director(s) for prior approval.  

 

1. Go to the Central Post Office. Find out how much it will be to send a 

postcard and a letter to the U.S. Go to the philatelic window. Ask if they have 

any Costa Rican stamps with turtles on them. 

 

2. Go to the Automercado in Los Yoses, Plaza del Sol or any other location. 

Make a list of 5 canned and/or packaged goods you have never seen before. 

Buy a jar of jam made from typical fruit. Try it on your bread at breakfast. 

What do you think of it? 

 

3. Visit the Central Market. Make a list of 3 kinds of fish (pescado), 3 

vegetables (verduras o legumbres) and 3 fruits (frutas). Give the names in 

both Spanish and English. Buy one fruit with which you are not acquainted 

and try eating it. Give your impressions of the market and the fruit. 

 

4. Superstitions, belief in good and bad luck, are examples of folk wisdom. A 4-

leaf clover, walking under a ladder, the number 13, a black cat, etc. represent 

common American superstitions. Talk to your host family about Costa Rica 

superstitions. Find out about several ones of bad luck and several ones of 

good luck. 

 

5. In the United States, Thanksgiving is associated with eating turkey. Ask your 

Costa Rican family what special foods are associated with certain holidays. 

 

6. Ask your family to teach you 3 typical saludos or despedidas. What do they 

mean in English? At what level are they used (formal, informal, children, 

college students, etc.) 
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7. Go to a pastelería and learn the names of three kinds of pasteles. Buy one, 

eat it, and react to it. 

 

8. In English, people in love often call each other names that refer to sweet 

things. Some of the most common are sweetie, honey, sugar, sweetie pie. 

What terms of endearment are used in Costa Rica? Ask a university student 

or any young married couple. 

 

9. Go to a restaurant that serves bocas. Try at least three different ones. Write 

down their names and describe what they are. React to what you have eaten. 

 

10. Eat a meal in a café, soda, or restaurant. Learn the names of two items in 

each category (appetizers, salads, main courses, desserts, etc.). Write them 

down and describe each one. Find out what is included in the price of the 

meal. How is this eating place similar to the places in the U.S.? How is it 

different? 

 

11. Ask a Costa Rican to teach you three ways of thanking someone and three 

ways of responding to the thank you. Make a list of them and their meaning 

in English. 

 

12. In Japan, chrysanthemums make people think about death but in the United 

States they remind people of autumn. Go to a flower shop/stand. Learn the 

names in Spanish of 4 flowers, at least two of which you have never seen 

before. Ask the florist if there are any flowers that have a special meaning in 

Costa Rica. Also find out if the color of the flower has any special 

significance. 

 

13. Go to an ice cream store. Buy an ice cream of a flavor that is new for you. 

What is it called in Spanish and English? React to the taste. 

 

14. Write down the names of the furniture and appliances in three rooms 

(bedroom, kitchen, living room) in the house in which you are staying. 

 

15. Ask your Costa Rican “mamá” for a recipe. Ask her to explain how to make 

it. For what occasion does she make it? 

 

16. Describe the family home (here in San José) and its relation to the 

neighborhood. List the similarities and differences between your 

neighborhood here and your neighborhood in the U.S. 

 

17. List five piropos. Who said them? To whom? In what circumstances? What 

do they mean? 
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18. Buy a Spanish language newspaper. Find a political cartoon or caricature. 

Ask somebody what it means. (Cut it out and paste.) 

 

19. Find the weather report in the newspaper. What was the most recent 

maximum temperature in San José? How many degrees is that in the 

Fahrenheit scale? 

 

20. Find an item of international importance in the newspaper. Cut it out and 

explain in your own words in writing. 

 

21. Interview a Costa Rican. Ask him/her about a typical date in the city and 

about romantic relationships. How does this compare to romantic 

relationships in the U.S.? 

 

22. Interview a Costa Rican. Ask him/her about the use of tú, vos, vosotros, 

usted, ustedes. Do the answers agree with or differ from your personal 

observance?  

 

23. Talk to your Costa Rican family about their different celebrations and 

customs; for example what celebrations occur around the birth of a child and 

find out how Costa Ricans celebrate an engagement/wedding. What customs 

surround a death in the family? 

 

24. Attend a soccer game. How did the people react? Was it the same as in the 

U.S.? If not, why not? 

 

25. Attend a play, concert or a movie. What did you see? How did the people 

react? What did you think of the play, concert or movie? How much did the 

ticket cost? How were the spectators dressed? 

 

26. Attend a church service en español. Describe it. How was it different from a 

service in the U.S. How was it different? 
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Appendix D: Interview Protocols 
Quirk Interview Protocol 

Interview Guide 

Interviewer Name: ____________________________________________________ 

Interviewee’s Name: __________________________________________________ 

Date: _______________________________________________________________ 

 

Introduction: 

Thanks for joining me today and for agreeing to be interviewed as part of my PhD 

program research on global leadership development. Before we get started, let me 

briefly share with you what I’m doing with this interview in the context of the 

research and why I’m doing it. 

 

I am currently in the Values-Driven PhD program at Benedictine University. I am 

researching global leadership development in students who participate in study 

abroad experiences. I am particularly interested in two main areas: (1) What your 

cultural experiences and global education were like prior to your participation in the 

program; and (2) your reflections on the experiences you had during, and after your 

study abroad program. 

 

This research will add to the body of knowledge about the development of global 

leadership competencies in students who participate in study abroad programs. This 

research could potentially assist with a greater awareness of what kinds of 

experiences are most effective for global leadership development, and could help 

educators around the globe prepare students to live and work in a complex global 

society of today and the future. 

 

I will be interviewing 12 individuals on the topic of study abroad using the same 

questions. There are no right or wrong answers to any of the questions, simply speak 

from your experience and heart.  

 

All initial interviews will be taking place prior to departure, I will be joining you in 

Costa Rica to assist you with the video journal, and I we will meet one final time after 

the conclusion of your program. After the conclusion of the interviews, I will be 

transcribing them. The interview information will be kept anonymous and your 

personal information will always be protected, but I will be identifying themes across 

the interviews. If you are interested in reading the transcriptions at any time during 

this study, I am more than happy to share it with you. 

 

In a moment I am going to begin asking you questions related to your previous cross-

cultural experience. The best thing you can do for me in this conversation is to think 
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about, remember, and tell me details about things you’ve experienced related to the 

questions. 

 

Do you have any questions at this time? Please feel free to take your time considering 

the questions and I am happy to repeat questions if needed. 

 

Ok let’s start with a few informational opening questions.  

• Can you please state your name and where you are from? 
• Is this your first time traveling or traveling abroad? 
• Have you studied abroad before? Where / how long? 
• Why did you choose to study abroad? 

 

Lead-In: 

Global leadership is a very new field and much is still unknown about how 

individuals develop the skills necessary to lead in a global context. Due to the 

complexity of this topic, my aim in this research is to address one specific part of 

global leadership called intercultural competency. This is also known as how 

individuals’ ability to function effectively across cultures. 

 

Opening Question: 

I’d like you to think back in time to a cross-cultural experience you had in the past. 

This can be domestic or an international experience. Maybe a time that stands out to 

you when you noticed a cultural difference in a situation, something that was different 

in comparison to your own ideas, customs, and social behavior? 

• Can you describe what happened? Is there a story you can tell about the 

experience? 
• Follow Ups 

o Can you share how you felt in that situation? How did you feel after? 

o Were you surprised by anything during the experience or after? 

o Did you have any “ah-ha” moments during that experience? 

o Do you feel that experience changed anything in you afterwards? How 

so? 

 

Question 2: 

My next question is related to your academic experiences. I’d like you to think back 

over your educational experience so far and consider highlight “ah-ha” moment either 

in a class or during your education where you felt your global understanding about 

the world increased. 

 

• Can you share the experience and say a bit about why that moment stood out 

to you? 
• Follow Ups 

o Can you share how you felt in that situation? How did you feel after? 
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o Do you feel that experience changed anything in you afterwards? How 

so? 

 

Question 3 & 4: 

My last couple questions are related to your broader life experiences. Have you ever 

been a part of a multi-cultural team in any context, work / school / home / clubs / 

sports? If you have multiple, feel free to share them all or narrow on a specific 

experience. 

 
• What were you all working towards as a team? 

o What was the team experience like?  
o What was the best part of working on the team? 
o Did you find anything challenging about working on the team? 

• Related to that last question - have you ever worked on a project, volunteered, 

or been employed in a job that had a global scope / reach? 

o Can you share a little about that experience? 
o Did you choose the project or experience? If yes, why? 
o How did you find the experience overall? 

 

Closing: 

Thanks so much for taking the time to share your thoughts and feelings with me. As a 

result of this conversation I’ve learned a great deal about you and your experiences. 

This conversation has been interesting for me and I am deeply grateful for your 

willingness to assist me in my educational journey. 

  



199 

 

Costa Rica Video Journal Questions 

 

Thank you for taking the time to check in via video journal! Please read through the 

questions below. Take some time to consider each main question and touch on each 

of the follow up questions in your video journal. You may make notes on this page in 

advance and use it during your video journal.  

 

There is no maximum time for reflections, simply do your best to answer each 

question fully. Sincerity is the most important element when answering reflection 

questions, so please let your authentic-self shine through! At the beginning of the 

recording, please state your name and after that you can jump right into the questions! 

 

1. What has been a high point experience for you during your Costa Rica experience 

so far and why? 

 

2. Can you describe a moment or encounter during your experience so far where you 

made a conscious decision to stretch out of your cultural comfort zone, or faced a 

challenge in your new cultural setting?  

What was that experience like? How did it turn out?  

How did you feel? How do you feel now? 

Do you have a story you can share about the experience? 

 

3. Describe your service experience last week in detail. 

What happened? What did you observe? How did you participate? 

What issue is being addressed or population is being served? 

Why does the organization you are serving with exist?  

Did you experience (hear/see/smell) or feel anything that surprised you?  

 

4. Was your experience different from what you expected? How so or why not? 

How have you been challenged during the experience?  

What did you learn about the people/community? 

 

5. How can we help people to better understand the nature of the circumstances 

facing the people at the service site, both staff and the population served? 

What seem to be the root causes of the issue addressed?  

What would you like to learn more about, related to this project or issue?  

What information can you share or would you like to share with your peers or the 

global community?  

 

6. If you are working on personal development using the IES personal development 

plan, can you comment on your progress so far?  

 

7. Is there anything else you’d like to share about your study abroad experience or 

your service experience so far?  
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Quirk Interview #2 Protocol 

Interview Guide 

Interviewer Name: _____________________________________________________ 

Interviewee’s Name: ___________________________________________________ 

Date: ________________________________________________________________ 

 

Introduction: 

Thanks for reconnecting with us today to discuss your experiences while studying 

abroad in Costa Rica this summer. Our process will be the similar to the first 

interview experience. We will be going through questions related to your trip abroad 

and your reflections since returning home. Do you have any questions at this time? 

 

Ok let’s start with a few opening questions.  

 

• First of all, very broadly speaking, if you were going to sum up your entire 

trip experience in a sentence or two, what would you say? 

 

In your video journal, we asked about a highlight experience of the trip up to that 

point. We’d like to revisit that question again and ask you to think about a highlight 

point from the last two weeks of the trip.  

 

• Can you describe the highlight or tell us the story about the experience? 

• What about that experience made it a highlight for you? 

 

We would also like to revisit a second question from the video journal entry about a 

moment or encounter that gave you the opportunity to stretch out of your comfort 

zone during the second half of the trip. 

 

Since your video, can you share an example where you made a conscious decision to 

stretch out of your cultural comfort zone, or faced a challenge in your cultural 

setting? 

 

• Please share the story about your experience? 

• What was that experience like?  

• How did it turn out?  

• What were your key takeaway(s) / learning(s)? 

• How did you feel? How do you feel now? 

 

Now we are going to switch gears and talk a little about your service-learning 

experience. 

 

Service-learning was a unique part of this study abroad experience. In hindsight, how 

important was the service-learning component of the trip to your overall experience?  
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• Do you feel like it helped you become a better or more culturally sensitive 

leader?  

• If so, how and why? 

 

When we last checked in, it was between the two visits. I’d like you to think back to 

the second visit. 

 

• How was the second visit different than the first for you?  

• Did you have the opportunity to volunteer in a different way or do different 

tasks? 

• Can you recount what you did that day? 

• Did you feel different visiting the second time? How so? 

• Were you able to investigate or ask about any of the questions you had after 

the first visit? 

• Did you learn anything new about the organization or the population being 

served the second time you did service? 

• After this experience, do you think you would do service-learning or do 

volunteering in the future? Why? 

 

I know that students who did not participate in the study were required to give group 

presentations. Did you watch those presentations? 

 

• If yes, did anything stand out to you? 

• Did any of their reflections strike you as something you also thought or 

experienced? 

 

Thinking back over your entire experience in Costa Rica. 

• How did you find the experience overall? 

o Can you say more? Give examples behind your comments? 

o Were you surprised by anything during the experience or after? 

o Did you have any “ah-ha” moments? 

• Do you feel that experience changed anything in you afterwards?  

o What changed? How so? 

• After this experience would you traveling abroad or do a study abroad 

program again? Why? 

• Would you recommend this experience to others? Why? 

 

I’m going to ask you to use your imagination for the next question. Let’s pretend that 

I have a magic microphone that broadcasts to everyone around the world. I’m going 

to give you the microphone and you have 1 minute to share your personal message 

with the world after your study abroad experience. What would you like to say? 

 

Closing: 
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Thanks so much for taking the time to share your thoughts and feelings. As I’ve said 

before, we are deeply grateful for your willingness to assist Stephanie in her 

educational journey.  

 

As you know, this has been an emergent process since the beginning. Our last 

question is to ask if you would be willing to be available in the future should we have 

any follow up questions or would like to check findings for accuracy? 

 

Thank you. 
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Appendix E: Participant Observation Protocol 
Study Abroad Program Excursion and Service-Learning Session  

Observation Protocol 

Program Name:  

Observer’s Name:  

Date:  

Time Observation Began:  

Time Ended:  

 

Before the observation begins, briefly describe in #1 below, what you expect to be 

observing and why you have selected it.  

 

1. Subject of the Observation. At the very beginning of the observation, describe the 

setting. Be sure to note any changes in setting as the observation proceeds. Also, note 

how the session begins. 

 

2. Describe the program setting. 

 

3. Describe how the session begins. (who is present, what exactly was said at the 

beginning). 

 

4. Describe the chronology of events in 15-minute intervals.  

 

5. By answering the following questions, describe the interactions that take place 

during the observation.  

Who is interacting? 

How do they interact? Describe 1 or 2 examples. Are there any changes in interaction 

during the observations? 

 

6. Describe how decisions are made during the observation period (by answering the 

following questions). 

Who makes decisions? 

How are decisions communicated? (e.g., written, verbal,).  

Document examples of decisions that are made during the observation. (Be sure to 

record who is making the decision.)  

 

7. Describe Nonverbal communication (How do participants get attention? How 

much do they fidget, move around? How do participants: dress, express affection, 

physically place themselves in the setting?) 

 

8. Describe program activities and participant behaviors (i.e., what’s happening 

during the session and how participants respond). 
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9. How did participants respond or react to what was happening during the 

observation? Roughly what proportion (some, most, all) are actively engaged?  

 

10. How does the program end? (What are the signals that the activity is ending? Who 

is present, what is said, how do participants react, how is the completion of this 

activity related to other activities?) 
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Appendix F: Analytic Memo Example 
After coding the artifacts collected during the data collection phase, narratives were 

developed to provide “hot takes” on each individual participant experience. Due to 

the diversity of the participants regarding their background experiences, ages, and 

origins, each narrative includes the following points: 

Prior travel experiences 
Why the student is studying abroad and their anticipated challenges 
Prior cross-cultural experiences from life, academic study, and in teams 
Prior experience that had a global scope 
Prior service experience, particularly service abroad 
Their outlook on service-learning 
In-country challenges and reflections on their Intercultural Effectiveness Scale results 
Post-trip reflections 
Key post-trip takeaways and overall reflections 
After each narrative is a brief commentary weaving in observations from the 

researcher’s field experience spending ten days embedded with the participants 

during the study abroad. 

 

1001 NARRATIVE 

Participant 1001 (19/F) from LaSalle, Illinois. The student had very little travel 

experience prior to the study abroad and the only international travel was to Canada 

with her parents. 

 

Despite taking 4 years of German language in high school, the student decided to 

study abroad in Costa Rica due to cost. She did not know any Spanish prior to the 

study abroad experience, although she had taken a culture and civilization course. 

Lacking Spanish was a point of concern for her. 

 

Her prior cross-cultural experiences were domestic encounters with individuals from 

outside the US. Her experiences were overall positive and reflections focused on 

challenged assumptions. For example, she assumed a visiting German exchange 

student would know English before coming to the US and she had assumed that 

Germany was still “rebuilding from the war”. 

 

Her prior academic experiences explored the global economy, developing nations, 

and forms of government. She felt that these experiences gave her a broader 

perspective on the world, her reflections emphasized making comparisons to the US’s 

relatively privileged position. She worked on the school newspaper with a few 

diverse students, but overall felt she did not have a diverse experience growing up. 

She did not have any global scope experience prior to the study abroad. Her prior 

service experiences were limited to direct service in volunteer organizations. She 

anticipated learning more about the Costa Rican people through the service-learning 
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experience. She had confidence that she could overcome any obstacles during the 

study abroad. 

 

In country, the student enjoyed the natural scenery and felt a highlight was her ability 

to move around the city via public transport. At the midpoint she shared that the study 

abroad experience was much harder than she thought it would be, but she was 

learning a lot about herself and the world. She immediately felt challenged by her 

limited Spanish ability. She found communicating with her host family a pressure 

point, but adjusted to establish relationships outside and felt relief. From her IES 

results, she was aware of her stereotyping tendencies and set goals around resisting 

making negative assumptions of others. Despite her challenges, she stated she was 

really enjoying the experience. 

 

After the trip, the student repeated that the experience was harder than she thought it 

would be. Her second highlight was taking an independent trip with other students 

during the free weekend and striking up conversations with Costa Ricans. Her 

greatest challenge was communication, specifically with her host family. She also 

injured her back at the end of the trip and had challenges seeking medical care. The 

directors assisted her. 

 

After this experience she wants to take Spanish courses and minor in Spanish. She 

realized how important it is to be bilingual and to know other languages and cultures. 

She felt the service-learning experience was important to her overall study abroad 

experience because she had never served a population like at the orphanage. She did 

feel it make her more culturally sensitive, plans to serve again, and would like to 

adopt a child in the future. She stated she would travel again and would like to study 

abroad again for a longer period. 

 

Her key takeaways were an increased awareness of Costa Rican culture and the 

struggles of others, an appreciation for her own privilege, and the importance for 

others to experience different cultures. She noted study abroad is where individuals 

can be pushed to their limits, personal challenges can be put into perspective, and 

people can learn to be more self-aware. She believes this would help people develop 

life skills to overcome their own challenges beyond the experience. 

 

COMMENTS 

I feel Participant 1001 came into the experience naïve of the reality of the challenges 

she would face. She had very limited travel and exposure to other cultures prior to the 

trip, but she functioned well within the structured program environment and was 

quick to learn how to navigate public transportation and grew confident and 

independent over time. Although she was aware of the lack of safety in San Jose, she 

attempted to take an unsafe taxi to seek medical care at the end of the trip. The 

program directors quietly intervened to cancel her reservation and accompanied her 

via safe taxi instead.  
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Her lack of Spanish language skills caused most of her discomfort with her host 

family, however, she did overcome this by resolving to branch out in the latter part of 

the program. She describes this as “getting over the hump”. Despite her challenges, 

she kept a positive attitude throughout.  

 

She actively participated in the service-learning experience, but did not demonstrate a 

deep understanding of the organization or the root causes of the issue. She did show 

interest in serving in the future noting that her parents were planning to adopt a child 

prior to her birth. This personal connection moved her to want to adopt a child in the 

future.  

 

As a young, inexperienced traveler, the free weekend was her opportunity to prove to 

herself that she could navigate public transportation and make her own decisions 

independently outside of the program structure. She did this successfully. Her final 

reflections on the overall experience were focused on personal growth and her 

commitment to continue traveling, studying abroad, and studying other languages and 

cultures. 

 

KEY THEMES 

• Personal growth - independence and confidence 

• Risk-taking to grow 

• Perspective shift to value bilingualism through experiencing her struggle 

 

CL (Pre) CL (Post) SA (Pre) SA (Post) EX (Pre) EX (Post) 

4.16 4.69 4.11 4.89 4.2 4.5 

 

IE (Pre) IE (Post) WO (Pre) WO (Post) RD (Pre) RD (Post) 

3.32 3.83 3.14 3.29 3.5 4.38 

 

H (Pre) H (Post) PR (Pre) PR (Post) ER (Pre) ER (Post) 

2.56 3.33 2.56 3.33 2.56 3.33 

 
CL 

(Delta) 

SA 

(Delta) 

EX 

(Delta) 

IE 

(Delta) 

WO 

(Delta) 

RD 

(Delta) 

H 

(Delta) 

PR 

(Delta) 

ER 

(Delta) 

0.54 0.78 0.30 0.51 0.14 0.88 0.78 0.78 0.78 
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Appendix G: Intercultural Effectiveness Scale 
Sample Statements 

 

CONTINUOUS LEARNING  

Self Awareness  

I'm aware of my interpersonal style and can easily describe it to others.  

Thinking about my strengths and weaknesses is a good use of my time.  

Usually I can tell what impact my behavior has on others.  

Exploration  

I treat all situations as an opportunity to learn something.  

I have developed significant new skills over time.  

I learn from mistakes. 

 

INTERPERSONAL ENGAGEMENT  

Global Mindset  

I routinely read, watch, or listen to international news.  

My friends would say I know a lot about world geography.  

Every now and then I watch television programs about other countries and 

cultures.  

Relationship Interest  

I’m not that interested in meeting people from other cultures.  

I like to figure out why people do the things they do.  

Getting to know other people teaches you a lot of valuable things.  

 

HARDINESS  

Positive Regard  

I can always find something good in any situation.  

My friends would say I always look on the bright side of things.  

If I were lost, someone would probably stop and help me.  

Emotional Resilience  

It takes me a long time to get over a particularly stressful experience.  

I find that little things often bother me.  

I have never been good at coping with negative emotions.
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