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Learning about Self Far From Home:
A Pre-service Teacher’s Intercultural Development During an Intenational Program

Helen Marx
University of Connecticut

Statement of Problem

There is much written about the need to prepare pre-service teacherskfavitlor
culturally diverse student populations (Cochran-Smith, 2005; Darling-Hammond, 2006; Gay,
2002; Grant & Gillette, 2006; McAllister & Irvine, 2000). Research suggestsriduay pre-
service teachers, the majority of whom are white, European-Americanentidds women,
have been raised in culturally encapsulated communities and are unawareafitheiltural
identities, have limited intercultural experiences, and lack knowledge abaotdlwilture plays
in teaching and learning (Gay, 2000; Haberman, 1996; Haberman & Post, 1992, 1998; Irvine,
2003; Sleeter, 2001; Zeichner & Gore, 1990). These teachers’ ethnocentric waldview
negatively impact the educational experiences of culturally diverse stBehps, 1995; Gay,
2000; Gomez, 1996; Irvine, 2003; Nieto, 2002, 2004; Pohan, 1996; Rogoff, 2003; Sleeter, 2001).
Irvine (2003) explains that “far too many pre- and in-service teacherngipnc color-blind
approach in teaching diverse students, hesitant to see them as cultural (geirgs"Gay
(2000) states that teachers must come to understand that “culture is at tio¢ deart do in
the name of education” (p. 8) and learn to teach in culturally responsive ways.

In a review of literature in the field, Zeichner and Hoeft (1996) reporteéhaher educators and
researchers generally agree that to learn to teach cultunadsdistudents, pre-service teachers must be
provided several opportunities. They need chances to uncover and considevnhaiftoral identities,

to learn about and reflect on cultural processes, to experience and learathboatiltural groups, to
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confront and examine their beliefs about racial and cultural differandeto critically examine the socio-
cultural dimensions of learning and teaching. Teacher educators andhresegaenerally agree that to
learn to teach culturally diverse students pre-service teasbedsopportunities to uncover and consider
their own cultural identities, to learn about and reflect on cultural pseseto experience and learn about
other cultural groups, to confront and examine their beliefs about eadadultural difference, and to
critically examine the socio-cultural dimensions of learning and tegd¢Bieichner and Hoeft, 1996).
Multicultural teacher education programs typically include two main conmgsnenulticultural
coursework and cross-cultural field placements. The literature on tloeress-cultural placements
indicates that they have a positive effect on some pre-servicergaathiaudes towards diverse student
populations, though the results are mixed and contradictory (Cook & Van Cleaf, 2008z, G&96;
Groulx, 2001; Terrill & Mark, 2000). Consistently researchers point taripertance of opportunities for
guided reflection as crucial in these experiences, without which, suchemqasr can often reinforce
existing beliefs, confirm misconceptions, produce stereotypes, and may higderyce teachers’
ability to seek alternative ways of teaching (Burant & Kirby, 2002; Delp®5; Gomez, 1996;
Haberman & Post, 1992; Irvine, 2003; Sleeter, 2001; Zeichner, 1996). Noel (1995)haathese
cross-cultural experiences must provide opportunities for pre-see@chdrs to be “confronted with an
outsider perspective” (p. 270), and that unless these experiences ehdileteachers’ sense of
normalcy,

...self-awareness for these students becomes just awareness of thelstaitter
dominant society. The positive reinforcement system continuously tellingshesants
that their beliefs, values, and traditions are the proper ones is still ungedllen(pp.
270-271)

On concern over domestic, cross-cultural placement is that thesess@&wenl those that serve culturally
diverse students, are structured in similar ways and based withdortieant culture, pre-service

teachers approach schools as cultural contexts they implicitly usigerdthus, even while the students
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and the community may be “different,” the school’s structure, valuasyrepuand many of the teachers
are the “same” as themselves (Pajares, 1992). Penetrating tivaldudgemony within the U.S. for a
member of the dominant culture is very difficult, particularly when #mer cross-cultural communities

with ethnocentric worldviews.

International study abroad teacher education programs have been proposed bydwne tea
educators as an innovative way to influence pre-service teachers’ intericdéuelopment in
ways not possible in domestic placements (Cushner & Brennan, 2007; Cushner & Mahon, 2002;
Heyl & McCarthy, 2003; Merryfield, 1994; Paccione, 2000; Quezada, 2004; Roberts, 2003;
Schneider, 2003). A limited number of researchers have investigated teacher edtughtion s
abroad programs, though they generally report positive growth in two geresrsl personal
development and intercultural development. Researchers have identified immaéiisioaw
different dominant context is significant to the positive effect of theseiexpes (Mahan &
Stachowski, 1990; Stachowski, 1994; Stachowski & Mahan, 1995, 1998; Stachowski & Visconti,
1998; Zeichner & Melnick, 1996). Romano and Cushner (2007) conclude that international
student teaching “can be the catalyst that starts teachers on a pathio§l&am others as well
as forging relationships based on deep and meaningful understandings of peodkgiassmi
and differences” (p. 224). They propose that such experiences provide pre-sapheestavith
the opportunity to learn about themselves, culture, and cultural difference thahods the way

they teach and their understandings about the influence of culture on teaching and.learni

Theoretical Framework

Theories of intercultural development propose that internationalgitteral experiences have the
potential to bring into relief a person’s cultural unconsciousnessamsfdrm their worldview regarding

culture and cultural difference; thus they can enable more effectigs-cultural relationships and
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communication (Adler, 1975; M.J. Bennett, 1998, 2004; Hall, 1976; Kim, 2001; King & Baxtgolih,
2005; Ting-Toomey, 1993, 1999). This study uses Bennett’'s (1993) Developmental Maodefaifltural
Sensitivity (DMIS) as a theoretical framework for describing arayaing a pre-service teacher’'s
intercultural sensitivity development during a study abroad experience.

M. Bennett's (1993) Developmental Model of Intercultural Sensitivity (BMirovides a
process-oriented model that holds promise for multicultural teachertedladforts to prepare teacher
for work with culturally diverse students, particularly in explainimgicultural growth during
international teacher education placements (McAllister and Irvine, 200@) model delineates six
stages of intercultural sensitivity development, from ethnocematethnorelative thinking. Bennett
(2004) defines ethnocentrism as “the experience of one’s own culturenaal te reality’”” and from this
point of view “the beliefs and behaviors that people receive in thigapy socialization are
unquestioned: they are experienced as ‘just the way things are’™ (p. 6@¢fiHes ethnorelativism as
“the experience of one’s own beliefs and behaviors as just one organizatatitygfamong many viable
possibilities” (p. 62). In the model, the three ethnocentric stages {,ddafiense, and minimization -
“can be seen as waysafoiding cultural differenceeither by denying its existence, by raising defenses
against it, or by minimizing its importance” (2004, p. 63, italics in origifdie ethnorelative stages -
acceptance, adaptation, and integration -“are wagee&King cultural differenceither by accepting its
importance, by adapting perspective to take it into account, or by integtiaé whole concept into a
definition of identity” (2004, p. 63, italics in original). This articien of an ethnorelative worldview is
in alignment with the dispositions teachers need in order to be ablkgctoit culturally responsive ways.

In the process of becoming ethnorelative, a person needs significant ercatteultural
difference. Bennett (1993) proposes that engagement with cultural diffenerice “other’s” home turf
may be an essential element in the process of developing intercudtusaivity. The DMIS proposes
that as long as a person stays within their own cultural context, he ewtreneed be aware of the way
their cultural context impacts how they perceive the world that undetbettscultural worldviews.
Bennett (2004) explains that an intercultural experience “generatearngrésschange in one’s
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worldview” and suggests that “this happens because the ‘default’ ethmoeesrid view, while
sufficient for managing relations within one’s own culture, is inadedoétes task of developing and
maintaining social relations across cultural boundaries” (p. 74). B} suggests that study abroad
experiences require students to not only learn about other culturescoemhgégyes in deep cultural
learning about one’s self and themselves and their own culture:
Culture hides much more than it reveals and, strangely enough, what it hidessiirude
effectively from its own participant¥ears of study have convinced me that the ultimate purpose
of the study of culture is not so much the understanding of foreign cultures lagsnie light
that study sheds on our own. (Hall, 1998, p. 59, italics in original)
He drew attention to the need to holistically and physically experiefaceign cultural context in order
to uncover one’s cultural unconscious and come to understand how culture’s “sgsiteoh” influences
our understanding of the world. International study abroad experiencesaarh@owerful educational

tools to influence intercultural sensitivity.

Research Overview

Seeking to deepen our understanding of the ways such programs might be part of our
efforts to prepare culturally responsive teachers, this study explloegsre-service teacher’'s
intercultural development over the course of a teacher education study abroachpnogra
London, England. This study examines a pre-service teacher’s interculturiajpteset during
a semester-long study abroad experience, identifying aspects of the mogoéneg challenge and
support intercultural development. Two research questions provided the overarchinyf thizis
study:

1. In what ways does a pre-service teachers’ intercultural sensitexsiaoment evolve

during a semester-long teacher education study abroad program in London, England?

Marx, 2008 NERA 5



2. What aspects of the study abroad experience and program challenged anédupport

intercultural sensitivity development?

A qualitative case study research design made it possible to explore #relrese
guestions in ways that were respectful of the complexity of interculturalapgueht and
cognizant of the unique context of each person’s experiences. Erickson (1984) rentiadls us t
the goal in such qualitative research is not generalizabiltiy, but in-depthstarting of a
particular instance of a case, to deepen our understanding of complex social phenomenon. The
findings from this study are offered not with the intention of generalizing fisdnogn this
particular case to all pre-service teachers, but instead with the conviataratefully
considering one person’s unique experiences can inform our understanding of the @ymamic
complex process of intercultural development during study abroad.

This research is a case study of one pre-service teacher, Ana, who ollasl éma teacher
education study abroad program, called the London Program. This program is a coraparimetyear
integrated bachelor’'s/master’s teacher education program offerethlye, land-grant state university in
New England. The program was designed to provide students with an opportunity éochass-
cultural immersion experience in an international, multicultural, and urbaroement. The London
Program included several components that are often included in listpartémt characteristics of
experiential learning: (1) opportunities for mentoring and guided cuteftaction, (2) credit-bearing
coursework related to cross-cultural issues, and (3) experientiahigaituations that provide
opportunities for intensive immersion into the local culture (Engle 8 p03).

All of the students enrolled in the London Program students fit theepobfiypical pre-service
teachers: they were middleclass, suburban, European-American women, winaiteddrtercultural life
experiences domestically or internationally (Grant & Secada, 1990; Hmagki2002; Ladson-Billings,
2005; Melnick & Zeichner, 1998; Merryfield, 2000; Sleeter, 2001; Strizek, &0fl7). Case selection

criteria included seeking a case-participant who met the followitegiari The student needed to (1) be
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representative of the typical, European-American pre-servicergtu@) experience positive intercultural
development over the course of the study, (3) be accessible during tmelr@seticipant observation
periods, (4) be willing and interested in being a participant.

Data was collected in three phases over the course of an academfoype&ay 2006 to May
2007, covering three phases of the students’ experiences in the study abroaud.pfPbgise one took
place during the summer of 2006 prior to the study abroad experience. Phase two todirgabe
fall semester, 2006 during the study abroad semester in London. Phase three tb@vstudents’ re-
entry to the U.S. and the spring semester 2007 on campus. As would be expectednthphsee was
the focus of the study and involved the most intensive portion of datatioolldbis period include two
intensive periods of participant observation field research in London tddheiavolved two primary
data collection methods: participant observation and in-depth interviewtipllahethods of data
collection afforded various avenues through which to view the student’s sitahdeexperience and to
understand the evolution of her intercultural development.

The dominant data analysis method used in this study is often described st cons
comparative approach to data analysis (Merriam, 1998) using a three-step madiess — open, axial,
and selective coding developed within the grounded theory research (Glatau&s, 1967). The
process of reiterative and comparative readings of data allows the coldémgesto be refined,
challenged, modified, and expanded as the research question is illumingterdtiRe reading of texts
involving the development of a coding scheme based on emergent themes and cloadrasidgi

theoretical categories.

Findings - Intercultural Development within Study Abroad

This study finds that the case participant’s, Ana, participation iachée education study abroad
program positively influenced her intercultural development, supportingopiekesearch on the benefits
of such experiences. Over the course of this study Ana became mordtuntaligisensitive. At the

beginning of the study Ana was aware of and interested in learning aboutudthessg however her
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understanding of culture as a construct was unsophisticated and she tendkdndigdual and
psychological explanations for differences among people. By the end afidyefsta was developing
richer and more sophisticated cultural constructs, exploring her own tideemtty, accepting and
recognizing fundamental cultural differences in herself and othersctinelyaseeking out intercultural
experiences as an avenue to continue her intercultural developngeific&ntly, she was entering her
first year of teaching with an acceptance of and desire to attend toythén@raown and her students’
cultural perspectives influence teaching and learning. Ana’s worldvesmransitioning from an
ethnocentric to an ethnorelative approach.

Several themes emerged from this case study that illuminate asgeptaticipant’s international
study abroad experience that both challenged and supported her interdefetapment — her
development of a consciousness of culture. Through her immersion ingnfecbiool context Ana was
challenged to confront the reality of a different cultural context; this tve catalyst for her engagement
in the process of cultural learning. Developmentally ready to take ohallergyes, she found support for
her learning in her course with Catherine, who encouraged and modeled ethweorelkgctive thinking.
The challenges and supports that were part of Ana’s experience will besgidcseparately in this
section; however, it was the interplay between the appropriate challandesupport that proved vital to

Ana’s intercultural development within her study abroad program.

Challenge: Being the Cultural Other through International Internship

In Ana’s study abroad experience it was her internship at North School - ath&triGe called an
“out of culture” teaching experience — that proved the catalyst fantezcultural development. As an
international internship experience, Ana was immersed within ereliff dominant cultural context where
she was the cultural outsider. At North, Ana had to confront the reality défuental cultural
differences. Working within North, it was impossible for Ana to assumdhbaieople in the school —
teachers and students alike — had cultural understandings regardimggean learning that were

similar to her own. The significance of her internship at North higHditite importance of such
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immersion experiences during study abroad programs that seek to infliede®s intercultural
development, a finding supported by previous research (Cushner & Mahon, 2002; M&terhé&wski,
1990; Stachowski, 1994; Stachowski & Mahan, 1995, 1998; Stachowski & Visconti, 1998; Z&ichner
Melnick, 1996).

Though superficially resembling schools in the U.S., North School proved to bemexgri” to
Ana. At North School Ana experienced cultural differences that she coulshdetstand and that she
reacted strongly against. In her first weeks there Ana was takek laptee way that both the students
and the teachers acted and she was often very uncomfortable in the satetdjruhow to act or how to
understand what she was witnessing. After being in London three months she cahahenteéhe way
teachers related to children at London: “I am getting use to ith@&dasming more normal, but | am still
shocked by it. | still don't like it” (Al3). During the experience, Ana discedghat indeed the dominant
cultures of the two countries are very different; these differecaregause a great deal of anxiety,
miscommunication, and misunderstanding and also lead to humorous and embarrassamgl gaf
interesting discoveries. In particular, Ana had trouble understanding flweddes she encountered in
the way the British teachers and students understood their relationsthipgramunicated with each
other. Differences she began to notice in her life outside of school leamegig children and their
parents. Her dilemma became how to work in and feel a part of a school ane thstishe so clearly did
not understand and within which she often felt uncomfortable and conflicted.

Ana’s first reaction upon entering North was to judge the differencesxgleeienced as “wrong”
and the teachers as “bad teachers” — clearly an ethnocentriomagadhe experience of a very different
cultural context. She explained how she had first reacted:

Like all the teachers here are just crazy they don’t know what they are tta@ggre

awful teachers, blah, blah, blah. And that’'s not the case. And | think | had a bit of that
when | first came here. Like, what's a matter with these people? They mugstdthve
awful teacher preparation programs... | am sure that is what we sounded like when we
first talked to you.... | was very judgmental of how the teachers were teaci{ih®)
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With guidance, as | will discuss shortly, Ana came to understand that sheelmggibeeiving and
negatively judging what she witnessed at North and student-teachestlattulelations in London
through her own cultural filters:
Without even realizing it, we had been trained in that American way of being, as a
teacher; this is what, this is how you behave, this is what you do. And it [thefstyle o
teaching at North] just went against everything that we had, not expbeigy told, but

the way we had been treated as kids, the way our parents treated us, the way teacher
treated us, the way we taught. (AI5)

Ana came to see that though she did not have to agree with what she canreetagiiéfe “British way

with kids,” it was their way and that for them it was “the way.”
Still 1 think that certain things should be changed here, but | don’t know that will happen
or if that is just me being American and being here.... So you need a bit more
understanding and compassion for these teachers and not being so, not being so

critical.... yeah, because the way that America does it isn’'t nedgdsstter. Who am |
to say they are an awful teacher? (AI3)

Importantly, she was questioning the validity of her own values within thiselitfeultural context. This
represents a large shift in her thinking; before going to London Ana had nkmendedged that perhaps
her own lens should not necessarily be used as the default by which othprdgade

Ana’s experience working within this foreign school, where her owmtéiegranted
assumptions about teaching and learning did not adequately explain what sx@evescing, created a
sense of cultural disequilibrium (Taylor, 1994a) for Ana. Colloquialliedaculture shock, the cultural
disequilibrium experienced as one seeks to operate within a foreigratatintext that has a different
“rule book of meaning” (Barnlund, 1998, p. 3) can act as the catalyst within stumhdabperiences and
positively impact students’ intercultural development (Adler, 1975; Behnett 1998, 2004; Hall, 1976,
1998; Taylor, 1994a, 1994b). The literature related to study abroad points tpé¢nerse of cultural
disequilibrium as vital to students’ intercultural development. Therequee of cultural disequilibrium
has the potential to bring into relief a person’s own cultural uncons@esisan awareness of the ways

they themselves are cultural and have implicit cultural understantthiagmfluence their perceptions
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(Adler, 1975; M.J. Bennett, 1998, 2004; Hall, 1976; Kim, 2001; King & Baxter Magolda, 204%; Ti
Toomey, 1993, 1999). And that was certainly true for Ana; she did become aware of heitoratyc
constructed perspectives of teaching and learning within this expeireadifferent cultural context
where her perspectives did not match those of the “others” she waagwaith.

Ana’s story clarifies that a vital part of the dynamic of beconsmgscious of culture was facing
the reality and validity of the “other’s” cultural perspective, ahdst developing perspective
consciousness. In order to work with North, she needed to come to understand the ‘pthepgttives
on teaching and learning so that she might function effectively. In the proicesderstanding their
perspectives, she came to realize that she, too, had a perspectivliogtaad learning that was not
universally shared by people of other cultures. For Ana, experiencing thisityltlifferent context
caused her to become conscious of culture — both that of others and her own. Henaxpéghlights
this interplay between the development of “self” and “other” culturala@ounsness within intercultural
development and points to the very power of international immersion expesie

Concentrating on the cultural learning opportunities inherent in the emxperé cultural
disequilibrium within an international immersion experience does not dish@gotentially disabling
effect such immersion experiences can have on students who are not readydorwet have the support
needed to take on the challenges of an intercultural experience. Hpivessdre power of this
experience of a cultural different context that results in cultisaquilibrium that can be the catalyst for
transformative growth within study abroad. Study abroad experiencesdhabsnfluence a student’s
intercultural development need to provide for the experience of cultsegjudiibrium coupled with
adequate support to help the students learn from the experience. In Adg'alstoad program, her
internship at North School provided this experience of a differettralicontext where she experienced
cultural disequilibrium. Importantly, it was not just encounters with leewho were culturally different,
but the immersion into a culturally different context where sherbeche cultural outsider — she was the

one who did not understand the cultural context — that was vital to heopmeasit.
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A crucial aspect of Ana’s immersion experience at North School wasxperience as a cultural
outsider. Clearly not a member of the dominant culture in the U.K. and not tamdigng many of the
hidden meanings of the world around her, Ana was in the position of being méoginmalainstream or
dominant culture for the first time in her life. When | asked her what had begal ¢ouher learning in
London, she stated clearly: “I want to say that it was being in London and beinthératiwat different
person” (Al5). Interestingly, Ana did not like the label of cultural ijgiswhen | asked her about it; she
did not want to be seen as different, she wanted to fit in, and her desireotavds ker motivation for
facing this challenge and engaging in cultural learning. Howeveasth&r experience of being on the
outside of another dominant culture that was significant in tresnational, intercultural experience.
Within this international immersion experience Ana was not just diffdrom other people — what could
be called being the cultural other — but she was different from thealudantext — she was the cultural
outsider. Importantly, at North Ana didn’t jusibservecultural difference, shielt culturally different
Within the literature regarding multicultural teacher educatiore’perience of being the “other” has
been identified as a critical component of cross-cultural field placenfCasale-Giannola, 2000; Gomez,
1996: Noel, 1995: Paccione 2000). Gomez (1996) writes about the need for sucliltuoals-c
placements:

Among the most promising practices for challenging and changing prieestgachers’

perspectives was their placements in situations where they becameltbge ‘@ were

simultaneously engaged in seminars or other ongoing conversations guidingltheir se

inquiry and reflections. (p. 124)

Concurring, Noel (1995) argues that cross-cultural experiences must provideiojpies for pre-service
teachers to be “confronted with an outsider perspective” (p. 270). In auifg-st teachers who were
committed to multicultural education, Paccione (2000) found that common amomgvigesome earlier
experience in which the person had ventured “outside ofrdn&al-cultural comfort zonégp. 991,

italics in original). For the participants in her study, “having tkigeeence of being singularly different
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creates an emergent awareness of what it is like to be on the o(Badelone, 2000, p. 993). Similarly,
Fahim (2002) found that the experience of marginality was a crucial tineime development of cultural
sensitivity.

However, it can be hard for students who are white, European-Americanseatel to feel
cultural marginality at home; the hegemony of the dominant culture makesxqaiences difficult.
Bennett (1993) suggests that engagement with cultural difference onlibgs’dhome turf may be an
essential element in the process of developing interculturatisgysWhile in the past Ana had had
relationships with friends and co-workers who were culturally diffefrom herself, these relationships
had always taken place within her own dominant cultural context in the U.Shisettings, while
people might have been culturally different from her, the context was oneslgtly understood. Ana
pointed this out to me when she compared her internship in London with her ingénnahd.S. city,
saying that in the U.S., “I don't feel the differences” (AIS). In her daimésS. placements it was her
students who were culturally different from the dominant cultural contema. The cultural contexts
of U.S. schools, regardless of the location or cultural background of the stadeatsmunity they
serve, were contexts Ana implicitly understood; a sad testamé@ tmtural hegemony that runs
throughout educational institutions in the U.S. Further, within thesestanplacements Ana was not
treated like a cultural outsider by the teachers, staff, or eudardgs. Ana’s international immersion
experience provided her with the opportunity to step outside of her dominanalcotintext —the one in
which she was embedded- and have the experience of being a cultural ofssgish, she became
conscious of culture in new and significant ways. Ana’s experience of being tin@lcolitsider within a
different dominant cultural context during her study abroad experience mayittdid be replicated

within domestic U.S. school placements.

Support: In Need of an Intercultural Guide: Learning to Think in Ethnorelative Ways
Ana’s internship experience at North provided her with a direct and intgpseience of a

different cultural context, as well as an intercultural challeriggite was to learn to work and function
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within North, she needed to attend to these cultural differences and bemwsunmus of culture in new
and transformed ways. However, to face the intercultural challengeenhireinternational immersion
experiences, requires a level of cultural reflection that doesonmt caturally and needs support to
develop. It cannot be assumed that students will be able to engage in @attonedin their own. Cross-
cultural experiences, including study abroad programs, need to include aventeeswehecultural
reflection is modeled and supported. In Ana’s experience, she received such sopp@atherine, one
of her course instructors.

Ana entered her study abroad experience eager to learn and grow, even hopingptiidthe in
some way a transformative experience. While she might not have known frontskeeexactly what she
would learn in London or how she would grow, Ana began her study abroad experience wanting to be
pushed outside her comfort zone, hoping to engage in cultural learning, and seekimydre in her
internship than “practice” teaching. Ana had many of the personal attribide{19897) identifies as
important to have a successful study abroad experience, such as ¢ulesiyity, a tolerance for
ambiguity, and an interest and regard for culture and cultural differeAcesentered the study abroad
program primed for this type of cultural experience. Her challenge was to &ecmscious of culture,
and she was developmentally ready to take on the challenge.

The first challenge for Ana was to begin to notice cultural difie@erand identify the differences
she was experiencing as cultural, a step vital to the development of peespensciousness. In her first
weeks at North, Ana could not avoid the differences she was experigmgirgne could not name them
either. She needed someone to help her see these differences as adltiaraig deeply underneath
what felt like surface level difference to uncover the often hidden aredtcmspects of a culture.
Catherine played the role of cultural translator for Ana. During dlaggersonal conversation, and in her
dialogic journal, Ana felt comfortable talking to about cultural diffiees with Catherine, including her
perceptions and misperceptions and the cultural disequilibrium she wag féela described how

Catherine’s translations helped:
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| think that it was huge...That helped... to solidify those experiences that may htave jus
slipped aside, oh, that was weird, or | just don’t get it, or we’re not fitting in. Shéwwa
one who really helped us work that in to something that could be meaningful to us. (AI5)

These cultural differences Ana experienced at North were not, aafipstrently cultural to Ana. Further,
she was interpreting all she saw through her own cultural lens andgutigccordingly. Because Ana
saw Catherine as a highly respected teacher she acceptedr@&leritural explanations of the many
differences Ana was seeing at North. Further, what Catherine said ma&eséns in her work at

North and her life in London; the translations helped her understand motg aleatr she was seeing in
her placements and in her life in London. With Catherine’s help, Ana sought tetamdewhat she was
witnessing at North through an exploration of how a societies’ understantimggschildhood, adult-
child relationships, and philosophies of education can influence teaodenttelations, a topic that
Catherine took up within the context of her course.

Importantly, within their discussions of culture and cultural difiees, Catherine did not explain
away the cultural differences they were experiencing or seas&oAna’s discomfort by focusing on
similarities. Rather, Catherine very honestly and forthrightly madexpleration of culture difference a
legitimate and safe topic for discussion. Translating each othettsecaind reflecting more deeply about
the subjective aspects of culture became the focus of their wegniinar. As a cultural translator,
Catherine supported Ana as she struggled to understand the different peltspactives, her own and
others. Though she was clearly just starting to understand the sdici@icdynamic at play in the U.K.,
Ana’s direct experience at North, along with providing translation and vialidaf an alternative culture
perspective, Catherine was crucial to Ana’s intercultural devedapm London. This exploration of
cultural perspective and the cultural translation that Catherine pcopidged a vital role in Ana’s
development of perspective consciousness.

More than just a cultural translator, Catherine played the rae oftercultural development
guide for Ana as she developed of perspective and cultural consciousness. Insdbesitetaught and
through her written comments to Ana within their dialogic journal, Catbenodeled the analytic tools

necessary for cultural reflection: comparative and contextual thin&iewgtral to this process, Catherine
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supported Ana’s continued exploration of the cultural dimensions of her expethrough a focus on
cultural contrasts. Further, Catherine continually modeled; modeling foaAvey to try to understand
the “British perspective” by exploring how her own culture — “being Amatieavas influencing the
way she was interpreting her experiences at North School.

Ana felt that Catherine was teaching her how to be culturally reflemtigiehat this type of
reflection was crucial to her success at North. As Ana sought to understangbdences at North,
Catherine repeatedly pointed out to Ana that Ana was unconsciously confgarihgschool to
American schools and that she was using her cultural perspectivedserae of and judge what she
was seeing. Catherine asked Ana to try to withhold this type of judgmenexptaned how Catherine
modeled for them this type of reflection:

... Catherine is teaching... just the way that she is getting us to look at things. Had us
stop, take a step back from things, don’t look at things as we would if we were in
America, as if they were teaching in an American school, because therteagot
teaching in an American school, the teacher is not teaching American ichilties
teacher’s in a British school, teaching British children, in an inner &itg) (

By contrasting different cultural perspectives she was beginning taleorise influence that cultural
context has on a person’s understandings. In the process of trying to undeestaerdpectives of her
“hosts” at North School, Ana also had to begin to reflect on her own impliairabfierceptions.

Importantly, the type of cultural reflection that Ana was doing in Cathsratess was not
merely an exercise undertaken during class time; it was a necessitgiing sense of her intercultural
experiences at North. Ana explained to me:

| feel like her ultimate objective for the entire class, her one objectwédvibe to get us

to just look critically at schools, at why we do things the way that we’re doimgjt#at’s
what | am pulling out of her class. | think it's so important. And it's not that I've rern be
taught that before, it is the first time it has been useful for me. That | hameabke to

put it into play in the school and I've really enjoyed it, I've really gottenetbimg out of
it... (AI3)

She acknowledged that she had been taught about reflective thinking in dgtsestiments, but that she
had never really seen the need for it before. In London, Ana’s ability to work sfutiyest North, to
understand and fit into the culture at the school, made this type of cudtileation necessary for her to
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function and feel successful in her work with students. Catherine wasdaAipa use her internship
experiences to become conscious of culture and the influence of cpdtspectives as an avenue to help
her function within this different cultural context; thus, Catherias modeling and supporting an
eminently practical reflective practice.

Educational research demonstrates the vital role that cultuesdtren plays in learning from
cross-cultural experiences, both domestically and internationally (Blawfreider, 1999; Gay &
Kirkland, 2003; Howard, 2003; Jenks, et al., 2001; Obidah & Howard, 2005; Spindler &e3pirif4;
Tang & Choi, 2004). Ana’s experience highlights the need for to create suppaxiiraneents for such
reflective thinking. Within her relationship with Ana, Catherine @afle to create the conditions that
King (2000) has identified as necessary for supporting reflectingiiginking explains that such an
environment must have an “underlying respect for students regardléssr dével of intellectual
development” and an acknowledgement that “the journey isstadbnt’sourney and that the teacher’s
role as guide is to choose responses that are adapted to the student’ iegdsritinues, “through
respectful but challenging interactions like these, interactltsake account of students’
epistemological assumptions, teachers can promote reflective thirfpin23).

Such an environment must attend to students’ affective, social, and cogeitide and create a
safe space where students can to share what are often difficult andraptifosghts and feeling and
take risks as they seek to explore new areas of understanding and conssi®akedDaloz (2000)
states that such classrooms are

...Characterized by the establishment of a climate of safety in which peepfecke to
speak their truth, where blaming and judging are minimal, where full patioriga
encouraged, where a premium is placed on mutual understanding, but also where
evidence and arguments may be assessed objectively and assumptions suefdged op

(p. 114)
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Berger (2004) describes such teachers as the guides who help stuttemysagproach the “growing
edge” of their knowledge and awareness. She suggests that these teashbetmstudents find and
recognize their edge, be good company at the edge, and help to build firm ground inaceew pl
Catherine proved such a guide for Ana and highlights the vital role suctieaagui play within an
intercultural experience, though much more needs to be understood regarding lamleltamd support
the transformation of consciousness. Ana’s experience once she returreesuygest that such support
must be continued upon re-entry; pre-service teachers need opportomtigiee connections between

their study abroad experience and issues of domestic diversity.

Implications for Teacher Education Study Abroad Programs

Ana’s story clearly points to the positive potential of such programs teemde students’
intercultural development. The study is bounded by its exclusive focus on one waxp@riences and
is intentionally focused on teacher education study abroad programs. Thidrstwdyattention to the
dynamic and complex process of intercultural development during study abroduwt ameplay between
the intercultural challenges within immersion experiences and the st@piotercultural development
provided within the study abroad program. A consideration of these suggestsitimns for teacher
education programs seeking to use international experiences to influerseevice-teachers’

intercultural growth.

Difficulties of Being the Cultural Outsider in London

There are many types of study abroad programs and they are similar olydnttthat they take
place away from the home university and outside of the U.S. Though at somellsttely abroad
programs might be called immersion experiences, the degree to which a stiremtérsed within the
culture of the host country varies greatly between program types afidesiaed by the goals of

individual programs (Engle & Engle, 2003). Engle and Engle (2003) imply thatdy abroad programs
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where the goal is intercultural development, as was the case i pnogram, immersion within a
foreign cultural context must be part of the program’s design. They propdsenmersion can take place
through direct enrollment in universities, home-stay living situatiorgttarough community based
service learning and/or internship opportunities. Regardless of thyn dessid, immersion implies that
the student is put in a situation where they must function within a diffesétaral context and among
members of the host culture who the student perceives as a cultural athgas Aiscussed previously,
Ana’s internship at North was significant to her intercultural dgwekent. The findings from this study
suggest that immersion experiences where students become culturarsutitida a different cultural
context are vital to the design of study abroad programs that seek to iafitadents’ intercultural
development.

However, in countries where students from the U.S. share a common langumeaties wibst
culture, as in England, students might be able to avoid the feelings of beitigral other (Edwards,
2000). The mutually comprehensible language can allow U.S. students to commuiticatere ease in
England than in countries where students need to struggle with speakingm fEnmguage. In English-
speaking countries students may function at a high level without ever deafilynting the ramifications
of substantive cultural differences. Student facility with the langaagenask cultural differences and
create a veneer of cultural immersion for students. Edwards (200@nsatitat students studying abroad
in Britain can make the assumption that a shared language means a sharediedl“exempt the British
from ‘otherness™ (p.91). Edwards points out that when U.S. students study abro#dim Br

The primary sources do not, as it were, require translation, and it is easy enougineo ig

the deep rifts signaled by tell-tale surface signs of differencesia soganization,

spirituality, and familial interactions. We always understand whesdidsin our

transatlantic dialogues, and this effectively masks the fact that vieequently wrong

about what isneant (p. 91, italics in original)

Marx, 2008 NERA 19



Thus, the apparent ease of communicating the spoken and written language cagaivstkthe goals of
study abroad programs in England and other Western, English-speaking counttigstahe potential
for such programs to lead to intercultural growth.

Study abroad programs that take place within English speaking countries ratebearefully
designed, not less so. Rather than being an “easy” place to send studentggachspnust be carefully
designed. Programs in these countries must create opportunitidfothiatadents to experience a
sufficient degree of cultural disequilibrium that acts as a catalythe student to engage in intercultural
development. Immersion experiences, such as internships and community lsarvicey projects, are
such catalysts. Further, such programs need to make explicit the study ofwitlitr¢hese immersion
experiences by including coursework and seminars that focus on cultanaide@Edwards, 2000). Study
abroad programs cannot assume that merely sending students to live in eulathemwill necessarily
lead to intercultural development; programs must be designed to provitfeci@ist intercultural
challenge and adequate support for students’ intercultural development

Within such programs students need a cultural translator; residectors and/or seminar
leaders may prove crucial to students’ intercultural development,sathevaase for Ana. Previous
research has regarding the positive effect of study abroad on pre-seacicers cultural awareness has
pointed to the importance of developing friendship and peer-relationshipgesittte from the host
country, where the cultural translation needed is provided through thetsenships (Mahan &
Stachowski, 1990; Stachowski, 1994; Stachowski & Mahan, 1995, 1998; Stachowski & Vikedati,
Zeichner & Melnick, 1996). However, it may be unreasonable to expect thantstwdll develop such
close relationship in a four month study abroad program. Further, discussiamimggultural
differences that are vital to cultural translation are not alwagg and such discussion may not happen
among friends or acquaintances; to promote and successfully negotiate sussialis requires
intercultural skill.

Finally, a supportive and safe environment is crucial in supporting uttieral development and
requires a level of knowledge regarding intercultural developthahinost lay people may not posses.
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Catherine had such skills. This study suggests that the role of ttiamslator and intercultural guide
might best be played by someone who is trained in providing support for intercdéueddpment within
study abroad experiences. Study abroad programs must explicitly attend to Stotdeatdtural
developmental needs, providing a safe environment where such growth is suppeartidileg

facilitator.

Conclusion

Over seventy years ago John Dewey (1938) set out a theory of educatemi¢hktted the vital
role experience plays in the learning process. Drawing attention to thewsdgarn through our
experiences, Dewey cautioned that educators must attend to the typperrees students have,
stating

The belief that all genuine education comes about through experience does not mean that
all experiences are genuinely or equally educative. Experience andiedlgeainot be

directly equated to each other. For some experiences are mis-educa%g. (p.

He reminded educators that “it is not enough to insist upon the necessity ofee@genior even of
activity in experience. Everything depends upon the quality of the expeménch is had” (p. 27).
Dewey’s work has greatly influenced both teacher education and study abwgeahpdesign, where
field experiences and intercultural experiences are held to be tsi®@keyo a student’s education.

This research was undertaken with the desire to understand more tiedduyadlity” of one
young woman'’s intercultural experiences, seeking to consider how suaieagps influence her
intercultural sensitivity development. The study was begun with theatimmvthat pre-service and in-
service teachers need to become mindful of culture and cultuedatiffe, believing that such
mindfulness is necessary, though not sufficient, in providing culturally respaducation for culturally
diverse students. Framed within understandings of interculturatigénslevelopment, this study shows

the evolution of one young woman'’s intercultural development. Importantly, Ana’senxges highlight
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the way direct immersion experiences within different cultural contextsnfluence intercultural
sensitivity development. Ana’s internship at North School was transfieenait because she was
working with culturally different students, but because she was wowkth@n a culturally different
school context. Being the cultural outsider within a context, where kes-far-granted understandings
about teaching and learning no longer applied, created the opportunity to becoaneusoofsculture.
Her initial ethnocentric tendency was to judge what she saw from herutwrat perspective and she
needed support to develop a more ethnorelative worldview. She needed talhstation to identify the
socio-cultural dimensions of the differences she was witnessing. Fuhtbereeded guidance as she
attempted to learn how to understand North School from the perspectivenotheationals. Ana’s story
shows how study abroad experiences can provide intercultural challenges and segpgioggo a
transition to a more ethnorelative worldview.

Teacher educators can learn from Ana’s experiences as they seek to desmnptbgt address
pre-service teachers’ ethnocentric worldviews and support the deabpirintercultural sensitivity.
While it may be unreasonable to assume that the majority of pre-sexaateers be given the opportunity
to become immersed within an international setting, greater effioigs be made to this end. Pre-service
teachers often cannot study abroad because of strict curricular gesdatid state certification
requirements; teacher educators must find ways to integrate studg abogeams within the teacher
education curriculum. Further, though this research did not investigatsstiibplacements, Ana’s
experiences highlight the need for cross-cultural placements, eithertaoonésternational, that allow
pre-service teachers to feel cultural difference and to be theatwdtusider in significant ways. Theories
of intercultural sensitivity development might inform these effant$ facus attention on students’
engagement with and understandings of cultural difference.

The use of teacher education study abroad programs must ultimately &g lpyddpe influence
the experience has on pre-service teachers’ intercultural coropetéhin domestically diverse school
contexts. Advocates for the use of teacher education study abroad must focus areshef isssentry and
find ways to leverage growth attained in international experience towarduttral growth regarding
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issues of domestic diversity. Previous research suggests gragatidnal experiences can play a crucial
role in the development of a commitment towards multicultural educatiomyfiédal, 2000; Mahon,
2003; Paccione, 2000). Paccione (2000) suggests that commitment to mudti@dturation is a life-
long endeavor and that international and intercultural experiences aictloglag an emergent
awareness of diversity issues. Ana’'s experience supports suctgéndihere her international
experience clearly moved her forward in developing a cultural consessign ways that may not be
possible within domestic placements. Teacher educators need to considersupport continued

growth upon re-entry, where emergent awareness grows into a commitmetitno ac
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