and to New Canaan Village left participants wrestling with the idea of how those who have so
little be perceived as being so happy:

You see everyone so happy yet living in such poor conditions. | then reflected on my

own life. | was getting upset because they were so happy and there was so much love

and we just don’t have that back home. (PS10)
After the visit to New Canaan Village, reflections included the factors that lead to happiness, as
captured in the following:

I have really started to question my own happiness. You walk through the camp and

you can just feel the happiness, it really highlights how materialistic we are. It doesn’t

matter what physical items we have it is the connections that you make that essentially
make you. (PS12)

Perhaps these views reflect a naive understanding of happiness, confusing it as being a
lasting trait, rather than a fleeting, changeable state? What did become clear from journal
entries was that whatever participants’ frame of reference was, happiness was not something
found in material possessions. The above quotation reflects an understanding that happiness,
rather than being found in material possessions, is attained through human connection. The
idea of human connection and the value of relationships as a measure of happiness was also
articulated by PS3:

I’ve contemplated and thought about people having the bare minimum. | struggle with

what the bare minimum is, what is the bare minimum, when we have so much? | feel

that they have so much, that we don’t have. Their sense of community and
independence and their sense of connection is something we miss back home. (PS3)

The visits to both the Giotto dump slum and New Canaan Village caused participants to
grapple with economic and social dissonance. This dissonance was predominantly articulated
through an expression of feelings. Feelings that initially centred on notions of guilt and shame.

Written reflections and the opportunity to verbally express and process their thoughts and
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emotions allowed for a more philosophical perspective to emerge. This perspective was
enhanced through a cultural contextualisation provided by three Kenyan nationals and centred
on the concepts of gratitude and happiness. The following quotation, captured in the
researcher’s fieldnotes, articulates in very real terms this change in perspective:

We all need to be students of life. We need to ensure everyone knows they have the

right to be happy. When you start smiling, others smile; when you are peaceful, others

are peaceful and this is how you change the world. (researcher fieldnotes)
Relationships Build Community and Foster Positive Connections

The placement of participants with homestay families was another key facet of this
immersion program and was reflected upon in journal entries. The benefits of staying with
local families included the opportunity for participants to build cultural understanding and
form relationships with members of their host family. Whether through the sharing of stories
over meals or by spending time with the family on the weekends, homestay accommodation
fostered the development of relationships:

We stayed in the houses throughout our time there and I think without that it wouldn’t

have been the same trip because you did get to know the community that you were

staying in. The family that you stayed with gave you their personal stories and just

walking through the town to get home you got to see different things, meet different

people. Everyone was so welcoming and they are so accepting and happy and willing to

share their stories. (PS6)
The experience of being warmly welcomed into their homestay family and, by its association,
into the community, highlighted for many participants the degree of connection they were able
to make with members of the local community:

We lived quite close to the camp where my homestay was, we actually backed on to the

camp. Every morning and afternoon we would walk passed local children, children who

didn’t even attend the school, families every morning waved, say ‘jambo’ or ‘hello’,
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just stopping to have a conversation, even just stopping on the side of the road to buy

bananas and fruit from one of the local ladies, it was just taking any opportunity you

could to get to know people and see what their story was and how they were connected
to each other. (PS15)

The sense of community connection participants experienced within the community
was again highlighted during their visit to New Canaan Village. Here, participants were
introduced to and welcomed by the village elder, Joseph. After the official welcome,
participants were able to spend time walking through the village, many being invited to visit
the homes of children who were in their classes at Aberdare Ranges Primary School. As with
the dump slum, participants reflected on the contrast in values between what they were seeing
and experiencing compared to their lives back home:

I was a bit taken aback by the welcoming nature of people. It didn’t really change

whether they were in town or at the rubbish dump or at the village, they are just good

natured people and you could see that shining through. Just real people, no egos, no
nothing, they were just living, it was pretty good to meet such people. (PS10)

Beyond community connections, at the familial level, participants noticed the depth of
the connection that existed between people: ‘I think one thing that has really stuck out for me
has been the sense of community and belonging with the people here’ (PS7). In noticing this
connection, participants made comparisons with their own cultural frame of reference:

The local community was really special. I was in the car with my host dad and we were

driving down the road and another car was coming the other way and they both just

stopped and then our host dad got out of the car and then they just started talking to
each other in the middle of the road. It was a really big communal sense of people
taking care of each other. | feel like in Sydney | sometimes try and avoid people just so
you can avoid a conversation, so the communal sense was really fascinating, especially

after everything they have been through. In times, when you just lose everything, like
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houses, all material possessions just having each other is the most essential, crucial

thing you could have. (PS13)

Such a cultural juxtaposition, reflective of Western cultural values that tend to support
individualism over collectivism, was articulated by PS19: ‘Sometimes in our society we can
feel as individuals fighting our own battles. But here, they come together as a community and
help each other and there is a sense of belonging within a community beyond their immediate
family members’.

Beyond human connectedness, food is also an important part of cultural identity. Often
the sharing and exchange of stories, the building of connections, was done over a meal.
Beyond building connections, values around food were also reflected on, not in the cultural
dishes being served, but how participants viewed food as part of their personal identity:

Normally, | am a fussy eater but when you are put into another country where food is

SO scarce you just enjoy it and eat it and when you are given a meal that is prepared for

you, you just eat it and enjoy it, you appreciate the food more. (PS1)

Such an appreciation for food was also encountered at Aberdare Ranges Primary
School. An important aspect of the school day was the communal lunch served to all the
children, school staff and participants. Cooked in the school kitchen, lunch was typically a
large serving of rice or ugali (a maize porridge) with either kale, beans or, occasionally, goat
meat. Children, and the participants, would typically use their hands to eat lunch. Lunch was
provided by the school as a way to ensure that all children had at least one meal per day.
Participants were able to reflect on the importance of food, on their own values and
perspectives in their home culture:

I was extremely shocked at the portion sizes much like the plate | was served at dinner

last night. Despite the mountain of ‘chakula’ (food), students in ECD (Early childhood)

were able to fit it all in their stomachs in no time at all. 1 was so surprised and

wondered how they were eating so much, until | was told that in some cases, this meal
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was their only one for the whole day and that is why the portions are always large. This
information shocked me and | was upset and a bit frustrated because | had not even
thought about the lives that each child may be living when they return home. It made
me think about all of the lifestyles each child would have and how different it would be
from the children back in Australia. (PS2)
Perhaps the understanding that for many of the children, this was their only meal for the day
led participants to articulate an appreciation of the value of food and the need to ensure that
they themselves were not seen to be wasting it by leaving any on their plates:

It got to lunch time and I helped in the kitchen. It’s so amazing to see the big drums full
of beans and rice. I’ve never seen that much rice in my life. We ran out of food and
some of the kitchen staff didn’t get to eat but they made sure we all ate. I found that
extremely selfless. I didn’t know what these people had at home but it probably wasn’t
as substantial as what they got at school. | made sure that everything that was on my
plate was eaten. I wasn’t going to let any food be thrown out. (PS18)

Participants’ reflections on human connectedness were framed through an articulation
of experiences with both their host family and with members of the broader community.
Through their experiences, participants discerned a degree of belonging and connection that
members of their host family or local community had with each other. This connection was
contrasted with the perceived absence of one in their own home culture. Their reflection on
food was part of a broader perspective and discourse around privilege. In participants’ home
culture, access to food is generally assured; however, when placed in a context where access to
food is scarce, participants articulated a greater appreciation for it.

Relationships and Understanding are at the Core of Teaching

During their time at Aberdare Ranges Primary School, participants were able to

experience and practice aspects of their teaching pedagogy, previously only espoused in

courses as part of their degree program. They were now able to apply their pedagogy in a
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cultural context that would typically not be in place back in Australia. Key aspects of
pedagogy, which participants reflected on, were the building of relationships with the children
at the school and the importance of language to aid understanding when engaging the children
In activities: ‘When interacting with the children, I’ve noticed how important non-verbal
communication can be when English is an Additional Language (EAL). Just a smile is such a
strong connection and way of communication’ (PS11). Another participant further typified the
importance of non-verbal communication as an aspect of pedagogy:
I’d had the preschool/kindergarten age for the time that we were there teaching, and we
developed really quickly a bond with the kids, they knew us and they saw us every
morning and we got to know them very quickly because we did a lot of hands on, play
based learning with them, interacting with them, talking with them. It was hard at first
to build a connection because they didn’t speak any English compared to some of the
other children because they were a lot younger, but we picked up really quickly how to
communicate with them. (PS5)
A key aspect of fostering effective relationships and communication was to ensure that
a degree of understanding existed between the participants and the children as to what was
required for participation or the activity at hand:
The children had a lot of trouble understanding us if we were using English, so we
would take them outside and used actions which they were then able to copy. With
sharing stories, we used a lot of actions to tell the story, which the children really liked.
(PS14)
For others, connection and understanding came using music, which some researchers suggest is
able to cross both language and cultural barriers (Mehr et al., 2019): “Whenever | was in doubt,
I’d play music and suddenly I’d have all of their attention and then they would all be able to

follow me’ (PS19).
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Experiencing such success in classrooms, where the language of instruction is not
English, enhanced participants’ confidence in being able to respond to this challenge in their
own teaching practice. As one participant wrote, ‘One challenge from this trip was the
language barrier and being able to make it through lessons where the kids new zero English,
was such an achievement and gives me confidence when teaching’ (PS13). Such increases in
professional efficacy, as well as broader aspects of professional knowledge, were fostered
through this immersion experience. Such an experience is constitutive of the opportunities for
broader learning available to students who participate in cultural immersion programs
(Sutherland, 2011). Another participant noted, ‘Professionally, working with students who
don’t understand English, is not a daunting one. I feel I have a greater understanding of how to
teach, make things easier, explain things or show things to them as part of the lesson’ (PS20).

Being placed in classroom environments where participants were not able to draw
solely on the use of the English language to facilitate learning led to increases in both
professional knowledge and professional efficacy. Participants discerned that professional
knowledge was centred on the kinds of strategies that were able to foster a degree of
understanding between them and the children. The element that grounded participants’
knowledge and efficacy was the formation and building of relationships. The ability to form
relationships with the children at the school was vital to the participants’ overall experience.

Conclusion

The structuring of this immersion program to include a range of critical experiences
both influenced and heightened the range of dissonances participants encountered. Dissonances
included social, historical and environmental (Kiely, 2005). Fundamental to all these
experiences was connecting participants to members of the local community. Through these
connections, participants grappled with the lived experiences of others. Experiencing others
living in abject or relative poverty, juxtaposed with their own perceived privilege, led to

dissonances that were both visceral and emotional (Kiely, 2005). Journaling and group
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discussion allowed participants the opportunity to process the range of emotions they
experienced. Group discussions were greatly enhanced when mediated by three Kenyan
nationals. The cultural contextualising provided by these nationals during discussions
contributed towards participants shifting their own personal frames of reference. The critical
experiences described above embodied encounters with Ubuntu, the foundation of which
includes notions of connection, relationships, and community. For the cultural other, Ubuntu,
from the Zulu, is a nebulous concept of common humanity, at times translated as ‘human
kindness’, but its meaning is much more encompassing, embodying the ideas of connection,
community, and mutual caring for all: ‘Ubuntu ... speaks of the very essence of being human.
... “My humanity is caught up, is inextricably bound up, in yours.” We belong in a bundle of
life. We say, “A person is a person through other persons.” (Tutu, 1999). The term ‘Ubuntu’
thus came to symbolise this three-week intercultural immersion to Kenya by 20 preservice
teachers from a private university in Australia. Ubuntu lies at the nexus between immersion
programs and critical intercultural experiences where participants develop not only an
awareness of self but an equally important understanding of others.

4.3 So, What Changes? Insights after an International Immersion Program

Abstract
Immersion programs are conduits for transformational learning. Through immersion programs,
holistic learning processes allow for experiences to be felt, perceived, engaged with, and
reflected upon, often during attempts to navigate challenging situations. Thus, participants are
provided with an invaluable opportunity to evaluate their own perspectives and values; build an
understanding of the complexity of social structures; and develop values of tolerance, social
justice and equity (Mezirow, 2000). This cultural immersion program involved 20 Australian
preservice teachers in a three-week immersion in Kenya. This article explores the effects that

immersion had on the participants up to two months after their arrival back in Australia.
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Analysis of participants’ responses in a post-immersion questionnaire and two semi-structured
focus group interviews revealed the following four themes: immersion programs foster
personal transformation, immersion programs strengthen teacher dispositions and affirm the
value of education, understanding of the ‘cultural other’ is strengthened through community
engagement, and reconciling personal transformation in home culture is challenging.
Keywords

Transformation, personal, professional, cultural identity, values, relationships, community,
education.

Introduction

The outcomes of international cultural immersion programs are well documented in the
research literature. Such programs have been found to increase participants’ sense of personal
efficacy, awareness of the world, awareness of personal value and levels of engagement
(Meaney et al., 2012; Moely & llustre, 2014). Additionally, they enrich individuals’ sense of
community and belongingness (Bringle, Studer et al., 2011) and enhance respect for, and
tolerance of, diversity, allowing a greater awareness of societal issues alongside developing a
greater moral and ethical sense (Moely et al., 2002). Roose (2001) contends that international
programs allow an opportunity to recognise the importance of culture; its connection to
community; and the relationships among and between language, culture, and practice. Further,
such programs have the ability to be both personally and professionally transformative
(Kearney et al., 2014).

As experiential learning, participation in immersion programs is linked to perspective
transformation (Strange & Gibson, 2017) and development of intercultural competence for
global leaders (Ng et al., 2009). Such experiences allow ‘Participating individuals to acquire a
new understanding about life, culture, self and others’ (Walters et al., 2009, p. 152). Ideally,
such experiences push participants to undergo personal transformation that makes them more

aware of others’ cultural realities (Pence & Macgillivray, 2008; Willard-Holt, 2001).
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In many cases, these opportunities can even question the very cultural identity of those
who experience them (Dolby, 2004). However, while the benefits of immersion programs are
evident, not all participants are transformed as a result (Jones et al., 2015). Such experiences
provide an opportunity to transform, not a guarantee of transformation (Fullerton, 2010). This
follows the work of Kiely (2004), who suggests that evidence to substantiate both the
understanding and meaning of transformation is severely lacking. Kiely’s perspective is further
supported by Nickols et al. (2013), who assert that while the culmination of the experience has
the potential to be transformative, the process by which transformation occurs lacks
exploration in the research literature.

Perhaps, in a rapidly globalising world, the ultimate outcome of such programs should
be ‘growth of tolerance, acceptance of self and others, and independence’ (Willard-Holt, 2001,
p. 506). Such outcomes require changes to occur at the personal level. It is at this level that
one’s perspectives around identity, culture and behaviour change. This kind of personal change
is labelled by Mezirow (2000) as perspective transformation. According to Mezirow (2000),
perspective transformation is posited as a non-sequential process, applicable in contextual
situations where critical reflection and reasoning are at work. Millican et al. (2011) describe
how students participating in a service-learning opportunity experienced perspective
transformation and shifts of their worldview when their learning was influenced by
transformative learning theory. Transformative learning theory focuses on how individuals
learn to negotiate confronting or unfamiliar situations to evaluate their own or others’
purposes; critically evaluate their own and others’ values; and understand the complexity of
social structures through the values of tolerance, social justice and equity (Mezirow, 2000).
Mezirow describes 10 phases in the transformative learning process:

a disorienting dilemma; self-examination; a critical assessment of assumptions;

recognition of a connection between one’s discontent and the process of transformation;

exploration of options for new roles, relationships, and actions; planning a course of
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action; acquiring knowledge and skills for implementing one’s plans; provisionally

trying of new roles; building competence and self-confidence in new roles and

relationships; and a reintegration into one’s life on the basis of conditions dictated by

one’s new perspective. (2009, p. 19)

Any transformation by participants would be the result of a series of adjustments. These
include adjustments to both cognition and behaviour. Interestingly, Young (2014) posits that it
is often more challenging for participants to readjust to their home culture upon return from an
international or cross-cultural experience than it is for them to adjust to a new culture in a
foreign community.

Immersion experiences as transformational learning accommodate the situations and
circumstances that lead to changes in perspective. Four of Mezirow’s phases are pertinent to
this article’s analysis of the immersion program: a disorienting dilemma, self-examination, a
critical assessment of assumptions and viewpoints, and the connection between one’s
discontent and the process of transformation. These phases connect directly to the participants’
lived experiences in Kenya and their experiences upon their return home to Australia.

Method

As a mini-ethnographic case study, this research study is situated within an
interpretivist paradigm. One advantage of working within this paradigm is multiple
representations of participant experiences, contained within their own individual frames of
reference. By adopting this approach, qualitative evidence was produced that was able to
adequately describe the effects of the immersion experience on participants. The researcher
was positioned within the study as both a faculty academic and participant. This positioning
was purposeful to aid in constructing a detailed understanding of the potential transformations
of participants in the immersion program. Although seeking to be objective and report
accurately, this researcher acknowledges that their own understandings, inherent

predispositions and choice of data collection methods to present the findings are all
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contextualised and ‘exist within and are the products of the same contextual web’ (Zimmer,
2006, p. 315).

Data collection was conducted two months after participants returned home to
Australia. (With data collection having also occurred during the pre-immersion and during
immersion phases of the research study.) This allowed participants time to re-enter their home
culture and process the entire immersion experience. In this final phase of the research study,
data were collected via a questionnaire and two semi-structured focus group interviews. The
questionnaire sought written responses to the following:

e Have you been impacted personally by the program? If so, in what ways?

e Have you been impacted professionally by the program? If so, in what ways?

e Reflecting back on the culture in Kenya, what are some things that stood out for

you?

e What have you found most confronting since returning to Australia?

Both datasets were coded. Coding was achieved through word repetitions. Analysis of
the data employed Braun and Clarke’s (2019) reflexive thematic analysis. This type of analysis
was used to understand the impact of the immersion program on participants. The data were
read and re-read before responses were coded and then categorised as ‘personal’,
‘professional’, ‘Kenyan culture’ and ‘return to Australia’. Each dataset was analysed separately
before being collectively synthesised to determine emerging themes.

Participants

This study centred on a group of 20 undergraduate students who, in 2016, elected to
voluntarily participate in an intercultural immersion program to Kenya. The majority were
female (90%, n = 18), with two males (10%). All participants were aged between 19 and 27
years old and were primary preservice teacher education students studying at a private Catholic

university in Sydney, Australia. Eighteen of the participants were in the final two years of their
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four-year degree program. Participants travelled to Kenya for the immersion program at the
end of November 2016 and returned to Australia in mid-December 2016.
Data Analysis
Data analysis will be presented in two parts: participant responses to the questionnaire
and analysis of the semi-structured focus group interviews. Findings from the post-immersion
questionnaire are summarised in Table 4.7.
Table 4.7

Post-Immersion: Questionnaire Codes and Participant Identifier Numbers

Category Code Participant identifier number
Personal Appreciation: Gratitude 1,2,3,4,57,12,13, 14,15
Opportunities 1,15, 16, 19
Perspective: Privilege 1,2,3,5,6,10, 14, 15, 16, 17,
18
Responsibility 1,14, 17
Professional Focused 5
Communication: Relationships: 2,3,5,13, 14, 15, 16, 19, 20

Connections

Education is important 1,5,6,7, 14,18, 20
Flexible: Spontaneous: Improvise 2,4,14,15
Kenyan culture Community: Homestay 2,4,5,8,10, 13,19
Food 2,4,5,6,12, 13
Return to Selfishness: Waste 2,5,7,8,11, 13, 15, 16, 18,
Australia 20
Consumerism 1,3,6,8,14,17,18
Technology: Social media 1,3,18
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Category

Code

Participant identifier number

Sharing the experience

2,4,9,10, 11,12, 15, 18, 19,

20

Note. Listed participants are those with a questionnaire response(s) that matched the respective

category and code.

Findings from the two separate semi-structured focus group interviews are presented in

Table 4.8. Each code is represented by the relevant focus group (1 or 2) followed by an

individual participant identifier number.

Table 4.8

Post-Immersion: Semi-Structured Focus Group Interview Categories, Codes, Participant

Groups and Participant Identifier Numbers

Focus group interviews: Group 1 (PS: 7, 8, 10, 15, 18), Group 2 (PS: 1, 6, 9, 12, 13)

Category Code Group:Participant (PS)
Personal Connections 1:10, 1:15, 2:1
Appreciation 2:6,2:1
Perspective 2:6,2:12
Professional Build competence: Confidence 2:1,1:7,1:8
Relationships: Connections 2:6,2:9
Spontaneity: Flexibility 1:10, 1:15

Kenyan culture

Return to Australia

Relationships: Community
Diet/Food

Privilege: Responsibility
Waste

Perspective: Choice

Sharing the experience

2:1,1:10, 2:13, 1:15, 1:8, 2:6
1:18, 2:1, 2:12, 2:13
2:1,2:12,1:10

2:1,2:6, 1:18, 1:10

1:8, 1:18, 1:15, 2:13, 2:9

1:7, 1:18, 2:13, 2:12, 2:1
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Note. Listed participants are those with an interview response(s) that matched the respective

category and code.

A synthesis of the two datasets is presented in Table 4.9. Themes were established
through identifying word repetitions. Word repetitions are one of the most straightforward
ways to establish themes. Table 4.9 lists the categories, codes and themes that emerged during
data analysis. Four themes were identified: immersion programs foster personal
transformation, immersion programs strengthen teacher dispositions and affirm the value of
education, understanding of the ‘cultural other’ is strengthened through community
engagement, and reconciling personal transformation in home culture is challenging.

Table 4.9

Post-Immersion Reflections: Categories, Codes and Themes

Category Code Theme

Personal Appreciation: Gratitude Immersion programs foster personal
Opportunities transformation
Perspective: Privilege
Responsibility

Connections

Confidence

Professional Focused Immersion programs strengthen
Communication: Relationships teacher dispositions and affirm the
Education is important: Impact value of education

Flexible: Spontaneous
Build competence: Confidence
Spontaneity: Flexibility

Kenyan Culture Community: Relationships Understanding of the ‘cultural other’ is
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Category Code Theme

Homestay strengthened through community
Diet/Food engagement
Return to Sharing the experience Reconciling personal transformation in
Australia Selfishness: Waste home culture is challenging

Consumerism
Privilege: Responsibility

Perspective: Choice

Discussion
Immersion Programs Foster Personal Transformation

For Taylor (1998), experience is at the core of transformative learning—it is the
experience of a disorienting dilemma that prompts the process of critical reflection discourse,
resulting in a transformed perspective. Experiential learning has the ability to be
transformational. Such transformation to either behaviour or cognition comes through the
actual lived experience. As one participant framed it, “You can watch or read something, but
you don’t take the same things from the experience, unless you’re actually immersed in it’
(PS19).

All except one of the participants affirmed that they had been personally affected by the
immersion. Though an outlier, the one participant (PS4) who did not recognise any personal
affect or impact would reflect research by Jones et al. (2015), who assert that not all
participants are affected by such programs. This participant indicated that they were not
personally affected by the program:

There was no personal effect from the program as | anticipated ... | think that this

experience confirmed my prior feelings to the world and our society, while also

opening my eyes to issues and their possible solutions which are more complex and

greyer than black and white. A few personal goals that | have set myself as a result of
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this trip are to be more mindful and, in the moment, and to exercise gratitude more

deeply and more often. (PS4)

For this participant, the idea or concept of any impact was reliant on preconceived
assumptions and, as such, these assumptions did not result in any perceived effects. It could be
contended that this participant’s view is egocentric in nature, given that the viewpoint fails to
even recognise the potential for change to have occurred. While the participant contended that
they did not experience any personal effect, their above statement suggests otherwise. The
notion of opening one’s eyes to social issues and the subsequent setting of personal goals are
constitutive of personal change, being that such change is both cognitive and behavioural in
nature. Perhaps one way to curb the influence of egocentric thought is to suspend any thoughts
or assumption being made in the first instance. PS19 articulated that they had no assumptions
prior to the immersion and that personal change ensued:

To be truthful, I intentionally had no assumptions about the trip ... What I didn’t expect

was the intrinsic change within myself, it’s hard to explain, but in thinking we were

going over to help children, resulted in a much greater impact on me. (PS19)

Interestingly, this participant did not seem to recognise that thinking they were going
over to help children was in itself an assumption. It is acknowledged that an understanding of
one’s self is the critical first step if one is to authentically try to engage with and understand the
cultural other. PS19’s contradictory stance may be the result of a lack of any real personal
introspection or understanding of self. Although all participants attended a series of pre-
immersion workshops, perhaps, in the preparation, there needed to be workshops on a better
understanding of self.

Being immersed in the experience, which placed participants in a socio-cultural
environment that was different to their own, resulted in reflections that included the use of the
terms ‘gratitude’ and ‘appreciation” (n=9). PS15 summed up their understanding and

perspective of gratitude as follows:
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I think it has taught me appreciation and how grateful 1 am, the privileges | have and

what | can do with that ... I didn’t choose where I was born, just as the children we met

didn’t choose to be born in Kenya. What | can choose is what | am going to do with my

life and appreciate the endless opportunities I have in life. I'm going to start

appreciating every opportunity | have and not take anything for granted. (PS15)
An appreciation of the opportunities afforded to this participant may just be a statement of self-
awareness. Whether it leads to any behavioural changes, at this juncture, cannot be guaranteed.
What this participant, like others, articulated, was an appreciation for what their socio-cultural
context provides them: provisions not available to members in the host culture. For example,
PS18 noted, ‘Being grateful for what |1 have—I think no matter how many times someone tells
you to be grateful for something it won’t change you. But when you encounter these things for
you self, firsthand, that’s what changes you’.

Participants underwent two critical experiences during their immersion—visiting the
Giotto dump slum and New Canaan Village. These allowed participants to witness absolute
poverty and the related insecurity of meeting life’s essentials, including food, health and
housing. In addition to these experiences, one participant reflected on the impact that living
with a host family had on them and their level of gratitude:

To experience another way of life, to live with the families and experience part of their

day to day changed my perspective on my own life. The people in Kenya deal with a

certain level of ‘real’ stress daily, like water supply, food, clothing, paying for

essentials and so on, things that as an Australian, | take for granted. This experience has

allowed me to be truly grateful for everything I have. (PS7)

Reflection on the lived experience for this and other participants was facilitated through
a comparison of the lived reality of the host culture with that of their own home culture. Such a
comparison led to participants articulating the impact on themselves through use of the terms

‘perspective’ and/or ‘privilege’ (n = 11). These terms were often used in conjunction with each
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other as participants’ perspectives led to them critically reflecting on their notions of privilege.
Such a shift in perspective could, as Jones (2014) surmised, be the result of an understanding
of their own socio-cultural privilege. The privilege of a relatively higher standard of living and
access to material goods and resources was highlighted through the immersion experience:

I think the trip has impacted my entire life. Since returning from the trip I am so much

more grateful for the things | have and the way I live. | have always been grateful for

what | have, but seeing and comparing it to how people live in Kenya has put it so
much more into perspective for me. (PS5)
Such introspection around one’s life circumstances afforded the participants an opportunity to
reflect on their own socio-cultural background. This included an understanding and articulation
of their own privilege:

During this time, | gained a lot of perspective and came to the realisation that | was

born into an extremely fortunate situation. Upon realising this, I can’t help but ponder

and imagine the power I have living in Australia, receiving an education and being able
to work and earn money. (PS3)

Of interest here is the association of an articulation of privilege to include the notion of
power. One conjecture could be that having access to opportunities such as education and
employment are not only privileges but also invoke a certain degree of power. This researcher
would (subjectively) like to believe that any understanding of power is one applied to bring
about social equity.

PS12 viewed their privilege through an understanding of not knowing your privilege
until something is taken away from you:

I have most definitely been personally impacted by this program in so many ways. It

has engrained in me to appreciate the things I have in my life, no matter how small they

may be. It isn’t until something is taken away that you are able to understand how much
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of an impact it has on the privileged life we lead with its comfort and conveniences.

(PS12)

Reflection on their own privilege enabled the participants to acknowledge the opportunities
afforded to them but also the responsibility associated with such opportunities, for example:

The biggest thing for me was seeing how other people live and react to situations they

have encountered throughout their life. Personally, | have attained a greater

appreciation for what | have, where | live, the opportunities | have been given whether |
have decided to take them or not. We are extremely lucky people and | feel like with
what I have been given I can in numerous ways help people who aren’t as fortunate.

(PS1)

Another participant noted:

I’ve come to realise just how much privilege I have in my life. Even with such simple

things as a flushing toilet and running water. As a teacher | know I have a responsibility

to ensure that all the children | teach are aware of the inequality that exists in our world.

(PS17)

This participant, like others, acknowledged their privileged circumstances but also
recognised that with such privilege comes a degree of responsibility. Beyond the immersion
experience, such a responsibility was perhaps born out of the fact that all participants were
studying to become teachers (a profession essentially altruistic in nature), or were students at a
Catholic university and had an awareness of social justice, or simply had experienced a lived
reality that was quite different to their own reality (i.e., through the cultural immersion
program).

Beyond participants reflecting on their perspectives of the actual lived experience, the
dissonance surrounding the immersion program extended to include broader social issues. The

following participant response reflects intercultural competence in noting that by understanding

145



oneself, one is better equipped to understand the other. The response also sums up the totality
of the collective cognitive and behavioural impact:

Most definitely! This program challenged me to reflect upon myself and opened me up

to how ignorant we can be and how much we take our first world ‘simplicities’ and

‘conveniences’ for granted. Travelling to Africa allowed me to view issues such as

pollution, access to clean water, living standards, health care, etc., in a different light.

Just by being born in Australia we are granted privileged lives. We are given a

multitude of opportunities through education. In becoming aware of our privilege, we

must also acknowledge our responsibility. We have so much more than we need so how

are we going to utilise these blessings to make a difference in our world? (PS17)

It is evident that through this immersion experience there was personal transformation
for the majority of (if not in all) participants. Such a perspective transformation resulted in a
change of the ‘very form by which we are making our meanings’ (Kegan, 2000, p. 53). For the
majority of participants, personal transformation was articulated through the cognition of a
deep sense of appreciation and gratitude. Appreciation and gratitude for the opportunities they
have been afforded, resulting from the relatively higher standard of living that they all enjoy.
Further, there was an understanding and articulation of their own socio-cultural privilege and
the accompanying notion of responsibility.
Immersion Programs Strengthen Teacher Dispositions and Affirm the Value of
Education

Immersion programs as an enacted component of experiential learning theory (Kolb &
Kolb, 2005) provide for holistic development—holistic in that the experience of the
participants is felt, perceived, engaged with and reflected upon. All four learning processes are
non-linear and interact interdependently with each other (Kennedy-Reid, 2020).

As preservice teachers, the participants reflected on how the immersion program had

affected them professionally. All participants responded in the affirmative, with responses
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ranging from the impact on their professional dispositions to a broader articulation of the
importance and influence of education in bringing about social change. The development of
professional dispositions was accentuated by the fact that participants had experienced an
environment where English was not the main language of classroom instruction. As future
teachers, this challenge resulted in a recognition of the value and ability to be able to
communicate effectively. For example, PS2 noted the importance of communication skills that
allow for a degree of understanding between the sender (participant) and the recipient
(students):

Communication is very important, and these skills have been developed while | was

teaching in Kenya because | learnt to communicate in different ways such as

gestural/actions or through facial expressions. | have been professionally impacted by
experiencing language barriers in the classrooms, by realising when an activity is not at
all working and thus having to be flexible and think on my feet. (PS2)

Given the language barrier faced, participants realised that communication was more
effective when they were able to be flexible or responsive to classroom situations: ‘The
experience was good to challenge my improvisation skills and how | communicate with
students whose first language is one that | understand little of’ (PS4). PS14 succinctly
articulated these dispositions and the impact on their teaching:

Teaching at Aberdare Ranges also challenged me to be flexible and creative. With not

fully understanding the culture and customs in the community and in the classroom, it

required a lot of improvisation and thinking on my feet. | had to be creative with the
use of resources, behaviour management strategies, instructing through language
barriers, etc. Although we were only able to teach for a short period of time, working in

Aberdare Ranges gave me professional experience and a different professional

perspective that will no doubt stick with me throughout my teaching life. (PS14)
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In responding to language barriers, the capacity to communicate effectively was
premised on an ability to develop positive relationships with the children, underpinned by the
understanding that all communication is centred on relationships. Relationships allow for
communication skills to be improved, developing skills in listening, empathy, teaching and
conflict resolution. Understanding the importance of the need for relationships with the
children they were interacting with was articulated by many of the participants, for example:

The importance of relationships in the classroom was highlighted over our time in the

classrooms in Kenya. We are taught how important it is to build connections, but until

you’re in a different situation do you realise how important they are. (PS20)
Further, PS9 recognised the importance of such relationships as she reflected on education in
Australian classrooms:

| already had a great appreciation for education, but it’s stronger now. Were so well off

in Australia and I think at times we get distracted with what we have and what we don’t

have in our classrooms and sometimes these distractions just get in the way. | think you
can never underestimate the importance of the relationships you have with the children.

(PS9)

For teachers, the understanding and importance of building relationships is often
associated with the concept of a classroom community. In such a community, all leaners feel
valued, safe and capable. PS13 alluded to the importance of a classroom community, one
centred on the development of positive relationships:

Through making connections we were able to build a classroom community. The

importance of this is something | will definitely take into the classroom, making

individual connections with each student and building a community helps not only the
teacher but also allows the children to feel safe and welcome in the environment. In this

way they are able to take the most from each activity and lesson. (PS13)
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While the formation of relationships with the children was important to the participants,
it would be naive to think that these were ever going to be easy. One participant shared the
cognitive dissonance she faced as a result of these relationships:

Whilst | loved making connections with the children, | always had in the back of my

mind that I’'m probably never going to see them again, but they were such strong

connections, I didn’t know what to do, part of me wanted to bring them home with me
as | didn’t want to leave them there, especially in some of the situations they were in.

The hardest thing was leaving them and saying goodbye and then having to deal with

my emotions. (PS9)

Indeed, such dissonances as those articulated above are reflective of holistic learning
processes. Learning that resulted from the experience of making connections; learning that was
felt, perceived, engaged with and reflected upon. In grappling with such dissonances, there
emerged a desire to do something:

Now I feel such a strong desire to take action but I’'m not sure what that action is yet,

but I know I have to, that I can’t just let it bother me, that’s not enough. So, yeah, I feel

like I have this responsibility and I think | have more confidence in myself that I can
take steps towards doing something. (PS9)
Perhaps this participant will go on to take action, or perhaps, despite the learning, no action
may ensue. Dissonance, therefore, may not necessarily lead to any action being taken—perhaps
self-awareness is sufficient? As one participant put it:

I think I could quite easily go back to the way | was living only because of the person

that I am and because of the way society is, but I am making every conscious effort to

change the way things are for me. (PS6)

Participants’ enhanced perception of the role of education as an agent for social change

and the importance of their role as future educators was apparent, for example:
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I think that the experience confirmed to me that I want social justice and open-

mindedness to different people/cultures/places to be a significant part of my teaching.

(PS3)

It has made me realise that | have power being an educator and | should use this power

to educate people whose lives aren’t as easy. (PS1)

This is perhaps somewhat expected given that all participants were studying at a Catholic
institution where the principles of social justice are overt and further influenced by specific
units of study that focus on local and global social issues. PS14 reflected on their view of
education prior to and post immersion:

As a future teacher, | have a deep appreciation for education, however, Kenya allowed

me to see how truly lucky we are to have opportunities for education. Before

experiencing this program, | valued education but didn’t see the power of education and
the implications it has when a person is striped of the right to be educated. Kenya
taught me to not take my own, or others education for granted. (PS14)

Participants’ responses in the two semi-structured focus group interviews indicated that
their level of professional confidence increased as a result of the immersion program. For
example:

I have built a lot more confidence, as a result of the trip, due to working with children

with little or no English and meeting new people. (PS7)

I know I’ve changed as a teacher; the experience has given me a lot more self-

confidence to be able to work with children from all different backgrounds. (PS8)

As aspiring teachers undertaking tertiary study, participants had knowledge and
understanding of experiential learning. The professional impact of the immersion was such that
it led to further development of teacher dispositions, as well as a greater understanding and
appreciation of their role as teachers and the value of education as an agent of social change.

For example:
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I have developed a greater global awareness and awareness of some of the challenges
and issues that people face around the world. | have also developed a greater awareness
of cultural differences and cultural sensitivity and as such | have an increased
motivation to become a quality teacher and an increased understanding of the impact
that education can have. (PS20)
| believe that | have become a better teacher because of this immersion. | will teach
future students to be grateful for what they have as simple as being able to attend
school. I will empower them to be in charge of their own education, teach them how to
be sustainable and understand that not everyone is as lucky to be brought up in a
country like Australia, that there are many people who struggle to survive. (PS18)
Immersion programs as experiential learning are opportunities for professional
development. Banks (2004, p. 197) suggests that teacher-based professional development
programs should achieve at least one of five things:
1. allow teachers to uncover and identify their personal attitudes towards racial, ethnic,
language and cultural groups
2. allow teachers to acquire knowledge about the histories and cultures of diverse
racial, ethnic, cultural and language groups
3. allow teachers to become acquainted with the diverse perspectives that exist within
different ethnic and cultural communities
4. allow teachers to understand the ways in which institutionalised knowledge within
schools, universities and popular culture can perpetuate stereotypes about racial and
ethnic groups
5. allow teachers to acquire the knowledge and skills needed to develop and
implement an equity pedagogy.
This immersion program gave participants an opportunity to strengthen their professional

dispositions and develop the requisite skills required to be able to respond in appropriate ways
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to cultural diversity in classrooms. Participants’ professional dispositions included the ability
to effectively communicate to foster positive relationships with the children at Aberdare
Ranges Primary School. Additionally, participants grew in their confidence to improvise,
developing the ability to be flexible in what they were seeking to achieve. Beyond dispositions,
there was a strengthening in their awareness of the role that education plays in bringing about
social change and equity.
Understanding of the ‘Cultural Other’ is Strengthened through Community Engagement
All participants were placed in groups of four to eight people and assigned to a
homestay family for the duration of the immersion program. Each homestay family was
different in their family makeup, as was each of the physical homestay houses. Participants’
reflections again centred on the relationships they built with members of their host family.
Homestays allowed the participants time and opportunities to engage with a host family, with
one participant sharing:
I loved the homestay, being able to be fully immersed with a family and the culture by
participating in everyday activities was so beneficial. From walking home, to helping to
cook and helping with the goats to unwinding with the family, experiencing such a
different home life at times felt surreal. (PS15)
The feeling that the homestay experience was surreal—in other words, completely different to
experiences participants would have in their home culture—allowed opportunity to reflect on
various socio-cultural differences and examination of participants’ own values. One participant
shared:
I remember being in the car with my host dad and we were driving down the road and a
car was coming in the opposite direction and both cars stopped and my host dad got out
of the car and they just started talking to each other in the middle of the road. When |
asked my host dad why he stopped, he said that he stopped because he knew him. It

made me realise the communal sense of people taking care of each other. This
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communal sense | feel is missing in Sydney, just having each other is the most

essential, crucial thing you can have. (PS13)

Additionally, the experience of staying with a homestay family became a catalyst for self-
reflection. For example:

The family | stayed with have faced and overcome horrific situations that no one should

ever have to experience in their lifetime, yet they live lives based around faith, hope

and love. The strength and will of the family was truly inspiring and was something
that has really forced me to reflect on my life and values. | have learned and am still
learning, about the greater meaning of life and what it means to be living. (PS14)

Not all participants articulated such a profound impact from staying and engaging with
their host family. Perhaps PS14 experienced the holistic learning processes far more acutely
than other participants.

The culture of community in Kenya became a point for further reflection and
comparison with participants’ perspectives of community in their home culture:

I have also been impacted by the close sense of community and inclusion in Kenyan

culture. It saddens me that I do not experience this in Sydney at all and I can’t walk

down my street and name all the people in it. ‘Loving thy neighbour’ is something

Catholics pride themselves on however I don’t think we have a full understanding of

what that entails. (PS19)

Studying at a Catholic university, where an understanding of social justice and Catholic social
teaching is evident, may have contributed to this participant’s response. Additionally,
participants, as part of their pre-immersion preparation, were introduced to the African concept
of Ubuntu. Ubuntu, from the Zulu, is a nebulous concept of common humanity, at times
translated as ‘human kindness’, but its meaning is much more encompassing. It embodies the
ideas of connection, community and mutual caring for all. The concept of Ubuntu appears to

have become one part of the holistic learning process for the participants.
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A prominent part of culture is food. Each day, participants shared lunch with children at
the Aberdare Ranges Primary School and ate breakfast and dinner with their host family.
Reflections around food scarcity, sourcing food and differences in diet were reported. Despite
evidence suggesting that food scarcity is an issue in Australia (Australian Institute of Family
Studies, 2011), participants appeared to view this as an issue experienced only outside of their
own country:

Normally | am a fussy eater, but when you are put into another country where food is

SO scarce, you just enjoy it and eat the meal prepared and given to you, in eating and

enjoying it you appreciate the food more. (PS6)

Perhaps the socio-economic status of PS6 shielded them from experiences of scarcity. For
another participant, such an awareness came about as a result of the school’s food program:
“The lunch servings were so huge at the school, realising that for some kids this is their only
meal of the day’ (PS4).

Consideration of where food is sourced, for some of the participants, came about as a
result of their homestays. Some host families had small plots of land used to grow much of the
food the participants enjoyed for breakfast and dinner. For example:

The food was very, very different to home, there was no fibre. We had a lot of veggies,

but they were all unbelievably fresh. Our house mamma grew all her own veggies and

crops. Each afternoon we would go with her and pick our own spinach and tomatoes
and anything else for cooking that night. Reflecting back, it was really cool to eat their
food and be completely a part of their culture. (PS12)

I loved the food; it was always super simple and often included beans and rice. At

home, my host mum kept chickens, which on occasion she would kill one and let us

know that we were having chicken that night. It was so organic, from the backyard to

our plates. Everything seemed so much fresher and tastier. (PS13)
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The experience of food, centred on what was eaten and how it was sourced, led to an
appreciation of food:

| have learnt to appreciate where our food comes from, meat in particular. After

witnessing a goat killing, | acknowledge the hard work that needs to be done to produce

meals and respect the many people who grow their own produce and live organically.

(PS2)

Empathy relies on understanding the ‘other’. However, no understanding of
significance can be reached without first understanding the ‘self’. Homestays allowed
participants to immerse themselves with their host families and engage with the community.
The connections formed allowed them to experience day-to-day living with their host family.
This experience led to reflections on aspects of their own visible culture, most notably that of
food but also their own cultural values.

Reconciling Personal Transformation in Home Culture is Challenging

This theme elicited a response from all the participants. It was obvious from their
responses that many struggled upon returning to Australia. This may have been made more
challenging given that the participants returned to Australia in the two weeks leading up to
Christmas—a time of the year often dominated by food, material items and indulgence.

For some of the participants, there was no honeymoon period (Young, 2014); their
struggle was felt as soon as they arrived at Sydney airport:

| found it really challenging coming back. Even at the airport, I did not want to be here;

it was also difficult when people asked me about the trip, their response showed they

didn’t get it, it wasn’t just a good experience it was so much more than that, it was so
hard to communicate what you experienced, especially with the people that I'm closest
to. (PS18)

A recurring theme was the challenge of communicating the totality of the immersion

experience. How does one fully communicate what was felt, perceived, and engaged with in a
155



manner that one feels does justice to the experience? PS19 summarised this as: ‘I feel like you
just can’t put it onto words. You just can’t explain the experience unless you were there and
experienced it for yourself’. PS11 articulated the difficulty faced in sharing the experience with
others who had not directly experienced it, also acknowledging the emotion of frustration:

It can be difficult to discuss my experience of the trip with others, especially since the

people | am discussing it with would not be able to empathise as they are so far

removed from the circumstances that | experienced throughout the immersion. It can be
difficult and frustrating to discuss such an impactful experience while, in the same
conversation, your friends are discussing their own first world problems. (PS11)
This and other’s responses alluded to the concept of empathy—empathy simply being the
ability to understand another’s perspectives through their own personal frame of reference. The
immersion placed students in and with a community where they were afforded opportunities to
understand someone else’s perspectives or worldviews.

As previously mentioned, likely compounding the challenge was participants returning
to Australia in the two weeks leading up to Christmas, generally a time for gift buying and
giving, food and overindulging. The incongruence between what they had just experienced and
what they were returning to was now brought into stark focus:

Since coming home, | have found it challenging to accept that we live in a culture that

is so materialistic and focused on consumption while there are other places where

people struggle to survive and fulfil their basic needs for enough food, clean water and
shelter. (PS4)
Interestingly, this was the same participant who had indicated that they did not feel as though
they had been personally affected by the trip. Perhaps the two months post return had provided
time for deeper reflection. It could be argued that the timing of the immersion and participants’

return to their home country presented an opportunity for participants to grapple with deeper
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feelings and perspectives. For some, the culture and reality of consumerism, heightened by the
time period of their return, became a recurring theme. For example:
After returning from Nakuru, where people have so little or have to rummage through a
dumpsite to find food or materials to sell, it irks me that people feel pressured into the
consumer culture of buying things because that’s what is done at Christmas. I suppose,
more so than ever, I understand that it’s not the giving of stuff that matters, its more
about sharing goodness and time together. (PS11)
Since returning to Australia, | have found that the priorities of people living here are
vastly different to what we experienced from the community on Kenya. (Materialism,
being up to date with technology and trends, always dissatisfied with what we have,
concentrating on what we don’t have.) | have found that people in Sydney are so often
in a rush and consumed by their own business that relationships and basic privileges are
taken for granted. | have also been confronted by our wastefulness with purchases and
food. (PS18)
Further to this, participants intersected their home culture and its perceived focus on
consumerism with the importance of social justice. One participant noted:
I think the most confronting thing upon my return would have to be constantly seeing
the ignorance towards social justice in our community and the lack of selflessness.
When friends have asked me about my trip it was difficult to produce an answer
because no matter how I explain it, they are unable to understand how I feel and what’s
worse is that they don’t seem to really care. Its confronting to know that it took a trip to
Africa to open my eyes to see the ignorance and selfishness. (PS2)
Another noted, ‘I now have a better understanding of social justice, equality and the need to
help other people and a greater desire for education and the value of it to change people’s lives’

(PS7).
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Clear from participants’ responses was the difficulty they experienced upon returning
home to Australia. One challenge, perhaps stemming from frustration, was how to adequately
communicate to others what they themselves had experienced. Such an experience allowed for
deep cognitive dissonance. Such dissonance appeared to be further heightened by the timing of
their return back into their home culture. The timing—the start of the two-week run-up to
Christmas—challenge participants as they grappled with notions of consumerism and waste.

Conclusion

The immersion program’s effects on participants can perhaps best be related to the
concept of Ubuntu, which ‘speaks of the very essence of being human. ... “My humanity is
caught up, is inextricably bound up, in yours.” We belong in a bundle of life. We say, “A
person is a person through other persons.” This encapsulates the depth and breadth of the
immersion program—a program that immersed participants with cultural others and exposed
them to experiences that allowed for shifts in their own perspectives. Homestay
accommodation allowed a cultural immersion in the day-to-day life of the ‘other’, resulting in
empathetic relationships. The profound effects of these relationships resulted in participants
feeling frustration as they struggled in their attempts, after returning to Australia, to adequately
share their experiences with family and friends. The effects of the immersion included personal
and professional changes, which were articulated by participants. Personal impacts included
changes in participants’ perspectives of their own culture and personal values. Professional
impacts included participants’ increased confidence in their teaching and ability to respond
cultural diversity, and a richer understanding of the role and importance of education.

Despite the program only being three weeks long, its impacts on participants may
perhaps never be fully understood. This study sought to address identified gaps in the literature
by adding to our knowledge and understanding of how short-term, international, cultural
immersion programs affect the development of intercultural competence in Australian

preservice teachers, thereby also offering insight into the process of intercultural competency
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development in general. Additionally, the study illustrated one way that teacher educators can
design a cultural immersion program - pre, during and post which include structured
homestays, in country activities and the provision of service to enhance the development of
intercultural competence. The findings are particularly relevant for tertiary education
institutions involved in preservice teacher education that seek to utilise cultural immersion

programs to enhance students’ intercultural competence.
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Chapter 5: Discussion

This chapter discusses the study’s findings, grouped by research phase—pre (Section
5.1), during (Section 5.2) and post immersion (Section 5.3). The various themes that emerged
are discussed, followed by a discussion centred on the intersections between immersion and
intercultural competence (Section 5.4) and the overall research question (Section 5.5). As data
extracts were used extensively throughout Chapter 4, sections in this chapter will include a

single illustrative comment for each of the themes to support the overall reading of this chapter.
5.1 Pre-Immersion

The following questions were used to understand participants’ perspectives prior to the
immersion program:

e What expectations do you have of participating the Kenya immersion?

e What are you most/least looking forward to as part of the Kenya immersion?
Expectations were largely centred on participants seeking to understand themselves (egoistic)
through their participation in an altruistic experience. Participants’ altruistic need to make a
difference to the lives of others was reflected in their expectations for participation in the
immersion program. Participants most looked forward to engaging with the ‘cultural other’ so
as to better understand themselves as cultural beings and engage with the cultural plurality of a
globalised world. Participants looked forward to immersing with their host family and with
members of the school and local community. Additionally, participants’ expectations of
engaging with others led to an understanding that they would be stepping outside of their own
comfort zones. Participants would have opportunities to meet new people, form new
relationships and engage in experiences in a culture different to their own, which they expected

would lead to a better understanding of themselves.

160



5.1.1 Theme 1: Through Intercultural Experiences, One is Better Able to

Understand Oneself

The participants’ expectations of the immersion were diverse, but commonalities in
their comments reflected social obligation theory. Participants felt an obligation or desire to
given back to society, stemming from their socio-economic privilege (Fitch, 1987). From a
desire to give back, to be challenged, to build relationships and learn from those relationships,
participants articulated both a desire to make a difference and a responsibility to do so. The
desire to make a difference accompanied by the responsibility to do so is congruent with
altruistic motives. Many were about to embark on an experience that was going to challenge
their sense of self and other, and they expected to change as a result of that challenge. Their
articulation of what that challenge could represent and how it might change them included
aspects of their own cultural selves, which were inclusive of both their values and beliefs.
Additionally, they expected the immersion to challenge their own positions of privilege and
what that actually meant in the wider world. Underlying all these ideas was a desire to learn—
that they would go to Kenya; they would build social capital through relationships with each
other and with members of the host community; and they, as an inherent disposition, would
allow themselves an opportunity to build empathy. The following quotation reflected
sentiments from this theme:

You always hear about those less fortunate, and | feel like this is the perfect opportunity

for me to actually put words into actions and do something that would benefit someone

else. To be in a position to be able to do something for someone else, especially

something as life changing as the Kenya Trip, would be an amazing experience and |

know I would regret it if I didn’t apply. (PS19)

5.1.2 Theme 2: Teacher Pedagogy is Informed through Cultural Immersions

As preservice teachers, participants acknowledged the potential of experiential learning

to allow them to connect theory to practice—a practice that would be enhanced by being
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placed in an environment perceived as one that was going to professionally challenge them.
Such a challenge was viewed positively, as one that would present an opportunity to develop
their pedagogical practice. By learning in situ, participants noted that their teaching practice
would be enhanced by learning strategies that would allow for communication and
understanding between themselves and the children at the host school. Further, they anticipated
that some of the requisite dispositions for teaching, including confidence, flexibility and
resilience, would also be increased. Through developing their pedagogical practice,
participants acknowledged that the immersion would also allow for greater levels of empathy,
ultimately allowing them to appropriately respond to diversity. Finally, participants
acknowledged that education was a driver for social change. The following quotation
summarises this theme:

| believe students will benefit in terms of development, growth and achievement. It

engages you in active learning, allowing you to achieve learning goals. It translates

theory into practice and ideas into actions. In helping those who are in need you are

enhancing your skills in teaching and widening your perceptions. (PS9)

5.1.3 Theme 3: Through Intercultural Experiences, One is Able to Build

Relationships with Others

Participants’ cultural expectations centred on the idea that the immersion would allow
an opportunity to experience a different way of life. Immersing in a culture by staying with
local families allowed relationships to be built, empathy to be developed, cultural knowledge to
be enhanced and an opportunity for participants to reflect on their own values. All these
activities strengthened relationships as illustrated by the following comment:

I am most looking forward to observing and being connected to a vastly different

world. | feel that it is going to have an immense effect on my engrained western values

and expectations. I am also looking forward to teaching ESL [English as a Second

Language] students and making strong connections with children and the families | stay
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with. I can’t wait to learn about Kenyan customs and way of life and this immersive

experience will allow me to do that. (PS19).

5.1.4 Summary

The altruistic value of making a difference, reflective of social obligation theory,
featured prominently in participants’ pre-immersion responses. The degree to which
participants thought they were willing to immerse themselves in the culture and lives of the
other allowed for an articulation of how they understood the role of service in such an
endeavour. This idea of service was premised on two notions: 1) acknowledging the
opportunities afforded to them through their socio-economic privilege and 2) recognising a
level of social responsibility. Participants self-funded their participation in the immersion and
referred to their socio-economic privilege in providing them with the opportunity to participate.
Participants recognised they had a responsibility to be agents for social change and that a sense
of greater social responsibility was important. Participants expected that the immersion was
going to be beneficial for their future profession as teachers. They expected that both
classroom pedagogy and professional dispositions would be improved and enhanced. One of
the main expectations for pedagogy was improving their ability to engage children who did not
understand English. Expectations for professional dispositions included developing greater
confidence and flexibility in their approach to teaching. To assist them with their work at the
host school, participants undertook fundraising efforts to purchase resources to be used in their
teaching time at the school or donated to the school. The formation of relationships was a key
expectation for participants. Opportunities existed for forming relationships between
themselves and members of the host community, including their host family and the children
and staff at Aberdare Ranges Primary School. Relationships with the cultural other would
require a degree of openness, a sense of curiosity and a willingness to learn about others. The
pre immersion results reflected aspects of Deardorff’s (2006) attitudes required for the

development of intercultural competence. These included openness to others and a degree of
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curiosity and for many participants required them to step outside of their comfort zones. Pre-
immersion reflection had the benefit enabling the participants to ready themselves for the
experience and understand the types of dispositions that would be necessary to fulfil their pre-
immersion expectations. By doing so, the individual can move into a position of seeking to
understand the other, allowing for a more empathetic individual to emerge.

5.2 During Immersion

Participants were in Kenya for three weeks and, upon entering the community, all
participants enjoyed the experience as everything was new, exciting and fascinating. The
cultural hosts were seen to be polite, gracious, and most welcoming (Gullahorn & Gullahorn,
1963). All participants recounted the welcoming and friendly nature of community members.
Each critical experience provided participants with an opportunity to grapple with degrees of
socio-cultural and economic differences. These differences resulted in deep, critical
dissonances as participants navigated the incongruence between their own cultural perspectives
and values and those they were now experiencing (Kiely, 2005). What resulted from these
experiences was authentic holistic learning; participants deeply felt, perceived, engaged with,
and reflected upon each critical experience.

Participants’ journal entries documented the following experiences: teaching at
Aberdare Ranges Primary School, a visit to the Giotto dump slum, spending time with children
at Miti Mingi Village, visiting New Canaan Village and homestays. At Aberdare Ranges
Primary School, participants taught creative arts and sports programs, interacted with school
teaching and administrative staff, and participated in the school’s lunch program by either
serving food to approximately 400-500 children or cleaning plates afterwards. As children
from Miti Mingi Village attended the school, after school finished, participants would walk
with the children to the village (where they spent time playing games, reading, or doing arts

and crafts). The visit to the Giotto dump slum was facilitated through local STC staff and
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occurred on one afternoon after school had finished. Each of these critical experiences was an
opportunity for participants to engage both cognitively and affectively with the place itself and
the people.

5.2.1 Theme 1: Through Critical Experiences, Emotions are Heightened and

Values are Questioned

For participants, the most notable critical experience was the visit to the Giotto dump
slum. This visit was acutely sensed, perceived, and engaged with, and, as such, led to deep,
critical reflection. Participants’ cultural perspectives and privileged economic positions were
deeply challenged. Witnessing others living in abject poverty, juxtaposed with their own
perceived privileges, led to dissonances that were both visceral and emotional (Kiely, 2005).
Emotions expressed were varied and included guilt, sadness, anger and happiness. Given that
all participants were studying to become teachers, a profession with children at its core, this
visit was made more confronting by the large numbers of children who lived at the dump site.
Interestingly, the cognitive dissonance surrounding this critical experience also included an
articulation of the emotion of happiness. Its emergence is attributed to the group’s debrief and
discussion immediately following the visit to the dump slum. The discussion was co-facilitated
by three Kenyan nationals (STC employees) and centred on an articulation and understanding
of our global humanity—a shared and interconnected humanity built on the concept of Ubuntu.
At its core, an interconnected humanity emphasises the value and understanding of our actions.

The following quotation is illustrative of the cognitive dissonances experienced by
participants:

Being immersed into the community made me really question different things that

happen back in Australia; we are such a materialistic, wasteful society. I couldn’t help

but feel guilty about where | was born and the opportunities, | have access too because

it doesn’t seem fair that not everyone has those same opportunities. (PS20)
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5.2.2 Theme 2: Relationships Build Community and Foster Positive Connections

Fundamental to all the critical experiences and dissonances that ensued was connecting
participants with members of the local community. Reflections on human connectedness were
framed through the participants’ experiences with their host family and with members of the
broader community. Homestay accommodation was organised through local employees of
STC. All homestay families were vetted, and participants were placed in groups of four to eight
people and assigned to a homestay family. Homestay families ranged in size and composition,
from single-parent households to nuclear families. Breakfast and dinner were provided to the
participants as part of their homestay arrangements. In building relationships with their
homestay families, participants helped cook, went to church, travelled into Nakuru and
shopped, and watched television and played games during the evenings. Homestays allowed
participants to immerse themselves in the daily life of the cultural other. Through their
experiences, participants discerned a degree of belonging and connection that members of their
host family or local community had with each other. This connection was contrasted with the
perceived absence of one in their own home culture. Positive connections were also fostered
through the joint preparation, serving and eating of meals with both their homestay families
and children at the school. Participants were able to reflect on their own values and
perspectives regarding the importance of food. Relationships with members of their host
family, other community members and the children at the school became important for the
participants as they nurtured empathy and enhanced their communicative skills.

The importance of relationships in building positive connections with others is
illustrated in the following quotation:

We stayed in the houses throughout our time there and | think without that it wouldn’t

have been the same trip because you did get to know the community that you were

staying in. The family that you stayed with gave you their personal stories and just

walking through the town to get home you got to see different things, meet different
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people. Everyone was so welcoming and they are so accepting and happy and willing to

share their stories. (P6)

5.2.3 Theme 3: Relationships and Understanding are at the Core of Teaching

Through developing their communication skills, participants’ confidence increased and,
as a result, relationships were strengthened. Being in classroom environments where they were
unable to draw on the use of the English language to facilitate learning increased participants’
professional knowledge and professional efficacy. Professional knowledge centred on
strategies that enabled for a degree of understanding between themselves and the children they
were teaching. Strategies included the use of non-verbal gestures, modelling the activity and
capitalising on music and dance to engage children. Participants discerned the value of
relationships as being central to any classroom environment. As reflected in the comment
below, this understanding served to ground participants’ knowledge and efficacy, and the
ability to form relationships became a vital part of the participants’ overall experience:

I’d had the preschool/kindergarten age for the time that we were there teaching and we

developed really quickly a bond with the kids, they knew us and they saw us every

morning and we got to know them very quickly because we did a lot of hands on, play

based learning with them, interacting with them, talking with them. It was hard at first

to build a connection because they didn’t speak any English compared to some of the

other children because they were a lot younger, but we picked up really quickly how to

communicate with them. (PS5)

5.2.4 Summary

This phase of the research study sought to reflect on critical experiences in Kenya. The
programmatic structure of the immersion program to include a range of critical experiences
served to both influence and heighten the range of dissonances encountered by participants.
These experiences, combined with reflexivity through journal writing, offered opportunities for

the participants to cognitively engage with their socio-cultural perspectives and values, viewing
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them in a new light. They were able to explore the meanings of their cultural assumptions,
attitudes and values, providing valuable insights about themselves and the cultural other.

The visit to the Giotto dump slum had the greatest impact on participants’ perspectives
of themselves and others. Participants’ visit to New Canaan Village (formerly the Pipeline IDP
Camp) also elicited responses that led to personal shifts. These shifts are an important
component of intercultural competency development as they need to occur before any external
outcomes or intercultural actions. Shifts were predominantly centred on meanings of privilege;
participants recognised they had access to opportunities and socio-economic resources that
were not available to the community living at the dump slum or New Canaan Village. In-
country group discussions allowed participants to verbally process the range of emotions and
cognitive dissonances experienced. These group discussions were mediated by three Kenyan
nationals (STC employees). The cultural contextualising provided by these nationals
contributed towards participants shifting their personal frames of reference in their perspectives
and values. Feelings initially centred on notions of guilt and shame were replaced by a more
philosophical perspective centred on the concepts of gratitude and happiness.

5.3 Post Immersion

The following questions were used to ascertain what impacts the immersion program
had on participants:

e Have you been impacted personally by the program? If so, in what ways?

e Have you been impacted professionally by the program? If so, in what ways?

e Reflecting back on the culture in Kenya, what were some things that stood out for

you?

e What have you found most confronting since returning to Australia?

The greatest impacts on participants related to the challenges they experienced after returning

to their home culture in Australia. Participants became frustrated as they struggled to
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adequately share their experiences with family and friends. Outside of this frustration,
participants were able to describe the personal and professional impacts of the immersion.
Personal impacts were highlighted by changes in their perspectives on their own cultural
values. These values centred on understandings of connection, belonging and relationships.
Arriving in Australia during the weeks leading up to Christmas had many participants
questioning the value of a consumerist and materialistic society. These shifts in perspective
were influenced by immersing with their respective host family and engaging in various critical
experiences in Kenya. Professional impacts centred on feeling more confident as a teacher and
having a greater understanding as to the role and importance of education in bringing about
social change.

5.3.1 Theme 1: Immersion Programs Foster Personal Transformation

Personal transformation was articulated by participants through the cognition of a
deeper sense of appreciation. Appreciation for the opportunities they had been afforded;
opportunities that were mainly the result of their socio-economic privilege. Changes in
meaning were also influenced by participants immersing with their host family and resulted
from the building of relationships. These relationships centred on the significance of
connection and belonging, and, as such, also fostered empathy. The various critical experiences
encountered, and cultural mediation provided by Kenyan nationals also resulted in changes to
participants’ perspectives and values. One value recognised by participants was that of social
responsibility; that through education, they were able to be agents for change. Assisting
participants to make sense of their experiences and the associated cognitive and affective
dissonances was the concept of Ubuntu. This concept was discussed at various stages
throughout the immersion by the assisting Kenyan nationals. These discussions assisted
participants in shifting their worldview from the world as a cultural dichotomy to one that is

inherently connected. The following quotation encapsulated the degree of transformation:
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Most definitely! This program challenged me to reflect upon myself and opened me up

to how ignorant we can be and how much we take our first world ‘simplicities’ and

‘conveniences’ for granted. Travelling to Africa allowed me to view issues such as

pollution, access to clean water, living standards, health care, etc., in a different light.

Just by being born in Australia we are granted privileged lives. We are given a

multitude of opportunities through education. In becoming aware of our privilege, we

must also acknowledge our responsibility. We have so much more than we need so how

are we going to utilise these blessings to make a difference in our world? (PS17)

5.3.2 Theme 2: Immersion Programs Strengthen Teacher Dispositions and Affirm

the Value of Education

The time spent teaching at Aberdare Ranges Primary School allowed participants to
build and improve various professional skills and dispositions. These included confidence,
communication, flexibility and relationship building. Perhaps most notable was the necessity
and ability to effectively communicate without the use of the English language to engage
children in various activities, which led to positive relationships with the children at Aberdare
Ranges Primary School. Additionally, participants grew in their confidence to improvise,
developing the ability to be flexible in what they were seeking to achieve. It was during their
time at the school that participants developed an appreciation as to the importance of
relationships in creating a positive classroom environment. In addition to these dispositions and
skills, participants acknowledged that as future teachers, they were able to effect social change
through education.

The following quotation is an example of the immersion experience’s impact on a
participant’s valuing of education:

As a future teacher, | have a deep appreciation for education, however, Kenya allowed

me to see how truly lucky we are to have opportunities for education. Before

experiencing this program, I valued education but didn’t see the power of education and
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the implications it has when a person is striped of the right to be educated. Kenya

taught me to not take my own, or others education for granted. (PS14).

5.3.3 Theme 3: Understanding of the ‘Cultural Other’ is Strengthened through

Community Engagement

In seeking to understand others, empathy is enhanced. However, no understanding of
significance can be reached without first understanding the ‘self’. Homestays allowed
participants to immerse themselves with local families and engage with the broader
community. Homestays allowed participants to experience day-to-day living with their host
family. Participants helped cook, went to church, travelled into Nakuru town and shopped, and
watched television and played games during the evenings. These allowed for individual
narratives to be shared, which in turn strengthened empathy. Engaging with the community
further led to participants reflecting on aspects of their own visible culture. One aspect that
stood out for many was that of food. Participants reflected on notions of food scarcity, sourcing
food and diet. Some of the homestay families had individual plots of land used to grow a
variety of different plants and vegetables. The interactions participants shared of collecting
various produce strengthened the relationship bonds.

The following quotation is indicative of this theme:

The family | stayed with have faced and overcome horrific situations that no one should

ever have to experience in their lifetime, yet they live lives based around faith, hope

and love. The strength and will of the family was truly inspiring and was something

that has really forced me to reflect on my life and values. | have learned and am still

learning, about the greater meaning of life and what it means to be living. (PS14)

5.3.4 Theme 4: Reconciling Personal Transformation in Home Culture is

Challenging

Although the program was of a relatively short duration (three weeks), many

participants experienced challenges upon returning to their home culture in Australia (Young,
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2014). Participants reported struggling in their attempts to share with others the totality of the
program they had experienced. Participants became frustrated in their attempts to adequately
share their experiences with family and friends. Feelings of frustration were amplified by the
timing of their return to Australia. Returning just before Christmas highlighted some of their
personal shifts in perspective and values. These shifts centred on connection and belonging,
which were now considered far more important than individualism. These shifts also led to
feelings of frustration centred on the cultural value of consumerism and the associated waste:

The challenges faced after returning home were summarised by one participant as
follows:

It can be difficult to discuss my experience of the trip with others, especially since the

people | am discussing it with would not be able to empathise as they are so far

removed from the circumstances that | experienced throughout the immersion. It can be

difficult and frustrating to discuss such an impactful experience while, in the same

conversation, your friends are discussing their own first world problems. (PS11)

5.3.5 Summary

Post-immersion data aligned with the current literature describing the experiences of
returning to one’s home culture after a period abroad. Participants articulated a disdain for the
reality of the life they had returned to, and in some cases, participants lacked the motivation to
do things they had previously enjoyed (Young, 2014). Participants experienced feelings of
frustration and misunderstanding, and for many this was compounded by not being able to
articulate to family and friends the totality of what they had experienced abroad. This
frustration was in contrast to the euphoric feeling participants had experienced upon entering
the host community in Nakuru, Kenya. Here, homestay families and community members were
both accommodating and supportive. The participants themselves recognised that they had
changed but now felt that people around them, including family and friends, either did not

understand them or, for some, did they have the time to listen to their experiences. The cultural
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dissonances participants encountered while abroad were again being encountered back in their
home culture. Based on their experiences abroad, participants now placed importance on the
values of belonging, community and relationships. Arriving back home, these values were
being challenged as participants re-encountered values centred around consumerism,
materialism and individualism. Again, this re-encounter was a cause of frustration and
intolerance for things participants now deemed to be trivial.

5.4 Immersion and Intercultural Competence

The immersion narrative was revealed through a cyclical journey—a journey that
uncovered numerous intersections with intercultural competence. The journey commenced
with an introspection of participants’ assumptions and expectations of the immersion prior to
departure. Participants were subsequently immersed with host families, within a community
where they experienced, as closely as one can, the cultural other. Following their return to
Australia, the participants return to introspection, in the form of critically reflecting on the
internal shifts and challenges faced upon re-entry into their home culture. The following
sections present the intersections that emerged between the immersion and intercultural
competence. This goes towards addressing the main research question: In what ways can a
short-term cultural immersion program impact the development of intercultural competence in
Australian preservice teachers?

For individuals, intercultural competence is not an end in itself—it is never complete
and is always being enriched through various intercultural encounters and experiences (Barret
et al., 2014). Such encounters and experiences facilitate the development of critical self-
awareness and intercultural relationships. Deardorff’s (2006) process model for intercultural
competence (see Figure 5.1) is illustrative of a simultaneous interactional process that is
recursive at all stages, in that it feeds back on itself but also anticipates several specific,

sequential, causal paths (Barrett et al., 2013).
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Figure 5.1

Deardorff’s (2006) Process Model for Intercultural Competence

& ==

Attitudes: Respect (valuing
other cultures); Openness
(withholding judgment);
Curiosity and discovery
(tolerating ambiguity)

Knowledge and
Comprehension: Cultural
self-awareness, deep cultural
knowledge, sociolinguistic
awareness
Skills: To listen, observe and
evaluate; To analyze, interpret
and relate

Process Orientation

Desired External Outcome: Desired Internal Outcome:
Effective and appropriate Informed Frame of Reference
communication and behavior Shift (adaptability, flexibility,
in an intercultural situation ethnorelative view, empathy)

Note. From Deardorff (2006).

This model reflects the aspects of intercultural competence agreed upon by leading
intercultural experts (Spitzberg & Changnon, 2009). Deardorff (2006) posits that the
development of intercultural competence begins at the level of the individual. It is at this level
that attitudes required for intercultural competence are highlighted, including respect,
openness, and curiosity. Additionally, there is a requirement for cultural knowledge and
understanding, along with the requisite skills for effective communication and relationship
building. These lead to internal shifts in personal frames of reference, which ideally lead to

external outcomes or actions indicative of intercultural competence.
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Synthesis of this immersion with intercultural competence will be presented using
Deardorff’s (2006) four components for intercultural competence: attitudes, knowledge and
comprehension including skills, internal outcomes, and external outcomes. Data from relevant
phases will be used to validate the intersections between the immersion and Deardorff’s
components. Where relevant discussion will also include intersections with service-learning, as
the immersion was premised on the principles of service-learning.

5.4.1 Attitudes

Using a grounded theory approach, Deardorff (2006) identified attitudes that facilitate
the development of intercultural competence. These attitudes allow for intercultural behaviour
that is both appropriate and effective—appropriate in the understanding that behaviours are
suitable and match the value structures and norms of the cultural other, and effective in that
mutually shared meanings are derived from the encounter (Ting-Toomey, 2009). Attitudes
include respect, openness and curiosity.

In the present study, participants positioned themselves as being separate or different
from the cultural other. The cultural other lived elsewhere and was perceived as not having
equal access to requirements for living. The quotation below is demonstrative of such self-
positioning:

One of the primary reasons | chose to participate in this program is because | realise

that, in our Western society in particular, we can be completely separated from the

hardships of people who struggle to feed their families on the other side of the world.

(PS4)

Participants’ awareness and understanding enabled an articulation of various attitudes—
attitudes reflective of intercultural competence, including being open, willing and curious to
engage with and learn about people from a different culture. The following comment was

reflective of an attitude of openness and curiosity: ‘I am looking forward to meeting the local
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community and connecting with the students. | am really looking forward to immersing into
their culture and staying with other students with local families’ (PS10).

Attitudes that further foster intercultural competence include an ability to tolerate
ambiguity and uncertainty, which is indicative of the attitude of curiosity and discovery
(Deardorff, 2006). In this study, this was widely described by participants as stepping outside
of their comfort zones. For example:

I am expecting to be pushed outside of my comfort zone. Have my own beliefs and

skills challenged, develop a better understanding of myself as a teacher and others

around me. This Kenya immersion is going to be an eye-opening experience and | look
forward to being stretched emotionally, physically and spiritually. (PS10)

Participants’ willingness to step outside of their comfort zones and to empathise with
the cultural other is illustrative of their openness to challenging their own assumptions, beliefs
and values:

To be pushed to come out of your shell and put yourself into unusual and challenging

situations. To have an experience that will develop confidence and wisdom which you

can use to continue to develop your own understandings and beliefs. (PS17)

In summary, the pre-immersion data supports the range of attitudes noted by Deardorff
(2006) as necessary for intercultural competence, including openness and curiosity.
Mendenhall (2001) suggests that having a sense of curiosity is the cornerstone for developing
intercultural effectiveness, a position supported by Deardorff (2006).

5.4.2 Knowledge and Comprehension

The components of knowledge for intercultural competence include cultural self-
awareness, cultural knowledge and socio-linguistic awareness. Associated skills include
listening, observing, interpreting and relating. Motivation is understood to be enhanced by the
influence of these two components (Deardorff, 2006). In combination, motivation, knowledge

and skills are needed to support shifts in internal perspectives, or frames of reference. Internal
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shifts enhance empathy, ethnorelativity and adaptability, which in turn lead to appropriate and
effective actions or outcomes (Spitzberg & Changnon, 2009).

Cultural knowledge and basic socio-linguistic awareness were addressed by participants
prior to the immersion. Participants engaged in two full-day workshops. The first workshop
focused on planning and preparation for their teaching and covered travel logistics. The second
workshop aimed to ensure all participants had relevant cultural and historical knowledge and
understanding of the Kenyan context. This specific workshop was facilitated by a Kenyan-born
Australian and covered cultural norms, the history behind the host school and community in
which participants would be immersing themselves, and basic communicative language skills.
The workshops were conducted two weeks apart, with the second workshop held the week
before departure. Given the self-selecting nature of the participants, their motivation was quite
high, but it would be once they were in Kenya that the elements within knowledge and
understanding required for intercultural competence would be enacted and reflected upon.

During the immersion, opportunities for reflection were ever present as participants
kept journals. Their journals outlined events and experiences, including both cognitive and
affective dissonances. What emerged from participants’ journal entries was that their cultural
assumptions were challenged. Challenges became apparent during various critical experiences.
The most notable experience for participants was their visit to the Giotto dump slum. This
experience brought into critical focus their socio-economic privilege and the opportunities that
such privilege enables. As one participant summarised:

It was so hard. I couldn’t help but compare what I had to the little that they had. Why is

this the case? These people don’t deserve this, we’re all humans, and it’s just the

circumstances we happened to be born into. We were just born in a better place. (PS17)

Further aspects of cultural self-awareness resulted in an understanding of the value and
significance of relationships and connection. Community connectedness and the sense of

belonging that stems from relationships were valued by participants. As one participant noted:
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Sometimes in our society we can feel as individuals fighting our own battles. But here,
they come together as a community and help each other and there is a sense of
belonging within a community beyond their immediate family members. (PS19)
PS3 further reflected on the perceived absence of this connection in their home culture: ‘Their
sense of community and independence and their sense of connection is something we miss
back home’.

The skills required for intercultural competence (Deardorff, 2006) are those needed for
effective communication. These skills include listening, interpreting, and relating. For
participants, communicative awareness was highlighted through understanding the importance
of language and the way language influences the way one is perceived and understood.
Through having communicative awareness, the development of socio-linguistic skills became
paramount as participants attempted to engage with children at both Aberdare Ranges Primary
School and Miti Mingi Village. These skills included using non-verbal cues, using single
words in Kiswahili, using visual displays and modelling an activity. The development of these
skills highlighted the significance of language (verbal and non-verbal) for appropriate and
effective communication. PS2 reflected on the importance of communication and the skills
associated with it: ‘Communication is very important, and these skills have been developed
while 1 was teaching in Kenya because | learnt to communicate in different ways such as
gestural/actions or through facial expressions’.

Thus, language became highly salient as participants attempted to engage children in
various activities. Communication was further fostered through the relationship’s participants
developed with their host families and members of the broader community. The quality of
these relationships was premised on the effectiveness of participants’ communication skills. In
these contexts, the skills of listening and observing enabled participants to learn about the

experiences and lives of their host family and the community:
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The family that you stayed with gave you their personal stories and just walking

through the town to get home you got to see different things, meet different people.

Everyone was so welcoming and they are so accepting and happy and willing to share

their stories. (PS6)

Relationships with their host family provided further opportunity for participants to
build cultural knowledge. Kenya’s political history includes internecine political violence.
While this knowledge was briefly covered in the final pre-departure workshop, greater
understanding resulted from listening and relating with members of host families and members
of the broader community—most of whom were IDPs as a direct result of this violence. Such
understanding was reflected PS13:

The Kenyans | met overcame horrific situations that no one should ever have to

experience in their lifetime ... the strength and will of the women, men and children is

something that really forces me to reflect on my own life and values. | have learned and
| am still learning about the greater meaning of life. (PS13)

For this and other participants, the skill of critically evaluating situations and their own
cultural values and perspectives were further developed. Critical reflection is required for
intercultural competence and is also a key component to service-learning. ‘Reflection has been
described as turning experience into learning, that is, a way of exploring experience in order to
learn new things from it’ (Boud, 2001, p. 10). Through critical reflection, participants were
able to make new meanings from their experiences. Meanings included shifts in their
perspectives and clarification of their values. The following quotation articulates both an
experience and the new learning that resulted from it:

I have really started to question my own happiness. You walk through the camp and

you can just feel the happiness, it really highlights how materialistic we are. It doesn’t

matter what physical items we have it is the connections that you make that essentially

make you. (PS12)
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As indicated by the quotation above, the immersion experience enabled opportunities
for all participants to continually reflect on and evaluate their own cultural values. Their
meaning making during the immersion was further enhanced through the mediation of three
Kenyan nationals. The visit to the Giotto dump slum was particularly emotional and visceral
for participants. Following this visit, the cultural mediation provided by the nationals to the
participants allowed for a personal reframing of cultural values. One example of such
reframing was described as follows:

Today we visited the community living on the dump site and | was in disbelief. It was

such a shock to see vultures and wild pigs living amongst the piles of rubbish which a

Kenyan community call home. | decided to open my eyes to the amazing things about

this community, their level of happiness. With the amount of material possessions and

luxuries we have in Australia, it is almost inconceivable that we do not attain any true
happiness. (PS2)

In summary, intersections exist between the knowledge, comprehension and skills
required for intercultural competence and the immersion experience. Experiences in Kenya
provided the participants with opportunities to evaluate aspects of their cultural self-awareness.
Through homestay and community engagement, participants were able to deepen their
comprehension of aspects of cultural knowledge, and through their teaching at the school, they
built socio-linguistic awareness and skills.

5.4.3 Internal Outcomes

Possessing the requisite attitudes, knowledge, comprehension, and skills is not
sufficient for intercultural competence (Barrett et al., 2013). Interculturally competent actions
result from internal shifts which, according to Deardorff (2006), are the result of an informed
frame of reference—a frame that includes what Bennett (2004) describes as an ethnorelative
view of the world. In this immersion, ethnorelativism included participants integrating

themselves into their host family and broader community and empathising with the cultural
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other, which fostered an appreciation for cultural diversity; enhanced communication skills,
which allowed for greater understanding; challenged worldviews; and prompted re-evaluation
of situations from various cultural perspectives.

Shifts occurred in participants’ ability to adapt and integrate knowledge, understandings
and skills (Bennett, 2004), resulting in new meanings. New meanings were centred on
participants’ reframing of meanings associated with their cultural values and socio-economic
privilege. New meanings that resulted from participants recognising their socio-economic
privilege led to articulations of appreciation and gratitude, for example:

I think it has taught me appreciation and how grateful I am, the privileges I have and

what I can do with that ... I didn’t choose where I was born, just as the children we met

didn’t choose to be born in Kenya. What I can choose is what I am going to do with my
life and appreciate the endless opportunities I have in life. I'm going to start
appreciating every opportunity | have and not take anything for granted. (PS15)

As described by PS7, internal shifts also resulted from participants being immersed
with their homestay family and through the relationships they were able to build with both their
homestay families and members of the community:

To experience another way of life, to live with the families and experience part of their

day to day changed my perspective on my own life. The people in Kenya deal with a

certain level of ‘real’ stress daily, like water supply, food, clothing, paying for

essentials and so on, things that as an Australian, | take for granted. This experience has
allowed me to be truly grateful for everything I have. (PS7)

In addition to homestays, the range of critical experiences provided participants with
opportunities to empathise emotionally and intellectually with the cultural other. From the data,
as illustrated in the following quotation, it became obvious that high-intensity experiences

(Kiely, 2004) can greatly influence internal shifts:
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It was really challenging, really hard. I think a challenging part was that the fact that we
have so much and sometimes we are not grateful for it and we don’t appreciate the
things that we have, but these people are living on a dump site. | was overwhelmed

with guilt of how I’d lived my life and how I hadn’t valued the things that I had, and I

didn’t appreciate those things. It just really shook my perspective. (PS11)

In summary, the immersion experience resulted in internal shifts by participants. These
shifts occurred because of the various experiences within the immersion which provided
opportunities for participants to have what Deardorff (2006) describes as informed frames of
reference. These frames of reference were informed through requisite attitudes for the
development of intercultural competence, the various critical experiences in Kenya, culturally
mediated discussions, and critical journal writing and reflection.

5.4.4 External Outcomes

According to Deardorff (2006, 2011), the desired external outcomes of intercultural
competence are an individual’s effective and appropriate behaviour and communication and
the experience of these by others. Effectiveness is determined by the individual, while
appropriateness can only be determined by the other person. Appropriateness of behaviour or
communication is related to the adherence of cultural norms by the other person (Deardorff,
2006). Interculturally competent actions result from the summation of requisite attitudes,
knowledge, skills and internal shifts. Barrett et al. (2014) contend that all of the components
required for intercultural competence are lacking if they do not lead to actions.

The study did not seek to quantify or qualify the effectiveness or appropriateness of
participants’ behaviour or communication. As the study focused on participants’ experiences of
the immersion, the effectiveness of their behaviour and communication can perhaps be
surmised from the degree of engagement and relationships with others. Regarding external
outcomes, what the immersion is able to demonstrate is that suggested by Barrett et al. (2013),

that intercultural actions include seeking opportunities to engage with people who have
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different perspectives and cultural orientations to one’s own. This was demonstrated by the
participants through their openness and willingness to participate in the immersion and through
their relationships with their homestay family. Further, the immersion program allowed
opportunities for participants to act in ways that were interculturally competent. As participants
engaged in relationships with homestay families, the broader community and the children and
staff at the school, they were required to communicate in ways that were respectful and
effective (Deardorff, 2006). Respect here is described as regarding, appreciating, and valuing
the other (Barrett et al., 2013). For the participants, this valuing was most notable during their
time at the school. To engage with the children, they were required to develop and utilise
various socio-linguistic skills to foster a degree of mutual understanding between themselves
and the other.

As such, the willingness of the participants to resonate with the cultural other allowed
them to foster empathy. Empathy resulted from the intercultural skills of listening and relating
with the other, which participants experienced in homestays, through critical experiences and
through their teaching time at the school. Galloway-Thomas (2010) would argue that empathy

has the greatest potential to alter our intercultural actions.
5.5 Conclusion

This section returns to the overall research question: In what ways can a short-term
cultural immersion program impact the development of intercultural competence in Australian
preservice teachers? Based on the study’s findings, the impact of short-term cultural immersion
on the development of intercultural competence is illustrated in Figure 5.2. The figure depicts
the key findings distilled from the main themes that emerged in this study and the connection
of these to the development of intercultural competence.

Deardorff (2009) describes intercultural competence as a spiral. Thus, Figure 5.2

presents the key findings from the present study in the development of intercultural
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competence as being both spiral and recursive in nature. Support for positing the figure in this
manner is provided by Barrett et al. (2013), who contend, ‘An individual’s intercultural
competence is never complete but can always be enriched further from continuing experience
of different kinds of intercultural encounter’ (p. 8). This immersion is one such encounter. The
five aspects, which both surround and interconnect with each other and with self-identity, are
described as permeable constructs, rather than rigid concepts (Kelly, 1970). They are
permeable in that the perceptions individuals have of themselves; others and the world are open
to constant shifts in perspectives and in the meanings made from such perspectives. These
aspects are discussed below.

Figure 5.2

Conception of the (Ever-Ongoing) Development of Intercultural Competence

High-
intensity,
Culturally
Mediated

Experiences

Critical
Relationships Reflection
Self-identity
Social Cultural
Responsibility Empathy

5.5.1 Self-l1dentity
At the core of the proposed model is self-identity. Historically, the words of the ancient

Greek philosopher Socrates— ‘Know thyself’—is where all wisdom begins. Such wisdom is
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derived from ‘a person’s sense of who they are and the self-descriptions to which they attribute
significance and value’ (Barrett et al., 2013, p. 5). These self-descriptions, both personal and
social, are continually reflected on as individuals position themselves in relation to others.
Deardorff’s (2006) cultural competency model provided a useful framework to analyse
participants responses and experience. The model commences with attitudes and the attitudes
required for intercultural competence are connected to an individual’s sense of identity
(Fernandez-Aguero & Garrote, 2019). Attitudes included valuing of the Kenyan culture, an
openness and curiosity to discover and learn (Deardorff, 2006). Descriptions of self, include
personal and social identities, various attributes, relationships and roles, allowing people to
both define their own individuality and, when in relation to others, their position in the world
(Barrett et al., 2013). Through a socio-cultural lens, identity is concerned with how individuals
come to understand themselves and how they ‘come to “see” who they are, through the social
and cultural “worlds” that they participate in and how they relate to others within and outside
of these worlds’ (Urietta, 2018, p. 17). Requisite attitudes for intercultural competence reside
within the knowledge and understanding of self-identity. Savicki (2020) suggests that openness
and flexibility are prerequisites for continually redefining one’s identity and for personal
growth—the same attitudes required for the development of intercultural competence. Further,
at both an individual and collective level, the association between one’s identity and attitudes
has implications for actions or behaviours (Jaspal & Breakwell, 2014).

5.5.2 Social Responsibility

Deardorff (2006) notes that having the right attitude assists in becoming interculturally
competent. In support, Okayama et al. (2001) suggest, ‘what may be most important is a
willingness to make changes ... underlying attitudes that support everything that can be taught
or learned’ (p. 97). While research suggests that there is no exhaustive list of attitudes required
for intercultural competence (Barrett et al., 2013), the disposition of responsibility is rarely

explicitly mentioned. A finding from the present study that is both of value and interest is that
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participants articulated a desire to be socially responsible, which they further understood as
being important (Barrett et al., 2013). The following quotation is indicative of this sentiment:
“You always hear about those less fortunate, and | feel like this is the perfect opportunity for
me to actually put words into actions and do something that would benefit someone else’
(PS19).

In addition to the attitudes suggested by Deardorff (2006) for the development of
intercultural competence, for participants in the present study, having the right attitude
included an articulation and understanding of responsibility. From the study’s findings, in light
of Deardorff’s (2006) process model, an assertion can be made that responsibility may also be
an antecedent for the development of intercultural competence. As much as a person
acknowledges that they have a responsibility to decide whether to critically reflect on their self-
identity and whether to acquire requisite knowledge and understanding (not only of themselves
but of the cultural other), they must then take responsibility for the development of the
requisite skills to effectively engage with the cultural other. Thus, a degree of responsibility is
able to facilitate both internal and external outcomes. Social responsibility will be further
discussed in the discussion of the cultural empathy aspect (Section 5.5.4).

An articulation of social responsibility reflected participants’ motivations for
participating in the immersion program. PS3 articulated a similar sentiment to the previous
participant, but couched it within an understanding of service-learning:

I think that service-learning programs are attractive as they provide an experience that

is truly unique and different from the everyday, privileged, Western world that we live

in. | believe that as fortunate humans, we hold an innate responsibility to help those in
need. (PS3)

As mentioned above, knowledge and comprehension, including skills required for
intercultural competence, are enhanced through motivation (Deardorff, 2006). Motivation, in

combination with knowledge and skills, support shifts in internal frames of reference. This in
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turn enhances empathy, ethnorelativity and adaptability, leading to appropriate and effective
actions or outcomes (Spitzberg & Changnon, 2009). Participants in this immersion were
motivated by altruistic reasons, which they phrased as wanting to make a difference. This,
when combined with the service-learning nature of the immersion, may provide further
justification as to why social responsibility should be included as an aspect for the
development of intercultural competence. Further, the association between identity and
attitudes, including social responsibility, have implication for actions or external outcomes
(Deardorff, 2006). These actions can lead to both individual and social change.

5.5.3 High-Intensity, Culturally Mediated Experiences

The development of intercultural competence requires that individuals shift their
internal frames of reference. Such shifts enhance empathy and adaptability, leading to
appropriate and effective intercultural actions (Deardorff, 2006). This study was able to
demonstrate that shifts in perspectives result from high-intensity intercultural experiences
(Kiely, 2005). According to Yunkaporta (2009), ‘It is about developing empathy and connected
knowledge, the ability to see the world through another’s eyes, or at the very least to recognise
that others may view the world through a different cultural lens’ (as cited in Walker et al.,
2014, p. 200). During the immersion, participants were able to build the skill of empathy
through the various experiences. The most notable experience was the visit to the Giotto dump
slum. Cultural mediation of this experience allowed participants to recognise that material
possessions were not really the source of happiness; rather, when viewed through a different
cultural lens, happiness is sourced internally through connection and belonging. It is
recognised that cultural immersion programs provide experiences that are experiential and
unique in nature. The learning within immersion programs results from divergent worldviews,

which leads to thoughts and actions that are global in nature (Zong, 2009).
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5.5.4 Cultural Empathy

Cultural empathy results from an appreciation of and reflection on both the similarities
and differences between one’s own culture and the culture of others. Depraz (2001) would
contend that empathy is an ethical responsibility towards yourself as a person. Additionally,
Galloway-Thomas (2010) would argue that empathy has the greatest potential to alter our
intercultural actions. With these in mind, the immersion program in Kenya included
homestays. Through being immersed in the day-to-day lives of their host family, participants
were able to build a deeper appreciation of the cultural other, which enabled cultural empathy.
Williams (2005) posits that actual cultural immersion is important if students are to develop
intercultural capabilities. The participants’ engagement with their host families was such that it
could foster empathy and also be transformative (Daloz, 2000). Engagements of this nature are
described by Daloz (2000):

For the experience to be more than simply an encounter ... there had to be some sense

of empathic connection with people different from themselves. In some significant way

the inner experience of the other was engaged, a bond was formed, and some deep

lesson about connection across differences was learned. (p. 110)

Deep connection and learning also resulted from other experiences, including visits to
New Canaan Village and the Giotto dump slum, teaching at Aberdare Ranges Primary School
and exploring Miti Mingi Village. All experiences provided the participants with opportunities
to both appreciate and reflect on cultural similarities and differences. The cultural differences
gleaned by participants included a greater appreciation and understanding of the importance of
community connection, the value of relationships and the significance of belonging. This
cultural juxtaposition is reflective of Western cultural values that tend to support individualism
over collectivism. Intersections between the immersion experiences and participants’

development of cultural empathy were such that, according to Daloz (2000), they could lead to
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greater social responsibility. Social responsibility can thus be considered an outward
manifestation of intercultural competence.

5.5.5 Relationships

Any positioning of the self in relation to the cultural other requires that both people
enter into a relationship. Williams (2005) posits that immersion experiences can develop
intercultural capabilities only when participants interact with the locals, immersing in the
culture. Relationships were formed by the participants through immersing with their homestay
families. These relationships fostered cultural empathy which, in turn, required requisite
attitudes for intercultural competence. Attitudes that develop intercultural competence include
openness, curiosity, respect, and flexibility. For the participants, these attitudes, in combination
with the relationships they formed, strengthened the immersion experience, and fostered the
development of intercultural competence. Central to the development of these relationships
was communication. Effective and appropriate communication is the goal of intercultural
competence (Deardorff, 2006). The importance of communication, including the role of
language for relationship building, was highlighted throughout the participants’ time at the
school. Being placed in classroom environments where participants were not able to draw on
the use of the English language to facilitate learning led to participants’ development and
employment of socio-linguistic strategies that fostered a degree of understanding between
themselves and the children. The ability to form relationships with the children was vital to
participants’ experiences at the school. Underpinned by the service-learning principle of
reciprocity, this immersion, facilitated through the NGO STC, was also premised on the
understanding of respectful and mutual relationships.

5.5.6 Critical Reflection

Critical reflection is a key component to defining self-identity and personal growth.
Further, to engage in critical written reflection and discourse should lead to action or external

outcomes. On both a personal and professional level, action is the outward manifestation of
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internal shifts in perspective, or frames of reference (Deardorff, 2006). Such shifts result from
critical reflection and subsequent new learning. Savicki (2020) suggests that the purpose of
critical reflection is to increase levels of self-awareness and encourage a desire to engage
dialectically with the world. In this immersion, participants’ reflections were centred on critical
experiences which allowed them an opportunity to explore and evaluate their culturally held
beliefs, attitudes and values. The service-learning aspects of this immersion provided shifts in
frames of reference that importantly created opportunities for participants to grow and develop
through action (Savicki, 2020). The kinds of action that participants described were both
personal and professional. Personally, shifts occurred from values reflecting individualism to a
greater appreciation and valuing of belonging and human connection. As future teachers,
professional shifts resulted in greater confidence and a desire and willingness to meet the needs
of culturally diverse students. The immersion provided opportunities for participants to
empathise with the cultural other, which should further translate into interculturally competent
interactions and relationships with diverse members within a school community. The critical
experiences within this immersion were also culturally mediated. The discourse within these
discussions fostered cultural awareness and knowledge that led to new understandings by
participants of themselves and the world (Mezirow, 1996). As a result, participants were
challenged in their understanding of their own socio-cultural privilege and the values
associated with an individualist culture.

5.5.7 Summary

In building on and discussing the findings in Chapter 4 and responding to the main
research question, this chapter aimed to build an immersion narrative to ultimately demonstrate
intersections between a short-term cultural immersion experience, relevant aspects of service-
learning and the development of intercultural competence in preservice teachers. The
acquisition of intercultural competencies is an ongoing process (Deardorff, 2006) that can take

place during any stage in human life. Central to human life is the individual and their sense of
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identity; an identity that embodies an articulation and understanding of personal and social
representations. Such representations are open to evaluation as one positions themselves with
cultural others. Positioning an individual in high-intensity intercultural experiences, when
culturally mediated, leads to critical thinking and self-evaluation. In summary, the
demonstrated impacts of the short-term cultural immersion on the development of intercultural
competence in preservice teachers allow for the following key assertions to be made:
o self-identity is an integral component for intercultural competence
¢ social responsibility strengthens intercultural competence
e high-dissonance, critical experiences intensify understandings and skills, heighten
internal shifts and lead to new meanings
e communicative awareness and competence are enhanced through authentic
immersion in the community, and strengthened connections lead to critical thinking

¢ cultural mediation enables and strengthens shifts in perspective.
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Chapter 6: Conclusion

This chapter revisits the main research question by discussing the key assertions
elicited in Chapter 5. The chapter then identifies the significance and contributions of the study
(Section 6.2), the implications of the findings for practice (Section 6.3), the study’s limitations

(Section 6.4) and recommendations for future research (Section 6.5).
6.1 Discussion of Key Assertions

As a mini-ethnographic case study, this study set out to document and understand the
collective experience of 20 preservice teachers who, in 2016, elected to participate in a short-
term cultural immersion program in Kenya. The immersion was premised on the following
principles of service-learning: participants engaged in experiential learning, relationships,
reciprocity and critical reflection. Although the immersion was premised on the principles of
service-learning, the focus of the research was on the collective perspectives and experiences
of the participants, pre, during and post immersion. This ultimately aimed to provide a deeper
understanding of any impacts cultural immersion programs have on the development of
intercultural competence. The findings and resulting understanding allowed for five key
assertions regarding the impact of short-term cultural immersion programs on the development
of intercultural competence in Australian preservice teachers. These assertions are discussed
below.

6.1.1 Self-1dentity is an Integral Component for Intercultural Competence

Requisite attitudes for intercultural competence reside within knowledge and
understanding of self-identity. Two attitudes required for the development of intercultural
competence are openness and curiosity (Deardorff, 2006), which are also prerequisites for
continually redefining one’s identity and personal growth (Savicki, 2020). Self-identity became

a key feature across all phases of the study. In the pre-immersion phase, participants articulated
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their expectations of the immersion program and their motivations for participating. Of
significance was the concept of altruism, which was articulated as ‘making a difference’. In
seeking to make a difference, participants recognised requisite attitudes for intercultural
competence, including being open to, respectful of and curious about cultural others
(Deardorff, 2006).. These attitudes served as prerequisites for continually redefining
participants’ identity, and by doing so, led to personal growth (Fernandez-Agiiero & Garrote,
2019). Throughout the during immersion phase, descriptions of the self in relation to the
positioning of oneself with the cultural other were highlighted. In seeking to understand
themselves, participants were in a position to become aware of and better understand others.
Both observing and engaging in the real-life experiences of people at the Giotto dump slum,
New Canaan Village, homestay families and Aberdare Ranges Primary School allowed
participants opportunities to reflect on their position of socio-economic privilege. These critical
experiences enhanced participants’ understanding of the range of opportunities they were
afforded because of their socio-economic privilege. The post-immersion phase further
reframed notions of privilege, now viewed through the perceived levels of materialism and
consumerism evident in participants’ home culture. Participants’ understanding of privilege led
to an internal shift that reframed the value they place on education and their own personal and
professional social responsibility. All phases of the immersion echo Deardorff’s (2006)
assertion that the development of intercultural competence rather than being linear is recursive
and as such the development of intercultural competence is never complete, always being
enriched by different intercultural experiences.

6.1.2 Social Responsibility Strengthens Intercultural Competence

Articulation of the need to be socially responsible was evident throughout all three
phases of the study. The findings were not conclusive as to the reason why, though it could be
argued that such perceived responsibility was due to one or more of the common characteristics

of the participants: studying to become teachers and studying at a Catholic institution (whose
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intellectual tradition is based on Catholic social teaching, including the principles of human
dignity, rights and responsibilities). Research in intercultural competence suggests that
motivation enhances the knowledge and understanding required for intercultural competence
(Deardorff, 2006). During pre-immersion, participants were motivated to participate in the
program for altruistic reasons, with the view to wanting to make a difference. As the
immersion was premised on the principles of service-learning, the motivation to make a
difference resulted in participants interrogating their understanding of their own culture and
seeking a deeper understanding of the cultural other. Such an interrogation encouraged
participants to view themselves as agents for social change. In combination with their
understanding of their cultural worldviews, including their privileged socio-economic positions
(Boyle-Baise, 1998), participants were able to better appreciate the role of education as one
conduit for social change. This understanding of social responsibility was enhanced through
the critical experiences encountered in Kenya. In developing intercultural competence, these
experiences increased empathetic understanding of the cultural other, which then resulted in
internal shifts in participants’ frames of reference. Empathy has the greatest potential to alter
our intercultural actions (Galloway-Thomas, 2010). The range of critical experiences within
the immersion enabled participants to build empathy. As future teachers, their levels of
empathy enable conscious consideration of ways to respond. As a result of the immersion, they
placed greater value on becoming a teacher and improved their understanding of the ability of
this vocation to bring about change.

6.1.3 High-Dissonance, Critical Experiences Intensify Understandings and Skills,

Heighten Internal Shifts and Lead to New Meanings

During this immersion, the range of critical experiences, which were high dissonance
(Kiely, 2005) intensified experiential learning. The learning that resulted from divergent
worldviews led to thoughts and actions that are global in nature (Zong, 2009). The immersion

provided participants with several opportunities to deeply reflect on their own values and
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beliefs, and they were able to learn about the experiences of people different to themselves
(Deardorff, 2006; Darling-Hammond, 2006). Such cultural self-awareness is a necessary
precursor of intercultural learning as it involves recognising cultural differences (Bennett,
2009; Deardorff, 2006)). Cultural differences that led to new meanings about people and
culture included the value and importance of belonging and community connectedness.
Participants recognised that material possessions were not really the source of happiness;
rather, when viewed through a different cultural lens, happiness is sourced internally through
human connection and belonging. After their return to Australia, this notion was further
reinforced as participants contrasted the high levels of material possessions and consumerism
with the need for and importance of human connection. The immersion experience acted as a
catalyst for the formation of coherent understandings about culture, cultural identity, and
intercultural relations, all positively impacting the development of intercultural competence.
6.1.4 Communicative Awareness and Competence are Enhanced through
Authentic Immersion in the Community, and Strengthened Connections Lead to
Critical Thinking
Communication skills were fostered through the relationship’s participants developed
with their host family and members of the broader community. Immersing with a host family
was important to the development of intercultural competence as it allowed interaction with the
host family and culture (Deardorff, 2006; Williams, 2005). The quality of the relationships
formed was premised on the effectiveness of participants’ communication skills. In homestay
contexts, the skills of listening and observing (Deardorff, 2006) enabled participants to learn
about the experiences and lives of their host family and the broader community. Participants
were open to and excited by living with a local family and fully immersed themselves in the
experience; they cooked meals together, shared stories over breakfast and dinner, and spent
time with their family on the weekends, going into town and to church. Homestay

accommodation fostered connections that became the currency for the development of
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relationships. In building authentic relationships, participants needed to explore their own
beliefs and assumptions to value the experiences of their host family and others (Deardorff,
2006; Delpit, 2006). Critical introspection of values and assumptions (Deardorff, 2006; Blasko,
2012) is a key requirement for the development of intercultural competence. Relationships
were strengthened through participants’ ability to critically reflect on their experiences.
‘Reflection has been described as turning experience into learning, that is, a way of exploring
experience in order to learn new things from it’ (Boud, 2001, p. 10). Critical reflection is a
component of service-learning and is also required for the development of intercultural
competence. Through critical reflection, participants shifted perspectives and made new
meanings from their experiences. The shifts from the experiences resulted in increased
intercultural understanding, empathy, and communication skills.

6.1.5 Cultural Mediation Enables and Strengthens Shifts in Perspective

Throughout the immersion, the involvement of cultural mediators enabled discussions
that bridged cultural differences and promoted deeper thinking of the various experiences.
Mediation assisted in making shifts in perspectives, which became transformative in nature. A
significant and notable shift occurred after the visit to the Giotto dump slum. Rather than
focusing on the community at the dump slum as one that lacked material possessions,
participants were encouraged to see the strong sense of community and connection that existed.
The mediation allowed participants to view this experience through a different cultural lens;
one that developed empathy, connected knowledge and recognised that others’ view of the
world was different to their own view (Yunkaporta, 2009). The intensity of the experience
challenged participants to reflect on their own assumptions and biases through the actual
encounter with the community at the dump slum. The risk of participants further entrenching
deficit assumptions and deficit cultural worldviews were lessened because of the cultural

mediation (Hepple et al., 2017). Through culturally mediated group discussions, participants
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were encouraged to share, consolidate or refute their thinking, and were able to integrate any

shifts in perspective into their lives and actions.
6.2 Significance of the Study

This study sought to answer the research question, ‘in what ways can a short-term
cultural immersion program impact the development of intercultural competence in Australian
preservice teachers?” The significance of the study highlighted that short-term cultural
immersions, characterised by principles of service-learning, designed as a pedagogical tool,
delivered as a co-curricular program (with no course credit awarded to students who
participated) and undertaken outside the parameters of a regular semester, positively impacted
the development of intercultural competence, specifically in Australian preservice teachers.
The short-term cultural immersion facilitated preservice teachers to critically evaluate their
cultural self-awareness, deepen their comprehension of cultural knowledge and improve their
socio-linguistic awareness and communication skills. Short-term immersion experiences
provide learning opportunities for students to garner a deeper understanding of being and living
in a globalised world. Thus, the findings support prior research suggesting that immersions of a
shorter duration allow teachers to challenge deficit mindsets and foster positive orientations
towards cultural difference (Sleeter, 2008). Further, short-term cultural immersion experiences
are a potential way to address Miller’s (2015) finding that preservice teacher training in
Australia fails to train teachers in the understanding required for cultural responsivity,
including competencies relating to social and cultural aspects of diverse classrooms. The short-
term immersion positively impacted preservice teacher pedagogy, assisting to address research
where preservice teachers expressed doubt in their ability to teach in culturally diverse
classrooms (Helfrich & Bean, 2011).

Despite the sizable research on intercultural competency, few studies have examined

the impact of a short-term cultural immersion on the development of intercultural competency
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in Australian preservice teachers (Wang, 2019). This gap is highlighted by Roy et al. (2019),
who identified the wide range of cultural outcomes from such programs and reported that most
of the data focused on students from the United States and Europe. In seeking to fill this gap in
the literature regarding Australian preservice teachers, the next section will highlight the
implications of the study findings for the development of intercultural competence in
Australian preservice teachers.

The acquisition of intercultural competency is an ongoing process that can take place
during any stage in human life (Nganga, 2016). Central to human life is the individual and their
sense of identity; an identity that embodies an articulation and understanding of personal and
social representations (Urietta, 2018). Such representations reflect the desire to know, to
understand and to be, which are continually open to evaluation as one positions themselves
with cultural others. In light of Deardorff’s (2006) process model for intercultural competence,
self-identity as cognitive constructions and evaluations of self in relation to the cultural other
was evident and significant throughout the three phases of the study. Given that prior research
suggests that there is no exhaustive list of attitudes required for intercultural competence
(Barrett et al., 2013), a noteworthy finding of the study, considering Deardorff’s (2006) process
model, was that assuming both personal and social responsibility becomes an antecedent for
the development of intercultural competence. Participants acknowledged that they had a
responsibility to critically reflect on their self-identity, and a responsibility to acquire requisite
cultural knowledge and understanding (not only of themselves but of the cultural other). They
also took responsibility for developing the requisite skills required to effectively engage and
communicate with the cultural other. Therefore, regarding intercultural competence, the study
found that having the attitude of responsibility contributed to both internal and external
outcomes.

Research suggests that the key focus for the development of intercultural competence is

the process itself (Deardorff, 2011). The present study found that high-dissonance, critical
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experiences intensified understandings and skills, heightened internal shifts and led to new
meanings. The involvement of cultural mediators was a significant aspect of the process of
development and, in combination with challenging situations, led to deeper levels of
awareness, understanding and empathy. The study captured pre-, during and post-immersion
data, which provided a more complete understanding of the process for the development of
intercultural competence. Such an understanding assists to address research by Buchanan et al.
(2017) which suggests that there is little evidence as to how intercultural competence is
developed before, during and after immersion experiences.

6.3 Implications for Practice

This study analysed the impact of short-term cultural immersion on the development of
intercultural competence for preservice teachers. The process model for intercultural
competence (Deardorff, 2006) provided a useful framework to record and analyse the
experiences of the participants. As the name of the model suggest, the framework reflects the
development of intercultural competence as being a lifelong process; thus, it becomes
paramount that the focus is on the development process and how the necessary attitudes,
knowledge and skills are acquired (Deardorff, 2011). Given that intercultural competence is not
a naturally occurring phenomenon, institutions need to be intentional in addressing its
development through both curricular and co-curricular efforts (Deardorff, 2011). For tertiary
educators, the process model for intercultural competence framework can facilitate any efforts
around course or program development by enabling a more comprehensive and integrated
approach to design (Deardorff, 2011).

Banks (2004, p. 197) states that any professional development program for teachers
should achieve at least one of five things:

1. allow teachers to uncover and identify their personal attitudes towards racial, ethnic,

language and cultural groups
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2. allow teachers to acquire knowledge about the histories and cultures of diverse

racial, ethnic, cultural and language groups

3. allow teachers to become acquainted with the diverse perspectives that exist within

different ethnic and cultural communities

4. allow teachers to understand the ways in which institutionalised knowledge within

schools, universities and popular culture can perpetuate stereotypes about racial and
ethnic groups

5. allow teachers to acquire the knowledge and skills needed to develop and

implement an equity pedagogy.
The present study’s findings confirm research that supports offering preservice teachers short-
term cultural immersion opportunities that capitalise on authentic engagement for learning and
transformation to enhance their intercultural competence (Boyd et al., 2019).

In Australia’s multicultural classrooms, teachers require a deep understanding of
cultural diversity and the capability to manage diversity in a culturally competent manner. This
need is significant given that research suggests that preservice teachers have expressed concern
and anxiety about feeling unprepared to teach in culturally diverse classrooms (Maloney &
Saltmarsh, 2016). As such, the findings of this study have implications for practice. The
findings highlight the impact of short-term cultural immersion on the development of
intercultural competence for Australian preservice teachers. This experience assisted in shifting
participants’ internal frames of reference, becoming transformative in nature. Professionally,
students affirmed dispositions required for teaching, including confidence, flexibility, and
socio-linguistic awareness and communicative skills to engage children who were culturally
different. Further, participants developed critical self-awareness and empathy for diversity.

In light of these findings, providers of teacher education programs can look to integrate
short-term cultural immersion programs into curricular or co-curricular courses as a way to

address the need for teachers to be interculturally competent. This is also crucial to counter
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dominant deficit discourses. This study found that short-term immersion positively impacted
the development of intercultural competence in preservice teachers. This finding is significant
for the development of preservice teachers and in their ability to respond both appropriately
and effectively to cultural diversity in Australian classrooms.

The growing demand to educate interculturally competent teachers requires the
analyses of programs that are settings for intercultural learning and the development of
intercultural competences (Posti-Ahokas et al., 2020). This study has provided a better
understanding of internationalisation programs in higher education. The study highlighted the
impact of including short-term immersion as both a service function and research activity in
institutions (Harman, 2005). Research suggests that by better understanding the expectations of
participants regarding their participation can lead to sustainable programs being designed by
institutions (Bruyere & Rappe, 2007). Pre-immersion reflection in the present study enabled
participants to ready themselves for the experience and also understand the types of
dispositions that would be necessary to fulfil their pre-immersion expectations. By doing so,
they were able to move into positions of seeking to understand the other, which allowed a more
empathetic individual to emerge.

6.4 Limitations of the Study

A key limitation of this study’s research design was selection bias. While not unique to
this study (Wang, 2019), selection bias is acknowledged for this study and deemed to be
unavoidable given the programmatic design of the short-term immersion. As the immersion
was co-curricular and self-funded, participants with the requisite financial resources, free time
and interest in cultural immersion were more likely to apply. A further limitation associated
with selection bias is those that applied may have previously travelled and spent time abroad,
increasing the likelihood of them having higher levels of intercultural competence. A further

limitation of the findings is that all participants were preservice teachers, having chosen a
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profession that is service oriented and provides a public service. The study was conducted at an
Australian Catholic university and involved a relatively small number of students (n = 20). A
small sample size may make the findings difficult to generalise; however, one should leave the
transferability of the findings to the reader and future researchers to determine (Marshall &
Rossman, 2016).

Another limitation is this researcher’s own personal background and experiences,
having been involved in the immersion programs for five years prior to undertaking the study.
These will influence the interpretations of the immersion experience; thus, a conscientious
effort was made to objectively treat the pre-, during and post-immersion data.

As previously mentioned in Chapter 3, the limitations of the chosen methodology have
been mitigated to the degree that there was an acknowledgement of my personal background,
experiences and values; acknowledgement that a relationship existed between insider/outsider
and researcher/participant; and recognition that this could be view as a strength or a weakness
(Draper & Swift, 2011).

6.5 Recommendations for Future Research

There are several recommendations for future research emerging from this study. These
recommendations seek to address gaps within this study. Gaps include specific focus on
participants awareness of their own culture; conceptualisations of privilege; the impact of pre
immersion preparation and cultural distance on the development of intercultural competence.
As the overall research project aimed to improve our understanding of the impact of an
immersion experience on the development of intercultural competence, the themes that
emerged from the data—as they relate to participants’ awareness of their cultural self, which
includes values and their interest in the cultural other—warrant further exploration. The
implications of the complexities for understanding oneself as a cultural being when in

relationship with a cultural other cannot be understated. While immersion experiences have
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positive impacts, issues of white privilege and the cultural competence of those who participate
in and design such programs must be questioned (Kearney et al., 2018). Research on more
culturally and socio-economically diverse populations in similar short-term cultural
immersions could provide a juxtaposition to this research to address concerns that these kinds
of transformative experiences are born from white privilege.

Participants engaged in two full-day workshops in the lead up to the immersion
experience. However, these workshops did not constitute part of the study, so one can only
provide conjecture as to any influence these workshops had on participants in Kenya or on the
development of intercultural competence. Considering that there appears to be no consensus as
to the best way to prepare for an immersion experience or on the standard length of time for
preparation for an immersion experience (Philips et al., 2017), research centred on the specific
impact of any preparation program may assist to fill gaps in the literature. Preparation
programs as one variable of immersion experiences can be captured through pre- and post-
immersion surveys and interviews to determine effectiveness and impact.

The cultural distance between a student’s home culture and the host culture is said to
predict the extent to which intercultural competence is developed (Roy et al., 2019).
Comparative research into short-term national and international immersion programs could be
undertaken to ascertain to what degree cultural distance impacts the development of
intercultural competence.

This specific cultural immersion in Kenya was for a short, three-week duration.
Literature on the impact of the length of time of immersion programs is unclear. Per Cushner
and Karim (2004, p. 30), ‘it appears that although both short- and long-term study abroad
programs have an impact on participants, the longer and more fully integrated the program, the
greater the potential for impact’. The findings of the present study highlighted responses that

indicated transformation had resulted for participants. Given the short-term duration of the
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study, there is a need for longitudinal research aimed at understanding the longevity of any
stated impact.

Finally, from the perspective of both a teacher educator and researcher, Deardorff
(2011) questions the level and development of intercultural competence of tertiary educators
and asks what measures can be undertaken by them to increase their own development. This is
strengthened by research cited by Maloney and Turunen (2020) that suggests that in various
global contexts, teacher educators are a neglected research group—there being limited research
into teacher educators themselves, their identity and the tertiary pedagogy, and the impact this
may have on the overall experience from the participant students’ points of view. Further
research in this area could help to determine the impact of the immersion leader/teacher on the
overall experience and resulting cultural competence of participants.

6.6 Conclusion

At the core of intercultural competence lies our humanity. Our humanity is inextricably
linked to the concept of being global citizens. Global citizenship requires self-reflection,
acknowledging that our lives and futures are intertwined with others. Essentially, we are all
members of a global community. In 2020, as this thesis was being finalised, our shared
humanity was bought into sharp focus as the result of a global pandemic. It would be easy to
say that throughout the year, the global discourse in the news and across our screens was one
of cultural duality—the highlighting of differences centred on ‘us’ and ‘them’. Contrary to this
was the race to find a vaccine for COVID-19, which required an awareness and appreciation of
cultural relativity, and international cooperation for the benefit of the common good. This year,
the value of our human connectedness became increasingly significant.

As the study was set in Kenya, the concept of Ubuntu encapsulates this human
connection. Ubuntu is a nebulous concept of common humanity, at times translated as ‘human

kindness’, but its meaning is much more encompassing, embodying the ideas of connection,
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community and mutual caring for all: ‘Ubuntu ... speaks of the very essence of being human.
... “My humanity is caught up, is inextricably bound up, in yours.” We belong in a bundle of
life. We say, “A person is a person through other persons”’ (Tutu, 2012).

Intercultural experiences, as Deardorff (2006) eloquently writes, become part of our
continual:

search for ways to get along together as human beings sharing this one planet, the need

to transcend boundaries, to bridge and transform our differences, to be in relationship

with one another, to join in the oneness of our humanity while accepting our differences

— these needs will continue to drive us as we seek to overcome differences that may

divide us. In the end, intercultural competence is about our relationships with each

other and ultimately, our very survival as humankind, as we work together to address

the global challenges that confront us in this century. (p. 5)

What is required of the twenty-first-century graduate is to be better able to respond to
the social inequities in an everchanging world. Thus, how an individual understands
themselves, the manner in which they respond to an experience and their ability to think
critically will all affect their ability to be globally minded individuals and interculturally
competent. The practical implication of this study highlights that the inclusion of international
inter-cultural immersions, in any form, aid the development of preservice teachers’ capacity to
better understand themselves as individuals as well as building the competency and skills
required to effectively engage with cultural diversity. For preservice teachers, this study has
demonstrated that a short-term immersion, characterised by the principles of service-learning,
designed as a pedagogical tool, delivered as a co-curricular program (with no course credit
awarded to students who participated) and undertaken outside the parameters of a regular

semester, had a positive impact on the development of intercultural competence.

205



References

Adler, P. (1975). The transitional experience: An alternative view of culture shock. Journal of
Humanistic Psychology, 15(4), 13-23.

Adler, P. A., & Adler, P. (1987). The past and the future of ethnography. Journal of Contemporary
Ethnography, 16(1), 4-24.

Alford, J. H. (2014). "Well, hang on, they're actually much better than that!": Disrupting dominant
discourses of deficit about English language learners in senior high school English. English
Teaching: Practice and Critique, 13(3), 71-88.

Altbach, P. G., & Knight, J. (2007). The internationalization of higher education: Motivations and
realities. Journal of Studies in International Education, 11(3-4), 290-305.

Amerson, R. (2012). The influence of international service-learning on transcultural self-efficacy in
baccalaureate nursing graduates and their subsequent practice. International Journal of
Teaching & Learning in Higher Education, 24(1), 6-15.

Anderson, P. H., Lawton, L., Rexeisen, R. J., & Hubbard, A. C. (2006). Short-term study abroad and
intercultural sensitivity: A pilot study. International Journal of Intercultural Relations, 30(4),
457-469.

Apte, M. (1994). Language in sociocultural context. In R. E. Asher (Ed.), The Encyclopedia of
Language and Linguistics, VVol.4, (409-414) Pergamon Press.

Arasaratnam, L. A. (2006). Further testing of a new model of intercultural communication

competence. Communication Research Reports, 23(2), 93-99.

Astin, A. W., Vogelgesang, L. J., Ikeda, E. K., & Yee, J. A. (2000). How service learning affects

students. Where is the rest? Executive Summary. Higher Education Research Institute.

206



Australian Bureau of Statistics. (2016). 2016 Census QuickStats

https://quickstats.censusdata.abs.gov.au/census_services/getproduct/census/2016/quickstat/036

Australian Curriculum and Reporting Authority. (2015). The Australian curriculum v7.4.

http://www.australiancurriculum.edu.au/.

Avruch, K. (1998). Culture and conflict resolution. United States Institute of Peace Press.

Bamber, P., Lewin, D., & White, M. (2018). (Dis-) Locating the transformative dimension of global
citizenship education. Journal of Curriculum Studies, 50(2), 204-230.

Bandura, A. (1986). Social foundations of thought and action: A social cognitive theory. Prentice-Hall,

Inc.

Bandura, A. (1997). Self-efficacy: The exercise of control. W. H. Freeman.

Bandura, A. (2001). The changing face of psychology at the dawning of a globalization era. Canadian
Psychology/Psychologie Canadienne, 42(1), 12-24.

Banks, J. A. (2004). Teaching for social justice, diversity, and citizenship in a global world. The
educational forum (Vol. 68, No. 4, pp. 296-305). Taylor & Francis Group.

Barletta, N. (2009). Intercultural competence: Another challenge. Profile Issues in Teachers
Professional Development, 11, 143-158.
http://www.scielo.org.co/scielo.php?script=sci_arttext&pid=S1657-
07902009000100010&Ing=en&ting=en.

Barrett, M. D., Huber, J.,, & Reynolds, C. (2014). Developing intercultural competence through

education. Council of Europe Publishing.

Batchelder, T. H., & Root, S. (1994). Effects of an undergraduate program to integrate academic
learning and service: Cognitive, prosocial cognitive, and identity outcomes. Journal of
Adolescence, 17, 341-355.

207


https://quickstats.censusdata.abs.gov.au/census_services/getproduct/census/2016/quickstat/036
http://www.scielo.org.co/scielo.php?script=sci_arttext&pid=S1657-07902009000100010&lng=en&tlng=en
http://www.scielo.org.co/scielo.php?script=sci_arttext&pid=S1657-07902009000100010&lng=en&tlng=en

Batson, C. D. (1994). Why act for the public good? Four answers. Personality and Social Psychology
Bulletin, 20(5), 603-610.

Baxter, M. B., & King, P. M. (2005). A developmental model of intercultural maturity. Journal of
College Student Development, 46(6), 571-592.

Baxter, P., & Jack, S. (2008). Qualitative case study methodology: Study design and implementation
for novice researchers. The Qualitative Report, 13(4), 544-559.

Becker, B., Dawson, P., Devine, K., Hannum, C., Hill, S., Leydens, J., Matuskevich, D., Traver, C., &
Palmquist, M. (2012). Case studies. Writing@CSU. Colorado State University.
http://writing.colostate.edu/guides/guide.cfm?guideid=60.

Bennett, M. J. (2004). Becoming interculturally competent. In J. S. Wurzel (Ed.), Toward

multiculturalism: A reader in multicultural education. Intercultural Resource Corporation.

Bennett, M. J., & Bennett, M. J. (1993). Intercultural sensitivity. Principles of Training and
Development. Portland State University.

Berry, T. R., & Candis, M. R. (2013). Cultural identity and education: A critical race perspective.
Educational Foundations, 27, 43-64.

Bhatia, S. (2007). American kharma. New York University Press.

Bird, A., Mendenhall, M., Stevens, M. J., & Oddou, G. (2010). Defining the content domain of
intercultural competence for global leaders. Journal of Managerial Psychology, 25(8), 810-
828.

Birdsall, J. T. (2005). Community voice: Community partners reflect on service learning. Journal for

Civic Commitment, 5, 1-13.

Blouin, D., & Perry, E. M. (2009). Whom does service-learning really serve? Community-based

organizations' perspectives on service-learning. Teaching Sociology, 37(2), 120-135.

208


http://writing.colostate.edu/guides/guide.cfm?guideid=60
https://www.idrinstitute.org/wp-content/uploads/2018/02/becoming_ic_competent.pdf

Bogdan, R. C. & Biklen, S. K. (2007). Qualitative research for education: An Introduction to theories
and methods, 5th ed. Boston: Allyn and Bacon

Boland, J. (2009). Teaching and learning through civic engagement: Prospects for sustainability in
teacher education. Issues in Educational Research, 20(1), 1-20.

Boyd, W., Lembke, C., & Scott, A. (2019). The impact of an immersion programme in Cambodia for
Australian pre-service teachers. Journal of International and Comparative Education, 8(1), 1-
15.

Boyer, E. L. (1990). Scholarship reconsidered: Priorities of the professoriate. Jossey-Bass.

Boyle-Baise, M. (1998). Community service learning for multicultural education: An exploratory

study with preservice teachers. Equity & Excellence, 31(2), 52-60.

Boyle-Baise, M., & Langford, J. (2004). There are children here: Service learning for social justice.
Equity & Excellence in Education, 37(1), 55-66.

Braskamp, L. A., Braskamp, D. C., & Merrill, K. (2009). Assessing progress in global learning and
development of students with education abroad experiences. Frontiers: The Interdisciplinary
Journal of Study Abroad, 18, 101-118.

Bretag, T., & van der Veen, R. (2013). Pushing the boundaries: The benefits of short-term
international study tours in the development of students’ intercultural competencies. In ISANA

International Education Association Conference.

Brindley, R., Quinn, S., & Morton, M. L. (2009). Consonance and dissonance in a study abroad
program as a catalyst for professional development of pre-service teachers. Teaching and
Teacher Education, 25(3), 525-532.

Bringle, R. G., & Clayton, P. H. (2012). Civic education through service learning: what, how, and

why?. In Higher education and civic engagement (pp. 101-124). Palgrave Macmillan, New
York.

209



Bringle, R. G., & Hatcher, J. A. (1999). Reflection in service learning: Making meaning or experience.
Educational Horizons, 77, 179-185.

Bringle, R. G., Hatcher, J. A., & Jones, S. G. (Eds.). (2011). International service-learning:
Conceptual frameworks and research. Stylus.

Brockman, J. L., Nunez, A. A., & Basu, A. (2010). Effectiveness of a conflict resolution training
program in changing graduate students style of managing conflict with their faculty
advisors. Innovative Higher Education, 35(4), 277-293.

Buchanan, J. D. (2004). The Thais that bind: The contribution of an international practicum to students'
intercultural understanding. Pacific-Asian Education.

Buchanan, J. (2015). Metaphors as two-way mirrors: Illuminating preservice to in-service teacher
identity development. Australian Journal of Teacher Education (Online), 40(10), 33-50.

Buchanan, J., Major, J., Harbon, L., & Kearney, S. (2017). Preparing teachers through international
experience: A collaborative critical analysis of four Australian programs. In Global
Teaching (pp. 167-188). Palgrave Macmillan, New York.

Buisson, S., & Jensen, R. (2009). STRATEGE — Study of transparent recognition, accreditation tools
and experience in a global environment. Project Report to ATN Universities, Australia.

Burgess, R. G. (1991). Keeping field notes. In R.G. Burgess (Ed.), Field research: A source book and
field manual (pp. 191-194). Routledge.

Butin, D. W. (2003). Of what use is it? Multiple conceptualisations of service learning within
education. Teachers College Record, 105(9), 1674-1692.

Butin, D. W. (2005). Service-learning as postmodern pedagogy. In D. W. Butin (Ed.), Service-
learning in higher education: Critical issues and directions (pp. 89-104). Palgrave Macmillan.

Butin, D. W. (2006). The limits of service-learning in higher education. The Review of Higher
Education, 29(4), 473-498.

210



Butin, D. W. (2010). Service-learning in theory and practice: The future of community engagement in

higher education. Palgrave Macmillan.

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in
Psychology, 3(2), 77-101.

Byram, M. (1997). Teaching and assessing intercultural communicative competence. Multilingual
Matters.

Calloway-Thomas, C. (2010). Empathy in the global world: An intercultural perspective. Sage.

Camacho, M. (2004). Power and privilege: Community service learning in Tijuana. Michigan Journal

of Community Service Learning, 10, 31-42.

Campus Compact. (2002). Membership. http://www.compact.org

Carroll, D., Parasnis, J., & Tani, M. (2021). Why do women become teachers while men don’t?. The
BE Journal of Economic Analysis & Policy, 21(2), 793-823.

Caspersz, D., Olaru, D., & Smith, L. (2010). Striving for definitional clarity: What is service learning?
In Creating an inclusive learning environment: Engagement, equity, and retention.
Proceedings of the 21st Annual Teaching Learning Forum, 2-3 February 2012. Murdoch

University. http://ctl.curtin.edu.au/events/conferences/tIf/tIf2012/refereed/caspersz.pdf

Castro, A. J. (2010). Themes in the research on preservice teachers’ views of cultural diversity:
Implications for researching millennial preservice teachers. Educational Researcher, 39(3),
198-210.

Causey, V. E., Thomas, C. D., & Armento, B. J. (2000). Cultural diversity is basically a foreign term
to me: The challenges of diversity for preservice teacher education. Teaching and Teacher
Education, 16(1), 33-45.

211



Chambers, D. J., & Lavery, S. (2012). Service-learning: A valuable component of pre-service teacher

education. Australian Journal of Teacher Education, 37(4), 99.
Chareka, O., Leyte, G., & Mills, A. (2010). Let us walk the talk: Successes and struggles in implement
global education as a regular course at university level. Policy & Practice: A Development

Education Review, 10, 120-126. http://www.developmenteducationreview.com/issuel0-

perspectives4

Charles, L., Maltby, H., Abrams, S., Shea, J., Brand, G., & Nicol, P. (2014). Expanding worldview:
Australian nursing students' experience of cultural immersion in India. Contemporary Nurse,
48(1), 67-75. doi: 10.5172/conu.2014.4288

Clarke I1lI, 1., Flaherty, T. B., Wright, N. D., & McMillen, R. M. (2009). Student intercultural
proficiency from study abroad programs. Journal of Marketing Education, 31(2), 173-181.

Clinton, J., Aston, R., & Koelle, M. (2018). Investigating the key characteristics of effective teachers:

A systematic review. Department of Education and Training.

Cohen, L., Manion, L., & Morrison, K. (2013). Research methods in education. Routledge.

Cole, J. R. (1994). The research university in a time of discontent. Johns Hopkins University Press.

Collier, M. J. (2015). Intercultural communication competence: Continuing challenges and critical

directions. International Journal of Intercultural Relations, 48, 9-11.

Cote, R. L. (1995). George Kelly: The theory of personal constructs and his contributions to

personality theory.

Crabtree, R. D. (2013). The intended and unintended consequences of international service-learning.

Journal of Higher Education Outreach and Engagement, 17(2), 43-66.

212



Cram, S. B. (1998). The impact of service-learning on moral development and self-esteem of
community college ethics students [Doctoral dissertation, University of lowa].
http://files.eric.ed.gov/fulltext/ED460701.pdf

Creswell, J. W. (1999). Mixed-method research: Introduction and application. Handbook of
Educational Policy, 455-472.

Creswell, J. W. (2013). Qualitative inquiry and research design choosing among five approaches.
SAGE Publications.

Cross, T., Bazron, B., Dennis, K., & Isaacs, M., (1989). Towards A culturally competent system of
care, Volume 1. Georgetown University Child Development Center, CASSP Technical

Assistance Center.

Cruickshank, K., & Westbrook, R. (2013). Local and global-conflicting perspectives? The place of
overseas practicum in preservice teacher education. Asia-Pacific Journal of Teacher
Education, 41(1), 55-68.

Cruz, N. I, & Giles, Jr., D. E. (2000). Where’s the community in service-learning research? Michigan

Journal of Community Service Learning, 7, 28-34.

Cushner, K. (2007). The role of experience in the making of internationally-minded teachers. Teacher
Education Quarterly, 34(1), 27-39.

Cushner, K. (2009). The role of study abroad in preparing globally competent teachers. In R. Lewin

(Ed.), The handbook of practice and research in study abroad (pp. 151-169). Taylor &

Francis.

Cushner, K., & Brislin, R. W. (1996). Intercultural interactions: A practical guide. SAGE

Publications.

Darling-Hammond, L. (2010). Teacher education and the American future. Journal of Teacher
Education, 61(1-2), 35-47.

213


http://files.eric.ed.gov/fulltext/ED460701.pdf
http://www.sagepub.com/booksProdDesc.nav?prodId=Book235677
http://www.sagepub.com/booksProdDesc.nav?prodId=Book235677

Deardorff, D. K. (2006). Identification and assessment of intercultural competence as a student
outcome of internationalization. Journal of Studies in International Education, 10(3), 241-266.
Deardorff, D. K. (2009). The SAGE handbook of intercultural competence. Sage.

Deardorff, D. K., & Jones, E. (2012). Intercultural competence. An emerging focus in international
higher education. In D. K. Deardorff, H. de Wit, & J. D. Heyl (Eds.), The SAGE handbook of
international higher education (pp. 283-304). Sage.

De Frankrijker, H. (1998). Cross-cultural learning from incidents, the critical incident method: Some
applications concerning the practice of teacher education and parent support. European Journal
of Intercultural Studies, 9, 55-70.

Denscombe, M. (1998). The good research guide: For small-scale social research projects. Open
University Press.

Denzin, N., & Lincoln, Y. (1998). Handbook of qualitative research. Sage.

Denzin, N. K. (2012). Triangulation 2.0. Journal of mixed methods research, 6(2), 80-88.

Denzin, N. K. (1978). Sociological methods: A sourcebook. New York: McGraw-Hill. Denzin. N. K.,
& Lincoln, Y. S. (2005). The discipline and practice of qualitative research. In N. K. Denzin &
Y. S. Lincoln (Eds.), Handbook of qualitative research (3rd ed., pp. 1-32). Thousand Oaks,
CA: Sage.

Department of Education, Employment and Workplace Relations (DEEWR). (2009). The early years

learning framework. Commonwealth of Australia.

DeRicco, J. N., & Sciarra, D. T. (2005). The immersion experience in multicultural counselor training:

Confronting covert racism. Journal of Multicultural Counseling and Development, 33, 2-16.

Dervin, F. (2012). Cultural identity, representation and othering. The Routledge Handbook of

Language and Intercultural Communication, 2, 181-194.

Dervin, F. (2020). Creating and combining models of Intercultural competence for teacher
education/training: on the need to rethink IC frequently. In Intercultural Competence in the
Work of Teachers (pp. 57-72). Routledge.

214



Dolby, N. (2004). Encountering an American self: Study abroad and national identity. Comparative
Education Review, 48(2), 150-173.

Douglas, M. (2002). Purity and danger. Routledge.

Downing, R., & Kowal, E. (2011). Putting Indigenous cultural training into nursing practice.
Contemporary Nurse, 37(1), 10-20.

Dymont, J. E., & O’Connell, T. S. (2011). Assessing the quality of reflection in student journals: A
review of the research. Teaching in Higher Education, 16(1), 81-97.

Earley, P. C., & Ang, S. (2003). Cultural intelligence: Individual interactions across cultures.

Stanford University Press.

Eby, J. (1998). Why service-learning is bad? http://www.messiah.edu/agape/ learning.html#Resources

Edgerton, R. (1997). Education white paper. http://www.pewundergradforum.org/wpl.html.

Eisenhardt, S., & Sittason, K. S. (2009). Preparing teachers of tomorrow with global perspectives.
Mid-Western Educational Researcher, 22(1), 24-28.

Emerson, R. M., Fretz, R. I., & Shaw, L. L. (2011). Writing ethnographic fieldnotes. University of

Chicago Press.

Emerson, R. M. (1987). Social exchange theory.

Eyler, J. (2002). Reflection: Linking service and learning - Linking students and communities. Journal
of Social Issues, 58(3), 517-534.

Eyler, J., & Giles, D.E. (1999). Where's the learning in service learning? Jossey-Bass.

215



Eyler, J., Giles Jr, D. E., Stenson, C. M., & Gray, C. J. (2001). At a glance: What we know about the
effects of service-learning on college students, faculty, institutions and communities.

Vanderbilt University.

Fantini, A. E. (2009). Assessing intercultural competence. The SAGE Handbook of Intercultural
Competence, 456-476.

Fusch Ph D, P. 1., Fusch, G. E., & Ness, L. R. (2017). How to conduct a mini-ethnographic case study:
A guide for novice researchers. The Qualitative Report, 22(3), 923-941.

Fenwick, T. J. (2001). Experiential learning: A theoretical critique from five perspectives. Information
Series No. 385. ERIC Clearing House.

Fernandez-Agiiero, M., & Garrote, M. (2019). ‘It’s not my intercultural competence, it’s me.”The
intercultural identity of prospective foreign language teachers. Educar.

Ferrari, J. R., & Worrall, L. (2000). Assessments by community agencies: How ‘the other side’ sees
service-learning. Michigan Journal of Community Service Learning, 7(1), 35-40.

Ferraro, G. (1998). The cultural dimension of international business (3" ed.). Prentice Hall.

Flecky, K. (2011). Foundations of service-learning. In K. Flecky & L. Gitlow (Eds.), Service —

learning in occupational therapy education: Philosophy and practice (pp. 1-12). Jones Bartlett.

Fontana, A., & Frey, J. H. (2000). The interview: From structured questions to negotiated text.
Handbook of Qualitative Research, 2(6), 645-672.

Forrest, J., Lean, G., & Dunn, K. (2017). Attitudes of classroom teachers to cultural diversity and
multicultural education in country New South Wales, Australia. Australian Journal of Teacher
Education, 42(5), 2.

Forsey, M., Broomhall, S., & Davis, J. (2012). Broadening the mind? Australian student reflections on
the experience of overseas study. Journal of Studies in International Education, 16(2), 128-
139.

216



Fredericks, B. (2006). Which way? Educating for nursing Aboriginal and Torres Strait Islander
peoples. Contemporary Nurse, 23(1), 87-99.

Fullerton, J. R. (2010). Transformative learning in college students: A mixed methods study. The

University of Nebraska-Lincoln.

Funder, D. C. (2007). The personality puzzle (4th ed.). W.W. Norton.

Furnham, A., & Bochner, S. (1986). Culture shock: Psychological reactions to unfamiliar

environments. Methuen.

Gallese, V. (2003). The manifold nature of interpersonal relations: The quest for a common

mechanism. Philosophical Transaction of the Royal Society of London, B 358, 517-528.

Gans, H. J. (1994). Symbolic ethnicity and symbolic religiosity: Towards a comparison of ethnic and
religious acculturation. Ethnic and Racial Studies, 17(4), 577-592.

Garcia, N. A., & Longo, N. V. (2017). Doing more with less: Civic practices for longer-term Impact in
global service learning. Frontiers: The Interdisciplinary Journal of Study Abroad, 29(2), 35-

50.

Gay, G. (2010). Culturally responsive teaching: Theory, research, and practice. Teachers College

Press.

Geertz, C. (2000). The interpretation of cultures. Basic.

Gelmon, S. B., Holland, B., Driscoll, A., Spring, A., & Kerrigan, S. (2001). Assessing service learning

and civic engagement: Principles and techniques. Campus Compact.

Ghauri, P., & Gronhaug, K. (2002). Research methods in business studies: A practical guide. Financial

Times and Prentice Hall.

217


http://www.servicelearning.org/library/resource/4207
http://www.servicelearning.org/library/resource/4207

Giles Jr, D. E., & Eyler, J. (1994). The theoretical roots of service-learning in John Dewey: Toward a

theory of service-learning. Michigan Journal of Community Service Learning, 1(1), 7.
Gillespie, A. (2006) Becoming other. Information Age Publishing.
Gilmour, L., Klieve, D., & Li, D. (2018). Culturally and linguistically diverse school environments —
Exploring the unknown. Australian Journal of Teacher Education, 43(2).

http://dx.doi.org/10.14221/ajte.2018v43n2.10

Giroux, H. A. (1993). Living dangerously: Identity politics and the new cultural racism: Towards a

critical pedagogy of representation. Cultural Studies, 7(1), 1-27.

Gold, R. L. (1997). The ethnographic method in sociology. Qualitative Inquiry, 3(4), 388-402.

Green, W., Gannawaya, D., Shepparda, K., & Jamaranib, M. (2015). What’s in their baggage? The
cultural and social capital of Australian students preparing to study abroad. Higher Education

Research & Development, 34(3), 513-526.

Guba, E. G., & Lincoln, Y. S. (1994). Competing paradigms in qualitative research. In E. Hinkel (Ed.),

Handbook of research in second language teaching and learning (pp. 89-105).

Gullahorn, J. T., & Gullahorn, J. E. (1963). An extension of the U-curve hypothesis. Journal of Social
Issues, 19(3), 33-47.

Hadsell, C. D., & Cwik, L. M. (1987). Student volunteer recruitment programs: The total concept.
College and University, 62(4), 356-371.

Hammer, M. R., Bennett, M. J., & Wiseman, R. (2003). The intercultural development inventory: A
measure of intercultural sensitivity. International Journal of Intercultural Relations, 27(4),

421-443.

Hammersley, L. (2012, November). Community based service-learning: Partnerships of reciprocal

exchange?. In 2012 Australian collaborative education network national conference (pp. 103).

218



Hamsa, 1. S. (1998). The role of the national board for professional teachings standards. Journal of
Teacher Education, 118(3), 452.

Harbon, L., & Smyth, C. (2016). Creating an ecology of affordances to allow Australian pre-service
teachers to get to know and make sense of China. In Everyday Knowledge, Education and
Sustainable Futures (pp. 195-208). Springer, Singapore.

Harman, G. (2005). Internationalization of Australian higher education: A critical review of literature and
research. In P. Ninnes & M. Hellstén (Eds.), Internationalizing higher education: Critical

explorations of pedagogy and policy (Vol. 16, pp. 119-140). Springer Netherlands.

Hartman, E., & Kiely, R. (2014). Pushing Boundaries: Introduction to the Global Service-Learning
Special Section. Michigan Journal of Community Service Learning, 21(1), 55-63.

Hartsuyker, L. (2007) Top of the class: Report on the inquiry into teacher education. House of
Representatives Standing Committee on Education and Vocational Training, Parliament of

Australia. Commonwealth of Australia.

Helfrich, S., & Bean, R. (2011). Beginning teachers reflect on their experiences being prepared to teach
literacy. Teacher Education and Practice, 24(2), 201-222.

Hemphill, D. F. (2001). Incorporating postmodernist perspectives into adult education. In P. A. Sissel
& V. Sheared (Eds.). Making space: Merging theory and practice in adult education (pp. 15-
28). Bergin & Garvey.

Hepple, E., Alford, J., Henderson, D., Tangen, D., Hurwood, M., Alwi, A., ... & Alwi, A. (2017).
Developing intercultural learning in Australian pre-service teachers through participating in a

short term mobility program in Malaysia. Teaching and Teacher Education, 66, 273-281.

Hill, J., Walkington, H., & France, D. (2016). Graduate attributes: Implications for higher education
practice and policy: Introduction. Journal of Geography in Higher Education, 40(2), 155-163.

Hoff, J. (2008). Growth and transformation outcomes in international education. In V. Savicki (Ed.),

Developing intercultural competence and transformation: Theory, research and application in

international education (pp. 53-73). Stylus Publishing.

219



Hofstede, G. (2001). Culture's consequences. Comparing values, behaviours, institutions and

organisations across nations (2" ed.). Sage

Hoggan, C. D. (2016). Transformative learning as a metatheory: Definition, criteria, and
typology. Adult education quarterly, 66(1), 57-75.

Holland, D., Lachicotte, W. Jr., Skinner, D., & Cain, C. (1998) Identity and agency in cultural worlds.

Harvard University Press.

Holtzman, J. D. (2000). Nuer journeys, nuer lives: Sudanese refugees in Minnesota. Allyn & Bacon.

Hoopes, D. S. (1980). Intercultural Education. Fastback 142.

Houser, N. O. (2008). Cultural plunge: A critical approach for multicultural development in teacher
education. Race Ethnicity and Education, 11(4), 465-482.

Howe, K. R., & Moses, M. S. (1999). Ethics in educational research. Review of Research in
Education, 24, 21-59.

Hurd, C. A. (2008) Is service-learning effective?: A look at current research. In S. Shalini (Ed.),
Service-learning: perspectives and applications (pp. 44-60). ICFAI University Press.

Hurtado, I. G., Coronel, J. M., Carrasco, M. J., & Correa, R. I. (2013). Internationalization of the
Practice in Education Degree: Students' Intercultural Experiences in the Teaching and Learning
Process at Saharawi Refugee Camps. Journal of Education and Learning, 2(1), 253-261.

Hutchins, M. M. (1996). International education study tour abroad student’s professional growth and

personal development in relation to international, global, and intercultural perspectives

[Unpublished doctoral dissertation]. The Ohio State University.

Hutchinson, M. (2011). Measuring engagement impact on communities: Challenges and opportunities.
Journal of Higher Education Outreach and Engagement, 15(3), 31-44.

220



Hyett, N., Kenny, A., & Dickson-Swift, V. D. (2014). Methodology or method? A critical review of
qualitative case study reports. International Journal of Qualitative Studies on Health and Well-
being, 9, 1-12

llich, 1. (1990). To hell with good intentions. In J. Kendall (Ed.), Combining service and learning: A
resource book for community and public service (pp. 314-320). National Society for

Internships and Experential Education.

Irwin, R. (2009). Culture shock: Negotiating feelings in the field. Anthropology Matters, 9(1).

Jackson, J. (2006). Ethnographic preparation for short-term study and residence in the target culture.

International Journal of Intercultural Relations, 30(1), 77-98.

Jacoby, B. (1996). Service learning in today’s higher education. In B. Jacoby (Ed.), Service learning in
higher education (pp. 3-25). Jossey-Bass Publications.

Javidan, M., & Teagarden, M. B. (2011). Conceptualizing and measuring global mindset. Advances in
Global Leadership, 6(1), 13-39.

Jayawardana, A., & O'Donnell, M. (2009). Devolution, job enrichment and workplace performance in

Sri Lanka's garment industry. The Economic and Labour Relations Review, 19(2), 107-122.

Johnson, J. P., Lenartowicz, T., & Apud, S. (2006). Cross-cultural competence in international
business: Toward a definition and a model. Journal of International Business Studies, 37(4),
525-543.

Jones, S., Gilbride-Brown, J., & Gasiorski, A. (2005) Getting inside the "underside" of service-
learning: Student resistance and possibilities. In D. W. Butin (Ed.), Service-learning in higher

education: Critical issues and directions (pp. 3-24). Palgrave Macmillan.

Jones, B. T., Power, A., Gray, T., Downey, G., Hall, T., & Truong, S. (2016). If you build it, they may
not come: Why Australian university students do not take part in outbound mobility

experiences. Journal of University Teaching & Learning Practice, 13(3), 9.

221



Jordan, J. V. (2017). Relational—cultural theory: The power of connection to transform our lives. The
Journal of Humanistic Counseling, 56(3), 228-243.

Jovchelovitch, S. (2007) Knowledge in context. Routledge.
Kambutu, J., & Nganga, L. W. (2008). In these uncertain times: Educators build cultural awareness

through planned international experiences. Teaching and Teacher Education, 24(4), 939-951.
doi:10.1016/j.tate.2007.08.008

Kealey, D. J. (1996). The challenge of international personnel selection. Handbook of Intercultural
Training, 2, 81-105.

Kearney, S., Athota, S., & Bee, S. (2018). International service learning in higher education:

Contradictions of purpose. Journal of Global Education and Research, 1(2), 100-111.

Kelley, C., & Meyers, J. (1995). CCAI: Cross-cultural adaptability inventory. National Computer
Systems.

Kennedy-Reid, S. (2020). Can the development of CQ be transformative? Journal of Transformative

Learning, 7(1).

Kiely, R. (2004). A chameleon with a complex: Searching for transformation in international service-

learning. Michigan Journal of Community Service Learning, 10(2), 5-20.

Kiely, R. (2005). Transformative international service-learning. Academic Exchange Quarterly, 9(1),
275-282.

Kissock, C., & Richardson, P. (2010). Calling for action within the teaching profession: It is time to

internationalize teacher education. Teaching Education, 21(1), 89-101.

222



Kitchenham, A. (2008). The evolution of John Mezirow’s transformative learning theory. Journal of
Transformative Education, 6(2), 104-123. https://doi.org/10.1177/1541344608322678

Kobhls, R. (1984). Survival kit for overseas living. Intercultural Press.

Kolb, A. Y., & Kolb, D. A. (2005). Learning styles and learning spaces: Enhancing experiential
learning in higher education. Academy of Management Learning & Education, 4(2), 193-212.

Kopish, M. A. (2017). Global citizenship education and the development of globally competent
teacher candidates. Journal of International Social Studies, 7(2), 20-59.

Larsen, M. A. (2016). Globalisation and internationalisation of teacher education: A comparative case
study of Canada and Greater China. Teaching Education, 27(4), 396-409.

Lavery, S. (2007). Christian service learning - Does it make a difference? Journal of Religious
Education, 55(1), 50-53.

Lavery, S. (2008). Developing student leadership through service-learning. Journal of Catholic School
Studies, 80(2), 5-12

Lavery, S., Cain, G., & Hampton, P. (2014). A service-learning immersion in a remote Aboriginal
community: Enhancing pre-service teacher education. International Journal of Whole

Schooling, 10(2), 1-16.

Leech, N. L., & Onwuegbuzie, A. J. (2009). A typology of mixed methods research designs. Quality &
Quantity, 43(2), 265-275.

Le Grange, L. (2007). The ‘theoretical foundations’ of community service-learning: From taproots to
rhizomes. Education as Change, 11(3), 3-13.

Leung, K., Ang, S., & Tan, M. L. (2014). Intercultural competence. Annual Review of Organizational

Psychology and Organizational Behavior, 1(1), 489-5109.

223


https://doi.org/10.1177/1541344608322678

Leung, K., & Cheng, G. H. (2014). Intercultural interaction in the work context: A cultural tuning
perspective. In D. Chan (Ed.), Individual adaptability to changes at work: New directions in

research. Routledge/Taylor & Francis.

Lewin, R. (2009). The handbook of practice and research in study abroad: Higher education and the

quest for global citizenship. Taylor & Francis.

Lim, S., & Bloomquist, C. (2015). Distinguishing service learning from other types of experiential
learning. Education for Information, 31(4), 195-207.

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. sage.

Lisman, C. D. (1998). Border pedagogy: A critical framework for service learning. The Michigan

Journal of Community Service learning, 4, 72-80.

Lowery, D., May, D. L., Duchane, K. A., Coulter-Kern, R., Bryant, D., Morris, P. V., & Bellner, M.
(2006). A logic model of service-learning: Tensions and issues for further consideration.

Michigan Journal of Community Service Learning, 12(2), 47-60.

Lucero, A. (2017). Social capital and intercultural communication: Exploring trust, diversity, and

engagement in neighborhoods.

Lustig, M. W., & Koester, J. (2006). Intercultural competence: Interpersonal communication across
cultures (5th ed.). Pearson.

Maakrun, J. (2016). International service learning: Benefits to African teachers. Journal of Service
Learning in Higher Education, 5(1), 1-10.

McCormack, O., & O’Flaherty, J. (2010). Pre-service teacher’s views and attitudes towards integrating
development education active learning methodologies into their teaching. Teacher and Teacher
Education, 26(1), 1332-13309.

224



McKay, J. W., & Montgomery, J. (1995). Changes in perceptions: A comparative study of the
experiential learning of international student teachers [Paper presentation]. Annual Meeting of

the American Research Association, San Francisco, CA.

Mahan, J. M., & Stachowski, L. L. (1992). Self-reported reshaping effects of foreign student teaching
upon young teachers. Education, 112(3), 329-346.

Malkki, J. (2010). Building on Mezirow's theory of transformative learning: Theorizing the challenges

to reflection. Journal of Transformative Education, 8(1), 42-62.

Maner, J., & Gailliot, M. (2007). Altruism and egoism: Prosocial motivations for helping depend on
relationship context. European Journal of Social Psychology.

Mangram, J., & Watson, A. (2011). Us and them: Social studies teachers' talk about global education.
Journal of Social Studies Research, 35(1), 95-116.

Martin, J. N. (2015). Revisiting intercultural communication competence: Where to go from here.
International Journal of Intercultural Relations, 48, 6-8.

Mehr, S. A., Singh, M., Knox, D., Ketter, D. M., Pickens-Jones, D., Atwood, S., Lucas, S., Jacoby, C.,
Egner, A., Hopkins, E., & Howard, R. (2019). Universality and diversity in human song.
Science, 366(6468).

Merriam, S. B. (2009). Qualitative research: A guide to design and implementation. Jossey-Bass.

Merriam, S. B., & Tisdell, E. J. (2015). Qualitative research: A guide to design and implementation.

Jossey-Bass.

Merriam, S. B. (2002). Introduction to qualitative research. Qualitative research in practice: Examples
for discussion and analysis, 1(1), 1-17.

Merrill, M., & Pusch, M. D. (2007). Apples, oranges, and kumys. Service learning: From passion to
objectivity (pp. 21-40). Information Age Publishing.

225



Merryfield, M. M. (2000). Why aren’t teachers being prepared to teach for diversity, equity, and
global interconnectedness? A study of lived experiences in the making of multicultural and
global educators. Teaching and Teacher Education, 16(4), 429-443.

Messer, D., & Wolter, S. C. (2007). Are student exchange programs worth It? Higher Education,
54(5), 647-663.

Meyer, L., Sleeter, C., Zeichner, K., Park, H., Hoban, G., & Sorensen, P. (2011). An international
survey of higher education student's perceptions of world-mindedness and global citizenship. In B.
Lindsay & W. J. Blanchett (Eds.), Universities and global diversity: Preparing educators for
tomorrow (pp. 179-191). Taylor and Francis.

Meyer-Lee, E., & Evans, J. (2007). Areas of study in outcomes assessment. A guide to outcomes

assessment in education abroad, 61-70.

Mezirow, J. (1997). Transformative learning: Theory to practice. New directions for adult and
continuing education, 1997(74), 5-12.

Miller, J. (2015). Classroom strategies for teachers and EAL students. In Hammond & J. Miller (Eds.),
Classrooms of possibility: Supporting at-risk EAL students (pp. 1-10). Primary English
Teachers Association.

Miller, K. K., & Gonzalez, A. M. (2010). Domestic and international service learning experiences: A
comparative study of pre-service teacher outcomes. Issues in Educational Research, 20(1), 29-
38.

Millican, J., Bourner, T., Bamber, P., & Hankin, L. (2011). Transformative learning through

service-learning: No passport required. Education & Training.

Mills, C. (2008). Making a difference: Moving beyond the superficial treatment of
diversity. Asia-Pacific Journal of Teacher Education, 36(4), 261-275.

Minichiello, V., Aroni, R., Timewell, E., & Alexander, L. (1995). In-depth interviewing:Principles,

techniques, analysis (2nd ed.). Longman.

226



Mio, J. S., Barker-Hackett, L., Tumambing, J. (2006). Multicultural psychology: Understanding our

diverse communities. McGraw-Hill.

Mitchell, T. D. (2008). Traditional vs. critical service-learning: Engaging the literature to differentiate

two models. Michigan Journal of Community Service Learning, 14(2), 50-65.

Moloney, R., & Saltmarsh, D. (2016). ‘Knowing your students’ in the culturally and linguistically
diverse classroom. Australian Journal of Teacher Education, 41(4), 5.

Moore, T. L., & Ward, K. (2010). Institutionalizing faculty engagement through research, teaching,
and service at research universities. Michigan Journal of Community Service Learning, 17(1),
44-58.

Nakata, M. (2007b). Disciplining the savages savaging the disciplines. Aboriginal Studies Press.

Nganga, L. (2016). Promoting intercultural competence in a globalized era: Pre-service teachers’
perceptions of practices that promote intercultural competency. Journal of International Social
Studies, 6(1), 84-102.

Nickols, S. Y., Rothenberg, N. J., Moshi, L., & Tetloff, M. (2013). International service-learning:
Students' personal challenges and intercultural competence. Journal of Higher Education
Outreach and Engagement, 17(4), 97-124.

Niehaus, E. K., & Kavaliauskas Crain, L. (2013). Act local or global?: Comparing student experiences

in domestic and international service-learning programs.

Ochoa, A. M. (2010). International education in higher education: A developing process of
engagement in teacher preparation programs. Teaching Education, 21(1), 103-112.

Okayama, C. M., Furuto, S. B., & Edmondson, J. (2001). Components of cultural competence:
Attitudes, knowledge, and skills. Culturally competent practice: Skills, interventions, and

evaluations, 89-100.

227



Olsen, A. (2013). Research agenda: Australian universities international directors’ forum. Australian

International Education Conference, 9 October.

Onosu, O. G. (2020). Cultural immersion: A trigger for transformative learning. Social Sciences, 9(2),
20.

Packer-Muti, B. (2010). Conducting a focus group. The Qualitative Report, 15(4), 1023.

Paige, R. M. (2004). Instrumentation in intercultural training. Handbook of Intercultural Training, 3,
85-128.

Palta, A. (2019). Examining the attitudes and the opinions of teachers about altruism. Universal
Journal of Educational Research, 7(2), 490-493.

Paoletti, J. B., Segal, E., & Totino, C. (2007). Acts of diversity: Assessing the impact of service-
learning. New Directions for Teaching & Learning, (111), 47-54.

Parker, B., & Altman Dautoff, D. (2007). Service-learning and study abroad: Synergistic learning

opportunities. Michigan Journal of Community Service Learning, 13(2), 40-53.

Patton, M. Q. (1999). Enhancing the quality and credibility of qualitative analysis. Health Services
Research, 34(5), 1189.

Peckeral & Peters (Eds.) (1998). Assessing internal and external outcomes of service learning
collaborations. Campus Compact National Centre for Community Colleges.

Pedersen, P. (2009). Inclusive cultural empathy: A relationship-centred alternative to
individualism. South African Journal of Psychology, 39(2), 143-156.

Peek, L., & Fothergill, A. (2009). Using focus groups: Lessons from studying daycare centers, 9/11,

and
Pence, H. M., & Macgillivray, I. K. (2008). The impact of an international field experience on

preservice teachers. Teaching and Teacher Education, 24(1), 14-25. doi:
10.1016/j.tate.2007.01.003

228



Perso, T. F. (2012). Cultural responsiveness and school education with particular focus on Australia’s

first peoples: A review & synthesis of the literature. Menzies School of Health Research.

Philips, L., Bloom, T., Gainey, T., & Chiocca, E. (2017). Influence of short-term study abroad
experiences on community health baccalaureate students. Journal of Nursing Education, 56(9),
528-533.

Pickert, S. (2001). Changing views about international activities in American teacher education
programs. Hurricane Katrina. Qualitative research, 9(1), 31-59.

Pieski, M. K. F. (2011). Developing intercultural sensitivity through immersion experiences in
unfamiliar cultural milieux: Implications for teacher education and professional
development (Doctoral dissertation, Kent State University).

Pope-Davis, D. B., Breaux, C., & Liu, W. M. (1997). A multicultural immersion experience: Filling a

void in multicultural training.

Preston, S., & de Waal, F. (2002). Empathy: Its ultimate and proximate bases. Behavioral and Brain
Sciences, 25(1), 1-72.

Pribbenow, D. (2005). The impact of service-learning pedagogy on faculty teaching and learning.

Michigan Journal of Community Service-Learning, 11(2), 25-38.

Riberio, M. (2005). Effects of a study tour on the cultural immersion experience of adult learners: A

qualitative study [Unpublished doctoral dissertation]. Rutgers University.

Rowan-Kenyon, H. T., Knight, S., & McCready, A. (2019). Setting the stage: Pre-trip preparation for
short-term immersion programs. Journal of Student Affairs Research and Practice, 56(1), 78-
91.

Roy, A., Newman, A., Ellenberger, T., & Pyman, A. (2019). Outcomes of international student
mobility programs: a systematic review and agenda for future research. Studies in Higher
Education, 44(9), 1630-1644.

229



Rubin, B. (1995). Shifts in the social contract: Understanding change in American society. Sage

Publications.

Ryan, M., & Ryan, M. (2013). Theorising a model for teaching and assessing reflective learning in
higher education. Higher Education Research & Development, 32(2), 244-257.

Ryan, M., & Twibell, R. S. (2002). Outcomes of a transcultural nursing immersion experience:

Confirmation of a dimensional matrix. Journal of Transcultural Nursing, 13(1), 30-39.

Salmona, M., Partlo, M., Kaczynski, D., & Leonard, S. N. (2015). Developing culturally competent
teachers: An international student teaching field experience. Australian Journal of Teacher
Education, 40(4), 3.

Salo-Lee, L., & Winter-Tarvainen, A. (Eds.). (1995). Language & culture in teaching and learning.

University of Jyvaskyld, Department of Communication.

Santoro, N. (2014). Who counts as a ‘real’ teacher? Australian teachers as respectable, conservative...

and white. In M. P. Moreau (Ed.), Inequalities in the teaching profession. Palgrave Macmillan.

Sarup, M. (1996). Identity, culture, and the postmodern world. University of Georgia Press.

Savicki, V. (Ed.). (2020). Developing intercultural competence and transformation: Theory, research,

and application in international education. Stylus Publishing, LLC.

Schaffer, B. S., & Riordan, C. M. (2003). A review of cross-cultural methodologies for organizational

research: A best-practices approach. Organizational Research Methods, 6(2), 169-215.

Schneider, A. 1. (2003). Internationalizing teacher education: What can be done? A research report

on the undergraduate training of secondary school teachers. U.S. Department of Education.

Schuerholz-Lehr, S. (2007). Teaching for global literacy in higher education: How prepared are the
educators? Journal of Studies in International Education, 11(2), 180-204.

230



Scoffham, S., & Barnes, J. (2009). Transformational experiences and deep learning: The impact of an
intercultural study visit to India on UK initial teacher education students. Journal of Education
for Teaching, 35(3), 257-270.

Scott, J. (1990). A matter of record, documentary sources in social research. Polity Press.

Shulman, L. S., & Sherin, M. G. (2004). Fostering communities of teachers as learners: Disciplinary
perspectives. Journal of Curriculum Studies, 36(2), 135-140.
Shotton, L., & Seedhouse, D. (1998). Practical dignity in caring. Nursing Ethics, 5(3), 246-255.

Shye, S. (2010). The motivation to volunteer: A systemic quality of life theory. Social Indicators
Research, 98(2), 183-200.

Sieber, P., & Mantel, C. (2012). The internationalization of teacher education: An
introduction. Prospects, 42(1), 5-17.

Siwatu, K. O. (2007). Preservice teachers’ culturally responsive teaching self-efficacy and outcome
expectancy beliefs. Teaching and Teacher Education, 23(7), 1086-1101.

Slavkin, M. L. (2007). Transforming education through service-learning. New Horizons in Education,
55(1), 107-122.

Sleeter, C. E. (2008). Preparing White teachers for diverse students. In M. Cochran-Smith, S. Feiman-
Nemser, & D. J. Mclintyre (Eds.), Handbook of research on teacher education: Enduring
questions in changing contexts (3rd ed., pp. 559-582). Routledge and Association of Teacher

Educators.

Smolcic, E., & Katunich, J. (2017). Teachers crossing borders: A review of the research into cultural

immersion field experience for teachers. Teaching and Teacher Education, 62, 47-59.

Spencer-Oatey, H. (2012) What is culture? A compliation of quotations. GlobalPad Core Concepts.

Spitzberg, B. H., & Changnon, G. (2009). Conceptualizing intercultural competence. The SAGE
handbook of intercultural competence, 2, 52.

231



Spooner-Lane, R., Tangen, D., Mercer, K. L., Hepple, E., & Carrington, S. (2013). Building
intercultural competence one “patch” at a time. Education Research International.
http://dx.doi.org/10.1155/2013/394829

Stanton, T. K., Giles Jr, D. E., & Cruz, N. I. (1999). Service-learning: A movement's pioneers reflect
on its origins, practice, and future. Jossey-Bass Higher and Adult Education Series. Jossey-
Bass Inc.

Stake, R. E. (1994). Case studies. In N. K. Denzin & Y. S. Lincoln (Eds.), Handbook of qualitative
research (pp. 236-247). Sage Publications.

Sternberger, L. G., Ford, K. A., & Hale, D. C. (2005). International service-learning: Integrating

academics and active learning in the world. Journal of Public Affairs, 8, 75-96.

Stier, J. (2006). Internationalisation, intercultural communication and intercultural competence.

Journal of Intercultural Communication, 11(1), 1-12.

Strange, H., & Gibson, H. (2017). An investigation of experiential and transformative learning in
study abroad programs. Frontiers: The Interdisciplinary Journal of Study Abroad, 29(1), 85-
100.

Strauss, A., & Corbin, J. (1990). Basics of qualitative research. Sage publications.

Stoecker, R., Tyron, E. A., & Hilgendorf, A. (Eds.). (2009). The unheard voices: Community

organisations and service learning. Temple University Press.

Storesund, A., & McMurray, A. (2009). Quality of practice in an intensive care unit (ICU): A mini-
ethnographic case study. Intensive and Critical Care Nursing, 25(3), 120-127.

Stukas, A. A., Snyder, M., & Clary, E. G. (2016). Understanding and encouraging volunteerism and
community involvement. The Journal of Social Psychology, 156, 243-255. doi:
10.1080/00224545.2016.1153328

Sue, D. W., & Sue, D. (2008). Counselling the culturally diverse. Theory & practice (5™ ed.). Wiley.

232



Sutherland, M. L. (2011). English language study abroad program: An investigation of Hong Kong’s
pre-service teachers’ experiences of a language immersion program [Doctoral dissertation,
Queensland University of Technology].
http://eprints.qut.edu.au/41774/1/Mei_Ling_Sutherland_Thesis.pdf

Swick, K. (2001). Service-learning in teacher education: Building learning communities. The Clearing
House, 74(5), 261-264.

Tang, S. Y. F., & Choi, P. L. (2004). The development of personal, intercultural and professional
competence in international field experience in initial teacher education. Asia Pacific
Education Review, 5(1), 50-63.

Tashakkori, A., & Teddlie, C. (1998). Mixed methodology: Combining qualitative and quantitative
approaches (Vol. 46). Sage Publications.

Taylor, K. (2000) Teaching with developmental intention. In J. Mezirow & Associates (Eds.),

Learning as transformation. Critical perspectives on a theory in progress. Jossey-Bass.

Teddlie, C., & Tashakkori, A. (Eds.). (2009). Foundations of mixed methods research: Integrating
quantitative and qualitative approaches in the social and behavioral sciences. Sage

Publications.

Tellis, W. (1997). Application of a case study methodology. The Qualitative Report, 3(3).
http://www.nova.edu/ssss/QR/QR3-3/tellis2.html

Tennekoon, S. (2015). Crossing the cultural boundaries: Developing intercultural competence of
prospective teachers of English. International Journal of Scientific and Research Publications,

5(4).

Tinkler, A. S., & Tinkler, B. (2016). Enhancing cultural humility through critical service-learning in
teacher preparation. Multicultural Perspectives, 18(4), 192-201.

233



Tomlinson-Clarke, S. M., & Clarke, D. (2010). Culturally focused community-centered service
learning: An international cultural immersion experience. Journal of Multicultural Counseling
and Development, 38(3), 166-175.

Tomlinson-Clarke, S., & Ota Wang, V. (1999). A paradigm for racial-cultural training in the
development of counselor cultural competencies. In M. S. Kiselica (Ed.), Confronting
prejudice and racism during multicultural training (pp. 155-168). American Counseling

Association.

Truax, L. (2008). Working abroad: A qualitative study on cultural adjustments and difficulties while
working with other cultures. UW-L Journal of Undergraduate Research, XI, 1-11.

Trilokekar, R. D., & Rasmi, S. (2011). Student perceptions of international education and study
abroad: A pilot study at York University, Canada. Intercultural Education, 22(6), 495-511.

Turner, V. (2004). Symbols in Ndembu Rritual. In R. McGee & R. Warms (Eds.), Anthropological
theory (pp. 478-495). McGraw Hill.

Tyron, E., Stoecker, R., Martin, A., Seblonka, K., Hilgendorf, A., & Nellis, M. (2008). The challenge

of short-term service-learning. Michigan Journal of Community Service Learning, 16-26.

Urrieta Jr, L. (2018). Cultural identity theory and education: What we have learned about selves and

others. Cultural Constructions of Identity: Meta-ethnography and Theory, 1-33.

Van ‘t Klooster, E., van Wijk, J., Go, F., & van Rekom, J. (2008). Educational travel. The overseas
internship. Annals of Tourism Research, 35(3), 690-711.

Van de Vijver, F. J.,, & Leung, K. (2009). Methodological issues and researching intercultural

competence. The Sage handbook of intercultural competence. Sage Publications.

Van de Vijver, F. J., Breugelmans, S. M., & Schalk-Soekar, S. R. (2008). Multiculturalism: Construct

validity and stability. International Journal of Intercultural Relations, 32(2), 93-104.

234



Van der Zee, K. I, & Van Oudenhoven, J. P. (2001). The Multicultural Personality Questionnaire:
Reliability and validity of self-and other ratings of multicultural effectiveness. Journal of
Research in Personality, 35(3), 278-288.

Vatalaro, A., Szente, J., & Levin, J. (2015). Transformative learning of pre-service teachers during
study abroad in Reggio Emilia, Italy: A case study. Journal of the Scholarship of Teaching and
Learning, 15(2), 42-55.

Vernon, A., & Ward, K. (1999). Campus and community partnerships: Assessing impacts and
strengthening connections. Michigan Journal of Community Service Learning, 6, 30-37.

Villegas, A. M., & Lucas, T. (2002). Preparing culturally responsive teachers rethinking the
curriculum. Journal of Teacher Education, 53(1), 20-32.

Walker, R., Schultz, C., & Sonn, C. (2014). Cultural competence—transforming policy, services,
programs and practice. Working together: Aboriginal and Torres Strait Islander mental ealth

and wellbeing principles and practice, 195-220.

Walter, J. G., & Gerson, H. (2007). Teachers’ personal agency: Making sense of slope through
additive structures. Educational Studies in Mathematics, 65(2), 203-233.

Walters, L. M., Garii, B., & Walters, T. (2009). Learning globally, teaching locally: Incorporating
international exchange and intercultural learning into pre-service teacher training. Intercultural

Education, 20, 151-158.

Wang, C. (2019). Intercultural competence and short-term overseas study programs: An investigation
with healthcare students (Doctoral dissertation, Queensland University of Technology).

Wang, Y., & Jackson, G. (2005). Forms and dimensions of civic involvement. Michigan Journal of

Community Service Learning, 11(2), 39-48.

Ward, C., Bochner, S., & Furnham, A. (2005). The psychology of culture shock. Routledge.

235



Weaver, G. R. (1994). Understanding and coping with cross-cultural adjustment stress. In G. R.
Weaver (Ed.), Culture, communication and conflict: Readings in intercultural relations. Ginn

Press.

Weiler, K. (1991). Freire and a feminist pedagogy of difference. Harvard Educational Review, 61(4),
449-475.

Wells, M. 1. (2000). Beyond cultural competence: A model for individual and institutional cultural

development. Journal of Community Health Nursing, 17(4), 189-199.

Whaley, L., & Davis, K. (2007). Cultural competence and evidence-based practice in mental health

services: A complementary perspective. American Psychologist, 62, 563-574.

Willard-Holt, C. (2001). The impact of a short-term international experience for preservice teachers.
Teaching and Teacher Education, 17(4), 505-517.

Williams, J., 2019. The professional learning of teacher educators leading international professional

experience. Journal of Studies in International Education, 23(4), pp.497-510.

Winniford, J., Stanley, D., Carpenter, D & Grider, C. (1997). Motivations of college student
volunteers: A review. NASPA Journal, 34(2), 134-146. doi: 10.2202/1949-6605.1015

Wikan, U. (2002). Generous betrayal. Chicago University Press.

Wolcott, H. F. (1990). Making a study “more ethnographic”. Journal of contemporary
Ethnography, 19(1), 44-72.

Wolff, F., & Borzikowsky, C. (2018). Intercultural competence by international experiences? An
investigation of the impact of educational stays abroad on intercultural competence and its

facets. Journal of Cross-Cultural Psychology, 49(3), 488-514.

Yunkaporta, T. (2009). Aboriginal pedagogies at the cultural interface (Doctoral dissertation, James

Cook University) Aboriginal pedagogies at the cultural interface - ResearchOnline@JCU

236


https://researchonline.jcu.edu.au/10974/

Zeichner, K. (2010). Rethinking the connections between campus courses and field experiences in

college-and university-based teacher education. Journal of Teacher Education, 61(1-2), 89-99.

Zimmer, L. (2006). Qualitative meta-synthesis: A question of dialoguing with texts. Journal of
Advanced Nursing, 53(3), 311-318.

Zumwalt, K., & Craig, E. (2005). Teachers’ characteristics: Research on the demographic profile.
Studying teacher education: The report of the AERA panel on research and teacher education
(pp. 111-156).

237



Appendix A: Application Form

&, THE UNIVERSITY OF

%‘? ' NOTRE DAME

Wa# A U s T R AL A

Kenya 2016 Immersion Program
APPLICATION FORM

Please use BLOCK/CAPITAL letters, indicate with “N/A” where questions are not applicable and tick boxes where appropriate.
This application can be submitted directly to your program coordinator(s)

WHICH EXPERIENCE ARE YOU APPLYING TO PARTICIPATE IN?

Kenya- Aberdare Ranges Primary School + Miti Mingi Village (Holding Hand’s Children’s Home)

| PERSONAL INFORMATION

TITLE eg. Mr/Ms/Mrs  SURNAME/FAMILY NAME T‘IVEN NAMES

PREFERRED NAME ’STUDENT NUMBER

DATE OF BIRTH (E.G. 20 Sept. 1989) COUNTRY OF BIRTH ‘ NATIONALITY (as on passport)
Age University Course University Year

Do you hold a current passport?

Contact Address: Number: Street:

(the address where you can | Suburb: Post Code:

be contacted most times)

Contact Phone Numbers: Home: ‘ ‘ Other: ‘

(include all dialling codes)  Fax: ‘ ‘ Email: ‘

ACADEMIC RECORD

Degree Course:

Major( if applicable)
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PERSONAL STATEMENT
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The purpose of the section below is to determine your health history and any special medical needs you may

have when travelling. Information provided will be treated confidentially.

TO BE COMPLETED BY APPLICANT:

Name of Primary Physician/Clinic:

Are you generally in good physical condition?

Are you currently being treated for any physical condition?

Do you have a heart condition?

Are you a diabetic? | Do you have asthma?

Do you have, or have you had, any eating disorders?

What diseases have you had in the past five years (if any)? Please list:

Have you ever been treated for an emotional disorder/illness?

Do you have any allergies to foods, medications, environmental factors, insects, etc?

If yes, please list:

Are you taking any medications?

If yes, please list:

Are you on a restricted diet (vegetarian, diabetic, allergies)?

If yes, please provide details:

Do you anticipate needing any health care or counselling while travelling?

If there is any additional health information that you feel it would be helpful for the University to be aware of
during your study abroad experience, then please provide details on a separate sheet.

DECLARATION

I, , certify that all information included in my

application is factually correct.

Signed (Student) Date (day/month/year) / /

Privacy Statement: The information provided in this form will be used for the purposes of, and in relation to, your potential
involvement in the School of Education Immersion Program. Where the privacy principles apply, the University restricts access to
those staff members who may need the information in the carrying out of their responsibilities in the academic and/or personal
interests of the student. The University does not provide, by commercial arrangement or otherwise, the personal information of
students or other stakeholders except in the following cases:

a) when authorised in writing to do so, and b) where required or authorised by law to government and regulatory authorities;
credit reporting and fraud-checking agencies; to your authorised representatives (e.g. legal representatives).
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Appendix B: Participant Information Sheet

Dear Student,

You are invited to participate in the research project described below.

What is the project about?

This research project seeks to investigate and understand intercultural competence. Intercultural
competence is a way of relating and communicating with others across-cultures in order to develop an
effective relationship.

Who is undertaking the project?

This project is being conducted by Julie Maakrun and will form the basis for the degree of Doctor of
Philosophy at The University of Notre Dame Australia, under the supervision of Dr Sean Kearney from
School of Education and Dr Gabrielle Russell from the University of Sydney.

What will | be asked to do?
This study is comprised of:
Complete an application form;

Complete a pre and post questionnaire to be returned via email, as an attached word document, prior
to and after the conclusion of your immersion experience. Each question will require a response;

Maintain a written journal during the immersion;

Volunteer to participate in focus group interviews pre and post immersion.

Are there any risks associated with participating in this project?
There are no specific risks anticipated with participation in this study.
What are the benefits of the research project?

The data collected will help to inform an in-depth understanding of intercultural competence and
ways that teacher educators can structure programs that assist in developing culturally responsive
teachers.

What if | change my mind?

Participation in this study is completely voluntary. Even if you agree to participate, you can withdraw
from the study at any time without discrimination or prejudice. If you withdraw, all information you
have provided can be removed if you so wish.

Participants who chose to withdraw may do so by informing Julie Maakrun. Alternatively, you can
contact Dr Sean Kearney. Even though Julie is a Senior Lecturer at this University your non-
participation or withdrawal from this study will not affect your relationship with her.
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Will anyone else know the results of the project?

Information gathered about you will be held in strict confidence. This confidence will only be broken if
required by law.

Once data has been collected and analysed, you will then be de-identified and pseudonyms will be
used when reporting the results of the study.

Once the study is completed, the data collected from you will be stored securely in the School of
Education at The University of Notre Dame Australia for at least a period of at least five years. The
data may be used in future research but you will not be able to be identified. The results of the study
will be available to the University Teaching and Learning Committee and will be published as a thesis
and in peer reviewed journals.

Will I be able to find out the results of the project?

Once we have analysed the data from this study we will provide you with a summary of our findings
via email.

Who do I contact if | have questions about the project?

If you have any questions about this project please feel free to contact the researchers:
Dr Sean Kearney — sean.kearney@nd.edu.au (8204 4436) or

Dr Gabrielle Russell - gabrielle.russell@sydney.edu.au (9351 8090) or

Julie Maakrun - Julie.maakrun@nd.edu.au (8204 4206)

We are happy to answer questions or concerns you may have about this study.

What if | have a concern or complaint?

The study has been approved by the Human Research Ethics Committee at The University of Notre
Dame Australia (approval number 016141S). If you have a concern or complaint regarding the ethical
conduct of this research project and would like to speak to an independent person, please contact
Notre Dame’s Ethics Officer at (+61 8) 9433 0943 or research@nd.edu.au. Any complaint or concern
will be treated in confidence and fully investigated. You will be informed of the outcome.

How do I sign up to participate?

If you choose to participate you will be required to sign a consent form at the beginning of the first
focus group session.

Thank you for your time.

Yours sincerely,

Julie Maakrun
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Appendix C: Consent Form

| agree to take part in this research project.

| have read the Information Sheet provided and been given a full explanation of the purpose of this

study, the procedures involved and of what is expected of me.

| understand that | will be asked to:

Complete an application form;

Complete a pre and post questionnaire to be returned via email, as an attached word
document, prior to and after the conclusion of your immersion experience. Each
question will require a response;

Maintain a written journal during the immersion;

Volunteer to participate in focus group interviews pre and post immersion.

The researcher has answered all my questions and has explained possible problems that may arise

as a result of my participation in this study.

| understand that | may withdraw from participating in the project at any time without prejudice.

| understand that all information provided by me is treated as confidential and will not be released

by the researcher to a third party unless required to do so by law.

| agree that any research data gathered for the study may be published provided my name or other

identifying information is not disclosed.

Name of participant

Signature of participant Date

| confirm that | have provided the Information Sheet concerning this research project to the above
participant, explained what participating involves and have answered all questions asked of me.

Signature of Researcher Date
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Appendix D: Survey Questions

Pre-Immersion Questions
What expectations do you have of participating in the Kenya immersion?
What are you most looking forward to as part of the Kenya immersion?

What are you least looking forward to as part of the Kenya immersion?

Post Immersion Questions

Have you been impacted personally by the program? If so, in what ways?

Have you been impacted professionally by the program? If so, in what ways?
Reflecting back on the culture in Kenya, what were some things that stood out for you?

What have you found most confronting since returning to Australia?
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What expectations do you have of participating in the Kenya immersion?

Appendix E: Coded Pre-Immersion Question

PS | Response Category: Category: Category:
Personal Professional | Cultural
1 I expect this experience to be a once in a lifetime once ina different connections
Change the way | look at life lifetime; perspective; with the
Give me a different perspective of how people are Change the way | bring that families and
educated and for me to bring that experience into my | | look at life; experience children in
future teaching career life long friends | into my Kenya
To make life long friends future
Make connections with the families and children in teaching
Kenya career
2 To be honest, | have tried to avoid making any No expectation;
expectations of the trip. This includes expectations make a
of how | will react to the experience. Hopefully, | difference to
expect to make a difference to the community. community.
3 Perhaps | can expect the immersion to be different to | life changing
my life back at Sydney and be a life changing experience;
experience for me. To be honest, | have tried to be challenged
avoid making any expectations of the trip. This
includes expectations of how I will react to the
experience. | guess the only expectation | have is
that | will be confronted and challenged in a way |
have never been before.
4 I expect that | will experience feelings of experience classroom
satisfaction, joy, shock and emotional exhaustion on | feelings of teaching and
this trip. Being in the classroom teaching and satisfaction, joy, | interacting
interacting with children always brings me joy and shock and with children
satisfaction but since this is such a different emotional
experience and that we will be seeing the atrocious exhaustion;
conditions in which many of these people live, | disbelief;
expect that | will also experience disbelief at how resentment
difficult their lives can be and resentment towards
how life in our society can be so superficial and
removed from true hardship.
5 I have expectations to build relationships with the Build challenge my
people that | work with, and these friendships will relationship; current
last beyond the time we have in Kenya. As we all will change and | pedagogy
share similar interests and passions, | believe strong | challenge my
connections can be made in such a new situation values and
that we are immersed in to together. My expectation | perspectives
is that Kenya immersion will change and challenge
my values and perspectives on things such as:
o my value of education
o my quality of life
o my appreciation for things that |
take for granted sometimes
o and challenge my current
pedagogy
6 I expect to experience a rollercoaster of emotions experience a help me grow
and amazing life changing experiences. | expect that | rollercoaster of into the well-
I will be a bit of overwhelmed and have a culture emotions; rounded,
shock. However, | expect that these experiences life changing honest
will help me grow into the well-rounded, honest experiences teacher

teacher that | aspire to be who is able to share an
experience like this with students to teach them
about abundance, displacement, what it means to be
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grateful and the importance of school and education.

7 My motivation for going to Kenya this year was I want to be give back to
seeing how much it has changed everyone’s life who | apart of what the community
has gone. When talking to anyone who has gone to they are trying to
Kenya their instant reaction is, their faces light up do;
and then a massive smile grows on their face, they I want to make a
then start talking about how beautiful the children difference
and people are but then they stop dead in thought
because they don’t know how to put it into words. I
want to know what the part they don’t know how to
articulate is. | want to be apart of what they are
trying to do to teach and change the norm for this
displaced community. | want to make a difference.

I’ve always thought that because I have grown up
with everything and anything | could of asked for |
should give back to the community anyway | can.
Although, I would like to be apart of any project that
would benefit the community.

8 My expectations for participating in the Kenya challenged:;
immersion is to ultimately give to a community who | givetoa
need my assistance. Although the immersion is fora | community;
short amount of time, | have an expectation within contribute
myself to contribute positively to the community. positively to the
Moreover, | also have the expectation of broadening | community;
my own knowledge and understanding of the daily broadening
challenges that are faced by the community. For this | knowledge and
to happen | know | am going to be challenged as this | understanding
is not something | have experienced before.

9 Not only will this trip broaden my experience, but | wide range of
expect to experience a wide range of emotions from | emotions from
happiness, sadness, disbelief. | expect to build happiness,
understanding and compassion with the people there. | sadness,

disbelief;

build
understanding
and compassion
with the people
there.

10 | I am expecting to be pushed outside of my comfort pushed outside develop a
zone. Have my own beliefs and skills challenged, of my comfort better
develop a better understanding of myself as a Zone; eye understanding
teacher and others around me. opening of myself as a
This Kenya immersion is going to be an eye opening | experience teacher
experience and | look forward to being stretched
emotionally, physically and spirituality.

11 | I’'m expecting that it will be about my personal change my life personal
growth and development of understanding other and my growth and
cultures and experiencing these cultures to the best perspective of it. development
of my ability. It was also important for me to of
experience cultural differences and to build understanding
relationships, that we can learn off each other. | other cultures;
know that this experience will change my life and build
my perspective of it. relationships

12 | I believe it is hard to imagine what to expect. You

can have some ideas about what you think it is going
to be like, and for me | have thoughts about what |
imagine my Kenyan experience to be, but | also
think in reality it will be nothing like what | imagine.
I don’t think you can know what to expect that’s
why | believe you have to be as open minded as
possible to all situations as it is nothing what | have
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experienced before.

13 | I have expectations to build relationships with build
people. | believe strong connections can be made in | relationships;
such a new situation that we are immersed in to challenge me as
together. | also expect that the experience is going to | | will be
challenge me as I will be stepping outside of what | | stepping outside
normally know. of what |

normally know.

14 | I have had limited travel experience in the past only | | can make a
having been to New Zealand. However, this service | difference
learning trip is a great opportunity to see the world Something
and represent The University of Notre Dame at a bigger than
global level, I can make a difference and be apart of | myself
something bigger than myself.

15 | An expectation that I have through participating in will change my
the Kenya immersion program is that it will change | view towards
my view towards many areas of life | expect to many areas of
appreciate the simple things in life e.g. family and life; form strong
connecting. Also to come back to Australia and be friendships
disheartened by the consumerist, privilege and
materialistic values we have. | expect to form strong
friendships with others on the trip.

16 | | expect that it will be challenging but that | will be | it will be
able to get through these challenges. I also expect challenging;
that | will learn about myself and that this immersion | learn about
will help me grow as a person. myself;

grow as a person

17 | The immersion will allow me to experience another experience
new culture giving me the opportunity to learn and another new
experience a new language and traditions, as well as culture;
their general way of life.

18 | I really have no idea of what to expect. I hope it step outside
would still be many things — fulfilling, perspective comfort zone; be
changing, a chance to step outside my comfort zone | of use;
and be of use, rewarding, forming meaningful rewarding,
connections etc. | am trying my best to be super meaningful
open-minded about the experience and not have any | connections;
expectations. | guess the only expectation | have is confronted and
that I will be confronted and challenged in a way | challenged
have never been before.

19 | I know that this trip is going to change me and the change me and
way | look at life. Just from the journey so far, it has | the way I look at
emphasised the importance of over indulgence, and life; life long
the things that we take for granted. | hope to make connections;
life long connections, develop a friendly relationship | serve; helping
with the community, serve endlessly everyday, and where needed,;
make the most of the immersion by helping make a
wherever is needed. As cliché as it may sound, | difference
expect to make a difference in some way to the
children and families

20 | I have expectations that this experience will be a life-changing;
life-changing one for me and | will gain deeper deeper

understandings of the world and myself.

understandings
of the world and
myself.
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Appendix F: Excerpt from Focus Group Interview Transcript

[Start of recorded material at 00:00:00]

Facilitator:

Female:

Facilitator:

Female 1:

Facilitator:

Female 2:

Female 3:

Facilitator:

Female 3:

Female 4:

| suppose the first question I'd like to ask is prior to the immersion you would have
had expectations of what it was going to be like for you. So maybe we can start,
just share with me how you actually found the immersion experience, did it live
up to expectations, was it beyond expectations and just share, what the
immersion was actually like for you.

[00:00:23] | think before we went we were really, | didn’t have any expectations, |
wanted to keep clear so | wasn’t disappointed. And | knew | wasn’t going to be
disappointed but, | think we were more scared to begin with and | think that as
soon as we got there it was just gone. Like we weren’t, | wasn’t scared or nervous
or ... The whole like pressure with the lessons and it all just kind of flowed so, |
wasn’t expecting that.

Can | ask XXXX, what were things that made you use the word scared?

[00:00:52] I think it was just the unknown. Not knowing ... Yeah. | mean you hear
what people say about the trip but you don’t actually know how it’s going to feel.
| didn’t know how | was going to react to hearing stories or how the kids were
going to react to our lessons and, yeah.

XXXX, how was the experience for you?

[00:01:13] Yeah well, before coming | was really unsure about it because | think |
was really scared because | didn’t know what to expect just of the environment. |
didn’t know what it would be like but as XXXX said, | did not feel unsafe or scared
[unintelligible 00:01:32] | didn’t really know what to expect when going but it
definitely did live up to any expectations or beyond.

[00:01:44] | feel like | went in thinking | didn’t have expectations but | did.
Because everything felt different from how | subconsciously imagined it. | think it
challenged me in different ways than | anticipated so | think | was scared about
the unknown and not feeling comfortable in the situation and | think it was more
compacted by how it [00:02:14] affected me emotionally and how | would
respond to that.

Do you want to share with me more on how the experience affected you
emotionally?

[00:02:23] It was a range of emotions. There was a lot of joy and excitement and
a lot of positives as well. | think seeing mostly the dump site that affected me the
greatest, yeah that was the strongest feeling. Yeah, | don’t know it was just a lot
to take in and you don’t know how to respond because you want there to be an
instant fix but it doesn’t work that way.

[00:02:56] So my expectations were to let everything and anything from anyone
and just learn more about the culture and it definitely lived to up my expectations
and more. And | sort of found that the answers were coming straight to me, | had
to find them and through the interactions with people | learnt things. It wasn’t
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Facilitator:

Female 1:

Facilitator:

Female 2:

Female 1:

Female 2:

Female 1:

Female 2:

Facilitator:

like they were just giving me something on a plate but | had to, but | was learning
from them. | had to engage and interact with people to learn [00:03:26] to meet
the expectation there.

Can | then ask from the immersion what did you find the most challenging either
personally for yourself or the experience you had. What was the most challenging
for you?

[00:03:44] | think it was processing the emotions like | mean it’s probably not one
of my big strengths is controlling and learning to, | just manage them and | express
them and usually | follow everything up but | think while we were over there | kind
of let everything just out and being with, not strangers but people that you
weren’t really close with before you went was, and | found that hard opening up
to someone that you don’t know that well but | found it really easy when we there
[00:04:14] So | was kind of like oh I’'m not going to, | knew | was going to cry but |
didn’t think I’d be angry or putting my emotions into words. Yeah, | really learnt
how to manage with that over there and ...

XXXX what challenged you the most?

[00:04:33] Probably for me would be making the connections that | made with the
children and then also having in the back of my mind that I’'m probably never
going to see them again but they were such strong connections and | just didn’t
want, | wanted to bring them home with me and | didn’t want to leave them there
especially in some of the situations that they were in. That was probably the
hardest thing and then leaving them and saying goodbye. And also dealing with
emotions so when we went to the dump site [00:05:03] they were all happy and |
was fine and then just randomly | just started, yeah broke down and could not
stop crying and then | think you like embraced their happiness when we were
singing but | was sort of like in my head, how, it was making me more emotional
and more sad that they were so happy that they were living there but they were
still so happy and | think that had more of an impact [00:05:33] on me because |
couldn’t understand it. How we are back home, how it's so easy for us to be

unhappy.
[00:05:42] Seeing them so happy and us being so sad at them, we’re empathising

with them like oh so unfortunate but we shouldn’t be sad though. When you see
them so happy | was like well | have no right to be sad, when they’re so happy.

[00:06:03] Just [unintelligible 00:06:03] stop crying.

[00:06:04] Stop crying and be happy with them and, yeah. And once they start
singing and dancing at the dump site as well it was like, | don’t know, and the lady
| was dancing with she was like, why are you crying, don’t cry, you should be
happy, we’re all dancing, singing and it was like, oh okay.

[00:06:21] | think it was a weird emotion for me there. | had no control over it
whatsoever.

XXXX you actually mentioned as well the dump site had a profound impact on you.
Would you like to share more about that?

249



Female 3:

Female 4:

Female 1:

Facilitator:

Female 2:

Female 3:

Female 2:

[00:06:34] | saw the joy and the excitement and the dancing but | still saw the
tragedy in that situation and it just felt so unfair to me seeing the kids in that
situation. And | think it’s so amazing that they had those community bonds and
it’s like a family and that’s incredible but in particular holding onto a baby in that
situation [00:07:04] that had no say and no control over that, yeah being in that.
They were born into that and had nothing to do with it and yeah they appreciate
what they have and they value it and that’s something to take away from it but it’s
not the right environment for a child. Just thinking how fortunate | was and how
different life was for them.

[00:07:30] Me and XXXX when we were there we were actually saying, it’s just
unfair because they have no choice they’re born, they’re born straight away into
having a disadvantage and it was just unfair.

[00:07:46] Our household [unintelligible 00:07:47] actually lived there and we
didn’t know until after but she married a man who lived there and so she basically
said that she chose that life and that was what she wanted. She’s happy and she
has a family and that’s all that matters. Doesn’t matter what environment she’s in
but as long as she’s with her family and her children, that’s what makes her
happy. It is kind of sad to think that her children have to grow up in that but
there’s always a possibility of them getting out of it [00:08:17] so ... Yeah.

XXXX would you like to share your thoughts?

[00:08:22] It was definitely a challenge, just to see it. | think from the previous
video | imagined it flat ground with a circle of rubbish in the middle and people
just ... But it was massive mountains and just, it was just so overwhelming.

[00:08:39] | didn’t expect them to be living in the rubbish as well. | thought they
lived by it and they would come to it, but yeah.

[00:08:48] And just, when we went to visit someone’s home there we were asking
how often do you eat and it’s like whenever there’s food. How often do you get
water, whenever we can. Just those things that we can have every day that it just
isn’t there for them all the time. And that’s a challenge. Yeah.

[End of recorded material at 00:09:10]
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