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Abstract

Globalization has an apparent effect on employment. This mainly results in a challenging competition on
the job market and requirements of new qualifications such as competencies on foreign languages,
flexibility, open-mindedness, intercultural empathy or sensitivity. Therefore, transnational placements
become more and more an important part of curricula in many higher education fields. In line with this
reality, the SKILL2E project addresses the need for preparing higher education graduates for their future
work environments with respect to multi-cultural, cross-organisational and cross-sectoral collaboration. As
part of the whole project this report provides a critical analysis towards the selection of an appropriate
method and implementation scenario to assess the intercultural competence gain in the transnational
student placements. First, based on a comprehensive literature research, different intercultural
competency assessment instruments used to gauge the intercultural competence gain in transnational
placements are reviewed, and arguments supporting the choice of the assessment tool most suitable for
the purpose of this project are discussed. Second, the report details the implementation scenario
throughout the consortium including the interrelationship with the intercultural diary and report analysis.
Finally, the role of the selected assessment tool is discussed with respect to the overall SKILL2E concept.
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1. Introduction

Vande Berg (2001, 31) indicates that in today’s world of higher education, demonstrated outcomes and
applicability to the real world are vital to the sustainment of academic programs. Today’s students and
their parents are more inclined than ever to hold colleges and universities to account for the quality of the
educational opportunities they provide—educational consumers want assurance that institutions will
provide the knowledge, skills and awareness that will contribute directly to success after graduation.
According to Rundstrom (2005), the skills needed for success in today’s world differ from those needed
even 15 years ago. An increasing internationalization of campuses, companies, and communities is certainly
one of the major developments in the recent past. University students today need an education that
provides them with skills—such as communication skills—that will allow them to compete in a global
market with an increasingly educated population.

Since the purpose of higher education is to prepare graduates for work life, the best place to achieve the
necessary skills is the workplace. Thus, work placement plays an important role in a sound curriculum of
study. Globalization has an apparent effect on employment. This mainly results in a challenging
competition on the job market and requirements of new qualifications such as competencies on foreign
languages, flexibility, open-mindedness, intercultural empathy or sensitivity. Therefore, transnational
placements become more and more important in curriculum design in higher education. Jones (2003)
explains in the article on experiences in multicultural literacy that globalization of markets has led to more
multinational enterprises, exponential growth in foreign trade, the creation of an increasingly diverse
consumer base, and extended efforts at international marketing. Thus, the ability for a marketer to
understand and communicate effectively with people of various cultural backgrounds is quickly becoming a
requisite skill for success. Frank Wittmann (2012) even goes a step further in stating that “Employers with a
high proportion of foreign operations are dependent on personnel who bring relevant expertise
internationally. This includes, for example, the ability to successfully function in very different cultural
contexts.” As a consequence, neither higher education nor the corporate world can afford to ignore the
skills issue in our globalized world.

1.1. Purpose and Scope

Assessment of intercultural competence is no simple task and requires a combination of several
quantitative and / or qualitative measures. It is therefore necessary to carry out a comprehensive literature
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research on assessment instruments before defining the criteria for selecting the most appropriate
instrument. In the context of this report, different intercultural competence assessment instruments used
to gauge the intercultural competence gain in transnational placements are reviewed, and arguments
supporting the choice of the assessment tool most suitable for the purpose of the project are discussed.
Furthermore, it details the implementation scenario throughout the consortium, outlines the intercultural
diary and report analysis context, and indicates the interrelationship of the assessment tool to other
SKILL2E concept components.

1.2. Relevance for the SKILL2EProject Objectives

The SKILL2E Project is a multilateral university-enterprise cooperation project comprising seven universities
and five enterprises from Austria, Finland, Romania, Spain, Turkey, the UK and the US. It addresses the
need for preparing higher education graduates for their future work environments with respect to multicultural, cross-organisational and cross-sectoral collaboration. The assessment instrument selection is
closely linked to the overall project objectives. Its three main objectives are:


to equip graduates with transversal skills required to communicate effectively in today’s and future
multi-cultural and multi-disciplinary workplace;



to strengthen the dialogue between universities and enterprises in providing a model for mutual
knowledge transfer in the context of intercultural competence; and



to involve stakeholders at organisational as well as policy making levels to ensure the impact of the
SKILL2E approach beyond the project boundaries and life time.

In order to achieve these goals, a comprehensive support concept, including a pre-placement training and
accompanying interventions, such as the intercultural diary and cultural mentorship at the enterprise have
been designed. The usage of an assessment instrument can provide an accountable method to assess the
intercultural competence gain in the transnational student placements and to support students in reflecting
and describing this competence gain to future employers. The following diagram shows how the instrument
is interrelated with the other components of the SKILL2E model. Section 7 in this report describes the
implementation scenario of the assessment instrument in detail and Section 8 presents the most relevant
aspects of the feedback from the actual usage of the instrument in the pilot cases.
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Fig. 1: SKILL2E Concept components and their interrelationships.

The assessment instrument is linked to the pre-departure training concept with respect to sensitising
students to skills acquisition and providing targeted training. The usage of intercultural diaries and reports
in an online communication scenario is part of the double loop concept to sustain the skills gain and the
reflective capacity beyond the placement period. The analysis of the diaries also feeds back into the
evaluation of the validity of the instrument for the specific project purposes and is one element of the
overall SKILL2E Evaluation Concept. Furthermore, the assessment instrument is one option for selecting a
cultural mentor in accordance with the defined qualification and task profile as discussed in the SKILL2E
Cultural Mentor Concept. Its practical application in enterprises is described step-by-step in the Enterprise
Handbook. The assessment instrument report is therefore a crucial document as it lays the groundwork for
the whole support structure. The descriptions and findings of all other SKILL2E Concept components as well
as further details on the project and the consortium partner are available via the SKIll2E Website.1

1

http://www.skill2e.net.ms
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2. Theory Background

Intercultural interaction is not a new phenomenon. Civilization, particularly the industrialization of the
economic markets, has put people from different countries in contact, albeit not always in a peaceful
manner. It was not until after World War II that the significant effects of culture in human interaction were
considered.

This consideration occurred chiefly in the United States because its economy was left largely intact at
the close of the war and because U.S. involvement in the international arena was no longer a matter of
choice. (Pusch, 2004, 13).
Indirectly, this also indicates that migration, forced or voluntary, and its consequences were a driving force
in the development of intercultural studies particularly in the U.S. Failures of American diplomats and
specialists in effectively carrying out their duties in host countries and, consequently, public criticisms,
made it clear that something must be done about the selection process and preparation of foreign service
personnel and experts. Many consider Edward T. Hall as the father of intercultural training as he was the
first to use the terminology “intercultural communication” in his publications, and was also the first to draw
attention to what he called ‘micro-culture’. An anthropologist by profession, Hall was the director of the
State Department’s Point IV Training Program at the Foreign Service Institute (FSI) in Washington, D.C.
Hall’s research and efforts in preparing personnel to work in foreign cultures through experiential learning
laid the groundwork for intercultural training and intercultural communication. In the mid-1960s, efforts in
exploring in-depth the relationship between international students and their host university also began.
See Pusch (2004) for a historical perspective on intercultural training. From the above, it can be inferred
that intercultural training as is known at present is a relatively new field. Theories and research in the past
fifty years have led to a more scientific approach in research, and to developing sophisticated
methodologies and training designs addressing cognitive, emotional and behavioural changes in the
individual. Intercultural training also represents an interdisciplinary focus, ranging from cultural
anthropology,

cross-cultural

psychology,

sociolinguistics,

multicultural

education,

intercultural

communication, international business management, to name a few. According to Landis, Bennett and
Bennett (2004, 2), the state of the art of intercultural training has dramatically changed in the last ten to
fifteen years. There is now an increased emphasis on empirical assessment through impact and evaluation
research, aimed toward measurable outcomes and quantitative data. This trend has “fostered the
development of various valid and reliable inventories”. Whether used to assess training need, explore
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training outcomes, determine intercultural sensitivity, or to develop identity, such instruments and tools
have become imperative for the professional educator.

Within the scope of this report, some basic but essential terminology is discussed in order to gain a
collective understanding of the concepts ‘intercultural competence’ and ‘assessment instrument’. Klemp
(1979) states that competence can be measured, however, its measurement depends first on its definition.
As well, Fantini (2009) and Deardoff (2009) stress the necessity of first conceptualizing what is to be
assessed prior to determining the assessment tool and training method to be used, since the definition will
also determine both the aspects that will be assessed and the level of assessment. In terms of the SKILL2E
project, it is also necessary to define ‘intercultural competence’, the specific aspects and levels to be
assessed, and that the chosen assessment tools are aligned to the project’s overall mission and goals.

2.1. Culture and Communication

2.1.1. Culture

Gustav Jahoda (1996) writes that the concept of culture varies over time, and place. Kroeber and Kluckhohn
(1952) were able to collect 164 definitions of culture. According to A. Thomas (2005), culture is a universal
phenomenon and provides a structure for specific actions of a group of people and is manifested as a
typical orientation system of a nation, society, organization or groups. This orientation system is revealed
through specific symbols, such as language, gestures, mimic, clothing, rituals, and the likes. Hall (1959)
distinguishes between inner and outer or implicit and explicit culture. Many intercultural scholars use
Freud’s iceberg metaphor to illustrate Hall’s distinction. Explicit culture is observable and refers to material
things which human beings produce to adapt to the environment and to survive. Implicit culture on the
other hand is the organized system of experiences, perception, behaviour, meanings, concepts, constructs,
traditions, values, beliefs, and anything similar, which is understood and accepted by a group or category of
people (also see Samovar and Porter, 1988). Hofstede (2005, p. 3) also speaks of a “collective programming
of the mind” acquired through socialization. In this regard, the family, circle of friends, and social groups
play a very significant role. Within one’s core cultural group, cultural patterns are understood as a matter of
course that a conscious perception of these patterns occurs only when someone breaches these “unwritten
rules” (cf. Condon & Yousef, 1975; Hall, 1959; Hofstede and Hofstede, 2005; Gudykunst & Kim, 1992;
Gudykunst, Ting-Toomey and Nishida, 1996; Lewis, 1999; Nolan, 1999; Schulz von Thun, 2007).
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2.1.2. Communication

“Communication is a symbolic, interpretive, transactional, contextual process in which people create
shared meanings“ (Lustig & Koester, 2006, 10). Despite of all the discussions surrounding the definition of
communication, scholars and philosophers agree (see Burkart, 2003; Habermas, 1981; Luhmann, 1996;
Schulz von Thun, 2007; Watzlawick, Beavin and Jackson, 1969) that in the process:



Information is mediated as a message either verbal or nonverbal;



There is at least a sender / communicator and a receiver / recipient, whereby the sender enciphers
the information and the receiver deciphers; and



Transmission generates reaction or behaviour (feedback or response)

According to O’Connor and J. Seymour (2006), communication is like a cycle, where two or more persons
are involved. During the communication process, we perceive our communication partner(s) and react
according to our interpretation and perception; therefore, we react with our own feelings and thoughts.
Our reaction corresponds to what we perceive, what we see and hear. We do not only communicate with
words, but also with the tone of our voice, our gestures, mimic, posture and whole body language.
Communication always conveys a message, even in situations where nothing is spoken. There are various
theories concerning the communication process. H. Retter (2000) offers a detailed presentation and critical
perspective about communication theories.

2.1.3. Intercultural Communication

Communication and culture are both complex constructs; intercultural communication merges the two.
“Culture is communication and communication is culture” writes Hall in 1959 (169; 1990, 3). Gudykunst and
Kim (1992), in agreement with Hall, state that culture and communication influence each other.
Intercultural communication is an action-oriented, symbolic process. As Thomas (2005) defines it,
intercultural communication means communication (forms, mediation, dysfunctions) in an overlapping
situation, whereby the cultural differences between the communication partners significantly impact the
process as well as the results. For Gudykunst and Kim (1992, 13-14) “...intercultural communication is a
transactional, symbolic process involving the attribution of meaning between people from different
cultures.” From the psychological perspective, Schulz von Thun (2007) describes the complexity of the
communication process, saying that when people come in contact, two different worlds collide. This is
With the support of the Lifelong Learning Programme of the European Union.
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already the case within a cultural group, because each individual is equipped with a distinct, personal
mental system that makes the person a unique, desolated islander. If communication between people from
the same cultural group, who share the same language, can be challenging, one can imagine how
problematic the process can be for people from different cultural groups.

2.2. Intercultural Competence

2.2.1. Competence vs. Competency

The term ‘competence’ is used within the project context as a comprehensive overall term including a set
of skills, attitudes as well as knowledge and understanding. In terms of intercultural competence, there
cannot be a plural form, whereas there are associated competences that are relevant but will not be
explicitly referred to and assessed such as the general communicative competence of an individual.
Competency, if used, is defined as a discrete and constituent item of any competence in our context
intercultural competence and may refer, for example, to a specific skill such as active listening or
knowledge such as culture-specific information or attitude such as curiosity. It is evident that therefore
competency can and also will be used in the plural form of competencies in this context.

2.2.2. Definition of Intercultural Competence

Generally, intercultural competence, or cultural fluency, is best demonstrated when one knows how to
properly react in a certain situation during cross-cultural experiences, thus transcending linguistic mastery
of any foreign language. Wiseman and Koester (1993) identify two critical components of competence:
effectiveness or, in other words, the judgment about the ability to achieve goals in an intercultural
exchange or interaction; and appropriateness which refers to what is regarded as proper and suitable in a
given situation within a particular culture.

Bennett, Bennett and Allen (2003, 244-245) define intercultural competence as “the ability to relate
effectively and appropriately in a variety of cultural contexts” which requires “culturally sensitive
knowledge, a motivated mindset, and a skillset." Mindset and skillset emphasize the “necessary unity” that
behaviour cannot be conceptualized separately from thought and emotion. “The mindset refers to one’s
awareness of operating in a cultural context” and which entails cultural self-awareness, or “some
frameworks for creating useful cultural contrasts” such as communication styles and cultural values. The
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mindset, or “heartset,” also includes a clear comprehension about cultural generalizations without
stereotyping, as well as having and maintaining positive attitudes which “act as motivators for seeking out
cultural differences” (Bennett and Bennett, 2004, 149). Skillset, on the other hand, is a set of behavioural
abilities such as analysis of interaction, prediction of misunderstanding, and adaptation to situation.

The skillset can be thought of as the expanded repertoire – a repertoire that includes behaviour
appropriate to one’s own culture but that does not thereby exclude alternative behaviour that might
be more appropriate in another culture. (Bennett and Bennett, 2004, 149).
Accordingly, the goal of intercultural competence is neither confined to the knowledge of another culture,
nor to the appropriate behaviour in that particular culture. In this sense, the development of intercultural
competence requires a mix of culture-specific and culture-general approaches. Culture-specific approach
addresses the understanding of culture standards of in order to apprehend particular subjective issues,
while culture-general approach address the larger issues of ethnocentrism, self-awareness, and general
adaptation strategies, and thus aims to sensitize and make learners aware of differences and similarities in
behaviours, attitudes, communication styles, etc. as influenced by culture (see also Kinast, 2005). According
to Bennett and Bennett (2004, 149), one of the primary purposes of developing intercultural competence is
to address diversity issues. This contributes to “effective recruitment and retention of members of
underrepresented groups, management of a diverse workforce, productivity of multicultural teams,
marketing across cultures and to the development of a climate of respect for diversity in the organization.”

Utilizing a combination of two research methodologies (questionnaire and the Delphi-method) in analyzing
the concept and measurement of intercultural competence, Deardorff (2009, 478) defines intercultural
competence in terms of its outcome: "The overall external outcome of intercultural competence is defined
as the effective and appropriate behavior and communication in intercultural situations, which again can be
further detailed in terms of appropriate [author's italics] behavior in specific contexts (appropriate behavior
being assessed by the other involved in the interaction).” Deardoff (2009) also stresses the following key
points that have implications for intercultural competence assessment:

 Intercultural competence development is a continuous process whereby individuals, in the case of
SKILL2E, students intending to do placements abroad, must be provided with “opportunities to
reflect upon and assess the development of their own intercultural competence”;
 Integrated assessment is necessary throughout a targeted intervention;
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 Critical thinking is a crucial skill in acquiring and evaluating knowledge, thus, critical thinking
assessment could be appropriately integrated in intercultural competence assessment;
 Addressing attitudinal assessment – such as openness, curiosity, but particularly respect which is
manifested in different ways in different cultures – is also an important consideration;
 Another important consideration is assessing the ‘global perspectives’, or the ability to see from a
different perspective, and the “ability to understand other worldviews.”

Deardoff (2009) further stresses the importance of a holistic approach to intercultural competence
development, which entails not only an understanding of culture, but of the historical, political and social
contexts of that culture as well.

In conceptualizing ‘intercultural competence’, Spitzberg and Changnon (2009) argue that explanations are
“at some level or another, implicitly or explicitly, causal in nature,” adding that any theoretical explanation
of human activity is an attempt to deal with a complex process. The authors further stress the difficulty of
defining intercultural competence, and the necessity to view any skills or abilities in a particular context.
Their review of conceptualization models indicate that:

[…] competence conceptualizations are considered relevant that attempt to account for the process of
interaction in ways that are likely to produce more appropriate and effective individual, relational,
group, or institutional outcomes. (Spitzberg and Changnon, 2009, 5-7).
From this concept of ‘competence’ Spitzberg and Changnon (2009, p. 7) thus define intercultural
competence as the:

[…] appropriate and effective management of interaction between people, who, to some degree or
another, represent different or divergent affective, cognitive, and behavioural orientations to the
world. These orientations will most certainly be reflected in such normative categories as nationality,
race, ethnicity, tribe, religion, or region. ... The extent to which individuals manifest aspects of, or are
influenced by, their group or cultural affiliations and characteristics is what makes an interaction an
intercultural process [author's italics].
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2.3. Assessment Instrument

2.3.1. Definition of Instrument

The term instrument is commonly associated with a ‘tool’ or ‘device’ used to either facilitate in performing
certain tasks or in measuring something. Reddin (1994, quoted from Paige, 2004, p. 86) describes
instrument as a “method of making a measurement… of some aspect of an individual, a group or an
organization.” Based on Reddin’s definition, Paige (2004, p. 86) extends the meaning of instrument in the
context of intercultural competence development as “any measurement device that identifies, describes,
assesses, categorizes, or evaluates the cultural characteristics of individuals, groups, and organizations” and
includes self-assessment instruments and those that necessitate involvement of trainers and consultants in
the assessment process. Cultural characteristics can be categorized as cognitive, behavioural, or attitudinal
in nature, or they can be “broader measures that combine two or more of these into… a worldview.” An
example of such an instrument is the Intercultural Development Inventory (IDI) from Hammer and Bennett.
Discussions on purposes and criteria of the assessment instrument, as well as the details of IDI will be
further discussed in-depth in the proceeding sections of this report.

2.3.1. Definition of Assessment

Deardoff (2009, p. 478) following Palomba and Banta (1999) considers assessment as a process, a
“systematic collection, review, and use of information about educational programs undertaken for the
purpose of improving… learning and development.” Assessment in the context of SKILL2E is a crucial
component that needs to be integrated in every aspect of the learning process of the students. Fantini
(2009, p. 460) stresses that “instructional objectives, course design and implementation, and assessment
must be inextricably linked: otherwise, the educational process is compromised.” As illustrated in the
assessment model below, there must be a direct linkage between assessment and explicit goals and
objectives - therefore, it is of utmost importance that the aspects that need to be assessed in a learning
process, and instrument to be utilized, are clarified and identified. This presupposes the necessity of
defining specific measurable learning outcomes in order to make assessment possible and valid. Equally
important is the process of prioritization achieved in a dialogue with all stakeholders, particularly the
students and the enterprises. In the case of the SKILL2E project, this related to the re-evaluation of the
attainability of the project objectives during the revision phase of this report.
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Fig. 2a: Gemstone Model of Assessment by Fantini (2009, 461).

The following are the essential factors to consider and ensure the quality of the assessment (Fantini, 2009):
purpose, target audience, clear outcomes, usage of proper assessment tools and strategies, assessment
procedure and implementation, aspects of the tests used (i.e. scope, length, efficiency, validity, and
reliability), continuity of assessment (i.e. representative and varied samples of achievement), and
impartiality or fairness. Bryan and Clegg (2006) point out that assessment cannot be simply reduced to
“easily quantified learning outcomes,” rather, an assessment which supports learning should be flexible
and must take into account the individuals’ need to understand and evaluate the feedback they receive in
the context of their own experience. Deardoff (2009) also suggests using the SMART approach – Specific,
Measurable, Action-oriented, Realistic and Time delineated - foremost what is realistic in the project
context especially when using the assessment instrument before and after pre-departure training, how
much change can realistically be achieved and what should it be focused on. Below is a checklist from
Deardoff (2009) for evaluating assessment efforts.
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Fig. 2b: Checklist for evaluating assessment efforts (Deardoff, 2009, 485).
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3. Conceptual Models

Spitzberg and Changnon (2009) identify five categories of conceptual models used in intercultural
competence research and training today. These models, however, are not exclusive of each other but are
subsumed into these specific categories based on their predominant orientation and application. Very
generally put, compositional models involve typologies of relevant skills, traits and characteristics without
providing an analysis of the interrelation of these individual aspects. Co-orientational models focus on the
achievement of mutually satisfactory communication outcomes, such as shared meaning. Developmental
models identify stages of maturity and progression through these over time whereas adaptational models
highlight the interdependence of "multiple interactants by modeling the process of mutual adjustment.
...Thus, adaptation itself is taken as a type of criterion of competence." (Spitzberg and Changnon, 2009, 10)
Finally, causal process models define specific linear interrelationships among components and sets of
outcomes that constitute intercultural competence. Apart from adaptation models, which seem more
relevant for the context of societal issues of immigration and overseas work assignments, all of these
models have some relevance for the SKILL2E project. Of the compositional models, it is Deardorff’s
research (2006) using the Delphi methodology that seems most interesting. Based on the feedback of 23
experts, she arrived at a pyramid model with the requisite attitudes forming the basis for the acquisition of
knowledge, comprehension and skills, which eventually leads to desired internal and external outcomes,
The following figure details the composition of this pyramid of intercultural competence.

Fig. 3a: Pyramid Model of Intercultural Competence (Deardorff, 2006, 254).
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As the corporate context in the SKILL2E project is one of the application environments, Kupla’s coorientation model with its focus on strategic human resource management provides valuable insight into
the intercultural workplace communication scenario and factors that impact it:

The components that facilitate individual competence include many of the commonly recognized
constructs, including perception of cultural distance, foreign language competence, verbal and
nonverbal communication skills, self-awareness, motivation, and knowledge. (Spitzberg and Changnon,
2009, 19)

Fig. 3b: Intercultural Competence Model for Strategic Human Resource Management (Adapted
visualization from Kupka (2008), taken from Spitzberg and Changnon, 2009, 19).

The Developmental Model of Intercultural Sensitivity (DMIS) and the Culture Shock Model are those most
pertinent to address the issues raised in the SKILL2E project as they provide an explanation of the stages a
person moves through in the process of intercultural competence acquisition. This often goes along with an
experience of spending some time in another cultural setting, in our case through the internship abroad or
the collaboration in a multicultural team. It has proven instrumental for the effective preparation of
students spending time abroad to familiarize them with well known-stages of honeymoon, shock and
eventual adjustment. From the Causal Path Models, it is again Deardorff’s model that seems most suited
for the SKILL2E context.
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While Spitzberg and Changnon (2009) express some concern about the overall validity of models and
deplore the current lack of research into affective, psycholinguistic dimensions as well as the blurriness of
the concept of adaptability, it is necessary for the SKILl2E project purposes to have a well grounded theory
as the framework for providing the highest possible support for intercultural competence acquisition and
gain. Relying on their evaluation of the quality of the existing conceptual models that "… the more a model
incorporates specific conceptualization of interactants' motivation, knowledge, skills, context, and
outcomes, in the context of an ongoing relationship over time, the more advanced the model" (Spitzberg
and Changnon, 2009, 44), it speaks for both the Deardorff and the DMIS models. These are described in
more detail in the following subsections.

3.1. Deardorff’s Causal Path Model

In addition to the pyramid model, Deardorff devised a causal path model outlining the attitudes of respect,
openness and curiosity required for intercultural competence. On that basis, cultural self-awareness, deep
cultural knowledge, sociolinguistic awareness impact the motivation to acquire appropriate skills such as
listening, observing, evaluating, analyzing, interpreting and relating.

These aspects of motivation, knowledge, and skills also follow a path to facilitating shifts of internal
frames that enhance empathy, ethnorelativity, and adaptability. These shifts of internal frames then
also predict appropriate and effective outcomes. The model envisions a simultaneous interactional
process that feeds back into itself at almost all levels but also anticipates several sequential causal
paths (Spitzberg and Changnon 2009, 32).
The following figure illustrates how the components of the pyramid model illustrated above are interrelated in a developmental and time-sensitive manner in a continuous loop but at any stage influence one’s
intercultural interactions. Deardorff’s model seems very appropriate in the context of the SKILL2E concept
with its intended strategic interventions before, during and after the internship abroad. It might be
presupposed that anyone intending to do an internship abroad already displays to some extent the
requisite attitudes Deardorff cites. These can then be enhanced as well as the participants’ motivation and
knowledge through the pre-departure training. The communication scenario for (self-) reflection should
prove as a further catalyst towards ethnorelativity and associated skills, which, in turn, should result
eventually into appropriate and effective interaction. In order to verify this hypothesized interrelationship
in our concrete context, the use of an assessment instrument at defined points of the preparatory phase
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and the internship itself seems a reasonable approach. The implementation scenario of the assessment
instrument in the project context is described in section 6.

Fig. 3c: Deardorff Process Model of Intercultural Competence (Spitzberg and Changnon 2009, 33).

3.2. Milton Bennett’s Developmental Model of Intercultural Sensitivity (DMIS)

Specifically, we are interested in the way people construe cultural difference and in the varying kind of
experience that accompany different constructions. This experience is termed 'intercultural sensitivity,'
and it is assumed that such sensitivity can be described in developmental terms better than as a
collection of specific behaviors. In other words, it is the construction of reality as increasingly capable of
accommodating cultural difference that constitutes development; [author's italics] behaviours such as
negative stereotyping will be treated as simply manifestations of a certain stage of construction.
(Bennett, 1993, 24).
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Bennett (1993) distinguishes in total between six stages, three of which are categorized as ethnocentric and
are characterised by projecting one’s own cultural view onto one’s interactions, either by ignoring,
defensively rejecting or minimizing cultural differences. The three ethnorelative stages indicate an
increasing ability for perspective shifting and cognitive, affective as well as behavioural adaptation to
specific cultural communication situations as indicated in the following figure:

Fig. 3d: The Six DMIS Stages (Bennett, 1993).
6
For Bennett (1993) moving through these stages is associated with personal growth and must be seen as
multidimensional. This development, therefore, involves the whole personality - one’s thinking, feeling and
acting:

Initial development is cognitive - the generation of relevant categories for cultural difference. The
reaction to this development is affective - a feeling of threat to the stability of one's world view. The
developmental treatment for a threat response is behavioural - joint activity toward a common goal and the response to this treatment is cognitive - consolidation of differences into universal
categories. Subsequent appreciation of cultural difference is affective and is combined with
increased cognitive knowledge of differences. This change is followed by behavioural applications
involving the building of intercultural communication skills. Finally, all three dimensions are
integrated in the operation of 'constructive marginality. (Bennett, 1993, 26)
Again, it is highly relevant for the SKILL2E project that the DMIS model supports the development of
intercultural competence in a sequential manner that can, in the ideal case, be aligned with the supportive
infrastructure for students going on internships / placements abroad. It could be considered an
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achievement if participants displayed a change after the internship and the associated SKILL2E
interventions with respect to the stages the DMIS delineates. Here, Janet Bennet’s claim that any training
and intervention strategy should be informed by the individual stages participants are currently in , has to
be taken into account as well and translates therefore into using the assessment instrument for needs
analysis. This goes in line with focussing the training on stage-appropriate competencies rather than on a
vague assumption that certain skills might be appropriate. In her 2003 article, "Turning Frogs into
Interculturalists: A student-centered Developmental Approach to teaching Intercultural Competence", she
presents a number of adequate approaches and stresses the necessity for the right balance between
support and challenge also dependent on the DMIS stage-specific behaviours and attitudes a participant
exhibits (see also Bennett and Bennett, 2009) .
3.3.

Cultural Dimensions

Having accepted the hypothesis that intercultural sensitivity and thus competence is linked to the ability to
adapt and appropriate cultural differences and act accordingly, it is significant how such difference can be
manifested and described. Even though, there has been substantial criticism especially pertaining to the
fact that it relates to the constructs of national cultures, Geert Hofstede’s (2005) seminal study can provide
a useful framework to locate and express observed cultural differences. Similarly to Bennett, Hofstede
(2005, 6) highlights the necessity for partaking of an ethnorelative position:

Studying differences in culture among groups and societies presupposes a neutral vantage point, a
position of cultural relativism. ... Cultural relativism does not imply normlessness for oneself, nor for
one's society. It does call for suspending judgement when dealing with groups or societies different from
one's own.
In addition to Hofstede’s five dimensions, other theories of cultural dimensions should be taken into
account as the theoretical backdrop of cultural differences such as those of Trompenaars (1993) and the
most comprehensive one as of today, the Globe Study (2004)2. While these theories are highly relevant for
the explanation of aspects constituting cultural dimensions, there are only a few assessment instruments
related to these explicitly, such as Horizontal and Vertical Individualism and Collectivism. Furthermore, the
existing ones do not provide a comprehensive assessment of intercultural competence and the individual
development but rather the individual respondent’s potential categorization related to, for example, the

2

See also http://www.thunderbird.edu/sites/globe/
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categories of individualism or collectivism. This, however, is not useful for using the assessment instrument
as a formative and / or summative instrument in Fantini’s (2009) sense. These usages, however, are
relevant for the SKILL2E project. The theories of cultural dimensions must definitely be considered for the
pre-departure training, and the online communication scenario, but only play a minor role for the selection
of the assessment instrument.

3.4.

Edward Hall’s High and Low Context Communication

In the same way as theories on the constituents of cultural differences bear significance in displaying
appropriate and effective intercultural competence, Hall’s seminal distinction between the two basic
categories of communicating in different cultures and associated orientations towards more individualistic
or collectivistic cultures is relevant. Identically, however, no assessment instrument measures these
communication styles in its pure form, though there are some that indicate, for example, a more direct or
indirect communication style towards problem-solving such as the Intercultural Sensitivity Inventory (ICSI).
As already argued above, measuring this aspect exclusively would not support the Skill2E objectives. For
the pre-departure training and the online communication scenario, Hall’s theory has been integrated as it is
supportive in understanding and dealing with different organizational cultures during internships.

4. Purposes and Criteria

Using an assessment instrument or in Fantini’s terminology an “external tool” (2009) can be justified by
various purposes. Most importantly, according to Deardorff (2009) the selected instrument has to be
aligned with the defined goals and objectives of the programme or project. She also cautions not to want to
achieve too much, but instead to prioritize aspects to be measured and formulate these in a realistic way.
For her it is also essential to use a control group to verify the actual difference in achieving any intercultural
gain. Michael Paige (2004) defines a total of ten purposes for integrating an assessment instrument as
illustrated in the following figure:
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Fig. 4a: Ten Purposes for Using Instruments in ICT (Paige 2004, 87).

Assessing personal development is crucial if cultural self-awareness as outlined by Deardorff is seen as an
essential stepping stone on the path to acquiring intercultural competence. According to Paige (2004, 87),
It will “... provide the learner with the kind of information that will promote better understanding of the
self." Analyzing audiences will support tailoring training design as is intended in the pre-departure training
and possibly in the context of the cultural mentoring concept (WP 3) Related to this key objective are the
purposes of examining topics relevant for the training as well as varying the training activities. Training that
considers these aspects might prove thus more effective and result in "engaging the learners more
experientially in the assessment of their own intercultural competencies" (Paige 2004, 90). Exploring
cultural, racial and ethnicity identity issues are especially relevant with respect to organizational culture
and diversity in the workforce, the issues at stake in the context of cultural mentoring. Developmental
models such as the DMIS can provide the explanatory framework for the varying perceptions of identity as
seen by the individual and his or her social environment “... particularly where that social construction is
negative (e.g.racist, sexist, or homophobic)" (Paige 2004, 88).

Presenting theory and bridging theory to practice impacts on learners’ motivations by engaging them in the
discussion of intercultural competence and its direct relevance to his or her own situation through the
assessment instrument. Similarly, resistance towards training can be overcome if participants learn about
their current status of competence through the individual and sensitive usage of an assessment instrument
rather than a direct confrontation or exposure of their ethnocentric stance. Finally, facilitating data-based
training refers to bolstering training and intervention achievements and ongoing developments by reliable
and meaningful data. Of the purposes described above, it is evident that all have significance within the
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SKILL2E project, though with varying degrees of importance. Paige’s purposes 1, 3, 4 and 10 are most
pertinent to the SKILL2E project, followed by 6, 7, 8, and 9, whereas 2 and 5 seem least relevant but
definitely not irrelevant as is argued below.

4.1.

Skill2E Project-specific Purposes

As has been outlined in the project proposal, the reasons for using an assessment instrument within the
SKILL2E project are i) to provide a valid and culturally unbiased methodology and implementation scenario
to assess the intercultural competence gain in transnational student placements and ii) to equip students
with the skills to reflect on and describe this competence gain to future employers. In line with Michael
Paige’s most relevant purposes as indicated above, this means that the assessment instrument must
reliably measure if and to what extent students going on internships abroad will experience an increase in
intercultural competence as defined in section 2.1. Furthermore, the selected instrument should help
bridge the theory-practice gap in familiarizing students with concepts of defining intercultural competence
and the associated terminology so that they can reflect on and articulate the skills and competencies they
have acquired to future employers.
This seems to be in line with other European initiatives like the Europass3 aiming at documenting all
acquired competencies during one’s educational progress in a portfolio or the New Skills for New Jobs
Initiative4 with its focus on the match between skill demand and supply, especially transversal skills and the
necessity for accountability and a learning outcome oriented approach.

4.2.

Assessment Instrument Selection Criteria

Michael Paige (2004) and Fantini (2009), who have reviewed the deployment of assessment instruments in
the context of intercultural communication, agree that the selection must meet the following criteria:

3

http://www.europass.eu

4

http://ec.europa.eu/education/focus/focus2043_en.htm
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Adequacy for specified purpose: why should an instrument be used and how could this usage
contribute to the defined programme or project objectives as well as the overall assessment /
evaluation concept



Theoretical grounding: is the instrument based on a theory that is widely accepted among the
scientific community? Have intercultural competence and its indicators and intended outcomes
been defined?



Reliability and Validity: has the instrument been tested for applicability across cultures as well as
for social desirability? What is the evidence that the instrument really tests what it purports to
assess and that these results are scientifically sound?



Context and administration: how easily available is the instrument and accompanying explanatory
and supporting materials, if there are any? What resources are needed e.g. is the instrument a
simple self-scoring hard copy to be distributed or is a specific infrastructure required? How easy or
difficult is it to obtain the results and who is intended to get and use these results for what
purpose?



Costs: Can the instrument be used for free or is there a fee? Is the instrument self-scored or
commercially scored? Is training for the instrument required at a cost? What are the costs of the
previously mentioned resources required in the instrument administration?

Fantini (2009) additionally mentions the type of assessment such as ongoing / formative or end-testing /
summative as well as the age and developmental stage of participants as relevant factors. Paige (2004), by
contrast, lists evidence for current application of the instrument in intercultural training as potentially
indicative of the quality of an instrument.

4.2.1. Selection Criteria for SKILL2E Project

All of the above mentioned criteria have been explicitly or implicitly incorporated into the project-specific
selection criteria except for accompanying materials, training programs and current usage. These three
points, especially the last one, should not be ignored when considering the theory base underlying the
instrument. As outlined in the proposal, the criteria to be foremost used for the instrument selection in the
project context are:

i.

user-friendly implementation related both to logistics and availability

ii.

free of cultural bias
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iii.

availability in consortium languages as this might be crucial for employability across all consortium
cultures

iv.

theory base with respect to the project objectives especially the definition of intercultural
competence gain

v.

price-performance ratio

4.2.2. The Assessment Instrument as a Component of the SKILL2E Evaluation Concept

According to Deardorff (2009) intercultural competence is an "ongoing process". It is therefore important
to provide opportunities for project participants to reflect upon and assess the development of their own
intercultural competence. This involves incorporating “... integrated assessment throughout a targeted
intervention" – in our case, primarily the pre-departure training and the online communication scenario.

In this context it is interesting to note that the only competency that all intercultural experts agreed upon
as essential (see above for more details on her research findings) was the "ability to see from others'
perspectives.” As a consequence, the selected assessment instrument should definitely measure any
increased ability of perspective shifting and the associated appropriate attitudes and behaviours. Pointing
to the complexity of intercultural competence and the multiple and various definitions, Fantini (2009, 462)
calls for "multidimensional assessment approaches.” This is in line with the intention to use the assessment
instrument in combination and as an integral component of the comprehensive SKILL2E evaluation
Concept. As mentioned above, this concept encompasses quantitative and qualitative measures and
includes the analysis of the intercultural diaries and reports from the online communication scenario.

5. Instrument Selection

In the educational and corporate worlds, a plethora of assessment instruments for intercultural or
associated competences exists. Finding the most appropriate instrument is therefore a herculean task.
While some instruments bear superordinate titles that designate composites of abilities, others address
varying subcomponents of intercultural competence. Some instruments focus on lingual rather than
cultural aspects; some do the opposite. Other instruments stress international rather than intercultural
facets and thereby exclude differences within national boundaries; still others are simply ambiguous and
their intent is unclear. Regarding the two meta-studies devoted explicitly to assessment instruments,
Michael Paige’s article “Instrumentation in Intercultural Training” (2004) has proven more useful in
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supporting the selection process. First, the choice of the presented instruments is outlined and based on
defined criteria. Secondly, each individual instrument is consistently described and evaluated against a
stringently defined framework including psychometric evidence on reliability and validity, the theory base,
purposes, use cases and logistic considerations. Fantini (2009) basically presents an alphabetical list of
instruments, which he briefly describes, but neither provides any rationale for including or excluding
instruments, nor any stringent evaluation of all presented instruments.

Paige (2004) presents a total of 35 instruments, which he broadly classifies as those assessing groups and
individuals. Furthermore, he identifies 11 different topic-related categories. From these, for the specific
SKILL2E purposes as outlined above, category II.A - Intercultural Development and category II.H –
Intercultural and Multicultural Competence seem most relevant. Categories II.B Cultural Values and Value
Orientation, II.E Global Awareness and Worldmindedness, as well as II.F, Cultural Adjustment, Culture
Shock and Cultural Adaptation bear significance for the project objectives too. The instruments in these
groups, however, are either too narrow in scope, such as, for example, the GAP focusing on objective
cultural knowledge, the OAI targeting corporate expatriates and international sojourners or the ICSI using
the contrasting concepts of individualism and collectivism. Some lack reliable psychometric evidence as
documented by Paige (2004) or a SKILL2E project-relevant theoretical foundation. As the project focuses on
the accountability and sustainability of intercultural learning, the instrument should be able to measure not
simply a general orientation but trace a person’s development in relation to the interventions carried out in
the project context. The table below (Fig. 8) provides an overview of the Paige (2004) (sub-) categories and
the associated instruments.

Fantini lists 44 instruments, of which only five overlap with Paige’s selection, namely the Cross-Cultural
Adaptability Inventory (CCAI), the Global Awareness (GAP) Test, the Intercultural Development Inventory
(IDI), the Intercultural Sensitivity Inventory (ICSI) and the Overseas Assignment Inventory (OAI). Of these
five, the CCAI and the IDI seem most suitable. Regarding the remaining instruments, the Culture General
Assimilator consisting of 100 critical incidents could be used for training purposes to prepare students for
their placements but not for assessment as it “...is not, strictly speaking, an instrument” (Paige 2004, 120).
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Fig. 5a: Table of Intercultural Instruments by Topic (Paige 2004, 94).
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Similarly, the questionnaires, simulations and role-plays developed within the scope of the EU-funded
Intercultural Assessment (INCA) project5 (Fantini 2009, 470) could be incorporated into the trainings. It is
not evident, however, how these tools could be used as assessment instruments. The theoretical
foundation is provided in the “INCA theory”6 comprising the attributes of tolerance for ambiguity,
behavioural flexibility, communicative awareness, knowledge discovery, respect for otherness and
empathy, however, without referencing any current literature. Thus, a key selection criterion, a sound
theory base, is not met.

Eva-Ulrike Kinast (2005) provides an introduction to the usage of intercultural assessment centres in the
German corporate context. These are used for two main purposes: i) as a culture-general diagnostic tool of
a person’s intercultural competence, often as part of the assessment of the general leadership and
managerial qualifications of candidates; ii) as an evaluation method to identify the culture-specific
suitability of a candidate for a particular assignment abroad. While she rightly deplores that many
companies ignore the costs entailed by failed international assignments and projects due to a lack of
intercultural sensitivity, the resources needed for such assessment centres are not negligible and probably
not affordable in most educational environments. Nevertheless, intercultural assessment centres constitute
an interesting approach in their application of expert observation.

The CCAI is the instrument most widely used according to Paige in intercultural training and according to
Kumas-Tan (2007) among the ten most often used instruments in the health sector. It serves most purposes
which have been identified as seminal for the Skill2E project as outlined above. There is “good evidence”
that the instrument is reliable and “a small but growing amount of research literature” on its usage exists
(Paige, 2004, 114). This, however, also includes a critical review of its accountability by Davis and Finney
(2003, 8), who analysed the psychometric properties using factor analysis. They conclude that the
instrument should:
[… not] be used to assess the cross-cultural adaptability of any population until it has been studied
further. This scale appears to need major revision including item analysis and structural changes.
Modifications need to be made based on theoretical research and supported by statistical
evidence.

5

http://www.incaproject.org/index.htm

6

http://www.incaproject.org/en_downloads/24_INCA_THE_THEORY_eng_final.pdf
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Based on the evidence above as well as the definition of competence and the theory base used in the
context of the SKILL2E project, the IDI, a multipurpose instrument, is therefore the instrument of choice.
Fantini (2009, 471) characterizes it as a “... statistically reliable and valid measure of intercultural sensitivity,
translated into 12 languages and applicable to people from various backgrounds.” Hammer (2009, 70)
underlines its usefulness “... whenever intercultural sensitivity is important to assess.” The IDI meets all
SKILL2E selection criteria, though to a varying extent:

5.1.

User-friendly implementation related both to logistics and availability

As it is available as either paper-and-pencil or an online tool, it is not difficult to use it in an educational
setting where an adequate infrastructure is given at all consortium partner locations. The tool is available
through IDI, LLC Consulting7, the consultancy owned by Mitch Hammer, one of the co-creators of the
instrument. The consultancy could be won as a Third Country Partner for the project, which considerably
facilitated any logistic issues. One drawback is that the tool can only be used by qualified trainers and is not
self-scoring. Thus, a qualifying seminar needs to be attended, which involves time and human resources.
This fact was, however, already considered in the planning of the project and is included in the staff and
travel budget.

5.2.

Free of cultural bias

The IDI has been deliberately designed in an intercultural context and is based on Milton Bennett’s DMIS
described in detail above, see Hammer (1999) for more details. It has been additionally tested for social
desirability among a culturally diverse sample (Hammer 2011).

5.3.

Availability in consortium languages

As regards consortium languages, The IDI is currently available in English, German and Spanish but neither
in Romanian, Swedish, Finnish nor Turkish. While this is not ideal, no other instrument would be available
in all consortium languages.

5.4.

Theory base

As detailed above, the IDI is based on the DMIS, correlates to the intercultural competence concept as used
in the project and is suited to the defined project purposes. It can be implemented both for formative and

7

http://www.idiinventory.com/
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summative assessment. The current version IDI.v3 and the associated Intercultural Development
Continuum (ICD) are discussed in more detail below

5.5.

Price-performance ratio

This would normally have to be seen as a minus point as the necessity for the qualifying seminar and the
scoring only be available commercially entails much higher costs than many other instruments. On the plus
side, it means that the scoring is done reliably and consistently and expert advice is available in the
interpretation and for follow-up measures. As IDI, LLC is a consortium partner, the qualifying seminar was
delivered within the project context and covered by the project budget for a certain number of consortium
members and thus turned the scales in favour of the plus side.

6. IDI v3
The IDI in its current version (IDI v3) is a 50-item instrument, carried out either in a pencil-and-paper or online version and takes about 15-20 minutes to complete. It is based on actual statements selected from
interviews of a directed sample of 50 subjects representing cross-cultural and situational diversity (i.e., not
limited to university students). Using a 5-point response scale from agree to disagree, statements are
evaluated such as “People from other cultures are generally lazier compared to people from my culture”
(Paige 2004, 99). Additionally, four open-ended questions support capturing the respondents’ intercultural
experience. The instrument can be used both for individuals as well as establishing group profiles and has
been widely implemented in both the corporate and educational worlds as it offers “a powerful explanation
of effective interaction across cultural boundaries” (Hammer 1999, 62).
The test results show an individual’s or a group’s position along the Intercultural Development Continuum
(ICD), which “identifies specific orientations toward cultural differences that range from monocultural
perspectives to more intercultural mindsets” (Hammer 2009, 205). It not only identifies the respondent’s
cultural orientation along the ICD, but also unresolved issues from previous stages holding back the
individual or the group to progress. Thus, it pinpoints the challenges in “further developing a deeper set of
perceptions and consequently a more complex experience of cultural diversity. The following figure
illustrates this continuum of increasing sophistication in cultural interactions:
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Fig. 6a: Intercultural Development Continuum (Hammer 2009, 206).
The ICD is a further development of the DMIS, necessitated through the fact the original Encapsulated
Marginality Scale associated with the sixth DMIS Stage – Integration - proved to be more related to issues
of identity. In the IDI v3, it is measured as an independent aspect, termed Cultural Disengagement, showing
“the disconnection one can experience from one’s primary cultural community(ies)” (Hammer, 2011, 21). In
the ICD, the original DMIS Defense Stage has been renamed into Polarization and distinguishes between
two forms: i) Polarization as Defense, a clear distinction in the construction and perception of cultural
differences into ‘us’ and ‘them’ with feelings of superiority about one’s own culture: ii) Polarization as
Reversal, where one’s original culture is denigrated and some other culture seen as superior. While the
DMIS distinguishes between three stages of ethnocentrism and three ethnorelative ones, there is a
stronger focus on moving along a continuum in the ICD with the Minimization Stage as the transitional
phase. This is confirmed by findings that:
Minimization may be more interculturally competent than originally characterized in the DMIS.
Nevertheless, consistent with the DMIS, is also not sufficiently capable of understanding as deeply
as needed various patterns of cultural difference nor is it able to easily identify and implement
cross-culturally adaptive behaviour and solutions to complex intercultural problems (Hammer,
2011, 21).

In the table below, Hammer provides a brief description of the individual stages along the ICD and the
Cultural Disengagement:
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Denial

An orientation that likely recognizes more observable cultural differences (e.g.,
food) but, may not notice deeper cultural differences (e.g., conflict resolution
styles), and may avoid or withdraw from cultural differences.

Polarization

A judgmental orientation that views cultural differences in terms of “us” and
“them”. This can take the form of:

Defense

An uncritical view toward one’s own cultural values and practices and an
overly critical view toward other cultural values and practices.

Reversal

An overly critical orientation toward one’s own cultural values and practices
and an uncritical view toward other cultural values and practices.

Minimization

An orientation that highlights cultural commonality and universal values and
principles that may also mask deeper recognition and appreciation of cultural
differences.

Acceptance

An orientation that recognizes and appreciates patterns of cultural difference
and commonality in one’s own and other cultures.

Adaptation

An orientation that is capable of shifting cultural perspective and changing
behavior in culturally appropriate and authentic ways.

Cultural
Disengagement

A sense of disconnection or detachment from a primary cultural group.

Fig. 6b: Table Summary IDI Developmental Continuum Orientations (Hammer, 2011, 25).

Reliability and Validity of the IDI is high as has been outlined above. For an extensive description of the
development as well as the validity and reliability testing of the IDI see Hammer (1999, 2009, 2011)
Hammer and Bennett (2001a, 2001b), Hammer et al (2003), Bennett (2004), Hammer, Bennett and
Wiseman (2007). The following section outlines the concrete implementation of the instrument within the
project context.

7. Instrument Implementation Scenario

As mentioned above, the IDI meets all selection criteria and correlates with the project-specific purposes
Hammer (1999, 62-3) identifies four aspects with reference to the rationale of using the IDI:
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awareness raising of orientation towards cultural differences and increase of understanding of
developmental stages and associated intercultural skills



evaluation of effectiveness of training and interventions in general



improvement of intercultural skills through providing feedback



needs analysis to tailor training

In line with the defined project purposes and as described in the project proposal, the assessment
instrument was implemented for two major reasons:


As a diagnostic tool including usage in the sense of a formative test (Fantini, 2009, 463)
o

to be able to provide better, customised training for students in the pre-departure training

o

to identify key competencies students already have or have acquired / strengthened /
intensified. This will provide them with appropriate verbalizing skills to communicate their
overall competence gain after the placement to, for example, employers. This usage is
related to the term “formative assessment” used in the recognition of prior learning
context, which in turn is a major objective in the context of Lifelong Learning, one of the
key Bologna and European Higher Education Area (EHEA) 8objectives.

o

to identify the current profile of the cultural mentors so that they can be aware of their
own strengths and weaknesses when mentoring and in case training is provided to again
tailor the training accordingly



As an assessment tool in the sense of an achievement test (Fantini, 2009, 463)
o

to identify whether the intervention measures such as the pre-departure training, the
reflection and the cultural mentoring have had an impact on the participants’ intercultural
competence gain

The following two scenarios and associated figures show the IDI deployment in the SKILL2E Project with
Scenario 1 comprising both the educational and corporate environments and Scenario 2 focussing on the
corporate context only.

8

http://www.ehea.info
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7.1.

SKILL2 E Scenario 1

Pre-Departure
Training

IDI Assessment

Company
Placement /
Cultural Mentoring
/Online Reflection

IDI Assessment

Fig. 7a: IDI Implementation scenario for transnational placements / internships.

As can be seen, the assessment instrument is used before and after the placement. Thus training design can
be adapted to the specific group profile. The SKILL2 Pre-Departure Training Concept addresses this issue
and discusses its implications in detail. It should also guarantee that all intervention strategies consider the
stage-appropriate mindset. Originally, it was considered to use the IDI also after the pre-placement
training, but based on expert advice from the IDI trainers, it was decided to use the IDI as visualized above.
The training itself was evaluated using a questionnaire and through personal feedback from participants to
the trainees.

7.2.

SKILL2E Scenario 2

Fig 7b: IDI Implementation scenario in corporate context.

In this scenario that is actually a segment of Scenario 1, the project target group of enterprises is focused
on. While it would have been ideal to pilot the cultural mentoring concept in the placement / internship
context only, this might have ruled out usage by companies that do not have interns / placements students
from the consortium but were still interested in and willing to trial a pilot implementation of the cultural
mentoring concept. This is in line with the objective described in the proposal that the Cultural Mentoring
Concept could be further developed into a method to address diversity issues in a company in general, not
only those resulting from employing international interns. A major task was also the alignment of the
instrument usage with the general SKILL2E Evaluation Concept and the involvement of all stakeholders, not
least the feedback from the students participating in the training. The following sections further detail the
implementation purposes especially relevant for the SKILL2E Project.
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7.3.

Training Needs Analysis

Training needs analysis is one of the first essential steps necessary in conceptualizing intercultural training.
During the assessment period, and together with the participants, the main purpose, content, and specific
context of the training is determined, such as whether the training should look at and fill deficits, or build
on potentials; whether the content should focus on culture-specific or culture-general issues; composition
of participants or if the group is homogeneous or heterogeneous and if they need to be sensitized to
specific issues. It is also in this phase that primary goals and learning outcomes of the training are
determined (Fowler and Blohm, 2004). In our case, the pre-departure training aims at supporting the
intercultural competence gain and the readiness to reflect on cultural issues and as a consequence, to
modify behaviour. Owing to the fact that there will be limited time available in most cases, it is essential to
balance the challenge and support through DMIS stage-appropriate competencies. It does not make sense
to use high-risk simulations with trainees that are in the Defense stage or, on the other hand, to focus on
similarity among cultures with participants in displaying minimization characteristics. The same holds true
for any training to be conducted in the intercultural mentoring context. Bennett and Bennett (2009) have
developed a full set of activities related to the individual DMIS stages and focusing on competencies that
are appropriate for specific developmental levels. Any training design in the SKILL2E project context must
pay heed to this fact.

7.4.

(Self-) Reflection of Personal Intercultural Competence and Development

As cultural self-awareness in its widest sense forms a key constituent of intercultural competence, it is vital
to provide opportunities for the project participants to acquire, if necessary, intensify and most
importantly, practice this skill. In the project, the online communication scenario in WP 4 will develop the
framework for guided self-reflection during the work placement. Culture incorporates here the national,
ethnic but also organizational, business sector and / or gender-related environment in the sense of
Hofstede’s (2005, 4) “collective programming of the mind that distinguishes people from one group or
category from of people from others.” This might also raise identity issues that need to be addressed and
can be identified through IDI usage with respect to the Cultural Disengagement Scale described in section 6.

The Online Communication Scenario is based on the model developed in the national LeonardodaVinciII
project SKILLS, which has been presented at various conferences such as the SPACE 2008, NAFSA 2008 and
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EAIE 2009, where the further developments in the current project had already been anticipated. The
diagram below illustrates the model highlighting its alignment with Kolb’s learning cycle. This was
considered as one of the relevant factors for achieving sustainability as learners were challenged in various
ways and thus engagement could be intensified. The pre-departure training focused on awareness-raising
and sensitizing students for cultural differences using Hofstede’s five dimensions as a reference framework
alongside Hall’s high and low context communication (abstract conceptualization). The intercultural diary
carried out as a blog in an online learning platform provided the opportunity to document intercultural
observations at the workplace (reflective observation), which were re-evaluated in a double reflective loop
in the guided structure of the intercultural placement report. It was hypothesized that these strategic
interventions would enable reiterated conscious decisions with respect to trialling context- appropriate
behaviour (active experimentation) during the transnational placement (concrete experience).

Fig. 7c: SKILLS Model for Sustainable Intercultural Competence Gain in Transnational Placements (Kolb’s
Learning Cycle diagram adapted from Kolb and Fry, 1975).

The further development of this core concept with its use of double loop learning used in the SKILL2E
Project is elaborated in the Pre-Departure Training Concept and will be presented at the Learner’s
Conference in London in August 2012. (Henderson, Tabuenca, Eder, Abermann, forthcoming).
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7.5.

Familiarization with and Employment of Intercultural Competence Terminology

A major objective of the SKILL2E project is to reap sustainable benefits from intercultural encounters, not
least how such competence acquisition or gain can be applied in the current or future workplace
environment and be explicitly transferred into a skill upgrade. The prerequisite is therefore, the
identification and proper communication of the skills acquired and how they will be useful for an employer.
In Deardorff’s (2009, 487) words, learners need to be able to “articulate clearly and specifically what they
have learned.” In accordance with Paige’s (2004, 89), purpose of presenting theory and bridging theory
with practice, participants will be introduced to the underlying concepts and associated specific
terminology. It is, however, not only the participating students that need to be familiarized with the
terminology, all three target groups and thus including also higher education professionals and business
representatives need to be able ‘to speak that language’. Using the IDI, however, was not possible on a
larger scale with these two groups but could only be piloted through workshops for higher educational
institutions9 and enterprises10 within the scope of this project. All universities involved, however, intend to
integrate the IDI in their strategic internationalization efforts.

7.6.

Support in Implementing the Cultural Mentoring Concept

In the context of Cultural Mentoring, two specific use cases are relevant. On the one hand, as already
discussed, the IDI is used to analyze a particular person’s qualification profile for acting as cultural mentor
and in case training is advisable, tailor the training design to the specific needs. On the other hand, the
instrument is used in combination with other quantitative and qualitative measures to assess what impact
the cultural mentoring has had for the participants. The IDI can serve as only one jigsaw piece as only pilot
cases could be implemented within the short time span of the project lifetime. In order to get valid data, a
much higher number of participants and control groups would have to be set up. Additionally, there would

9

Workshop 37 - Sustainable intercultural competence acquisition in internships abroad: the SKILL2E three-tier model
at the EAIE Conference in Copenhagen, 14 September 2011. Facilitators: Abermann, G., Erdil, Y. , Streitbürger, L. ,
Tabuenca, M. Tigerstedt, C., with 35 participants from Higher Educational Institutions
10

E.g. Enterprise Workshops held in Istanbul (1 October 2011), and Salzburg (27 April 2012)
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be too many factors that could influence the results and thus distort any conclusions. Only the combination
of these collected data will provide reliable outputs.

7.7.

Reference to and Alignment with Evaluation Concept

As was already indicated in the previous part, it is essential for quality assurance that any measure is
integrated into the whole concept and used coherently. This is especially true for the overall SKILL2E
Evaluation concept and follows Deardorff’s (2009, 488) advice to use a “multimethod, multi-perspective
approach”. Another relevant factor is the clear formulation of learning outcomes for all learning phases and
activities. The SKILL2E Evaluation Concept defines the appropriate mix of measures and indicators to assess
the achievement of these learning outcomes. Not least, this contributes to the project objective of
accountability of the implemented interventions.

8.

Qualified Administrator Feedback on IDI Usage in SKILL2E Project

In order to evaluate the concrete usage of the IDI, all project members that acted as a Qualified
Administrator (QA) were asked to provide feedback through a questionnaire. A QA is authorized through a
licence agreement to administer the IDI including ordering the required number of online tests, setting up
and customising the specific format used and most importantly retrieving the individual and group profiles
as well as providing feedback to the test takers. QAs need to undergo a 2-day seminar, study the provided
literature and webinars as well as carry out three trial feedback conversations before they can enter the
licence agreement.

In the project context, each consortium member could nominate one person to act as the QA. In the case of
the enterprises UNIVERSUM and ETA2U, this option was delegated to a project member from the university
of the same country - ARCADA and UPT respectively. This was due to time constraints on the enterprise
side. In both cases, however, the university and the enterprise closely worked together and all enterprise
project members took the IDI, which was very important for the understanding of the relevance of the use
of such an instrument. Thus, each consortium member country had at least one person trained, who acted
as the country coordinator for the IDI administration. The consortium also agreed on using the identical setup with contexting questions and two additional project-specific ones. QAs evaluated and commented on
all phases of the assessment instrument usage with respect to the criteria set out in the project proposal
and agreed by the consortium members.
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8.1.

IDI Training

The training for the administration of the IDI was conducted in the context of the project meeting in
Alicante in January 2011 for 10 consortium members including a representative of the associated partner
Porsche Interauto GmbH, based in Salzburg. A second smaller group of three got their training in the
context of a seminar in Zurich in September 2011. This was necessary as in these cases the previously
trained person had left the project team or the selected person was not able to attend the training offered
at the Alicante meeting. Michael Paige conducted the training in Alicante, Debra Freethy the one in Zurich.
Both trainers familiarized themselves in detail with the project before the training and could thus provide
input and perspectives on best using the IDI for the defined projective purposes. The rich personal
experience and background of the trainers in intercultural communication as well as supporting students
and organizations in their intercultural competence gain, constituted a substantial asset. For example,
through the discussion with the trainers, most QAs decided to provide personal feedback before the predeparture training against the original intention to do this only after the students’ return from their
placement. In all cases, where this approach was chosen, it translated into a catalyst for awareness rising
towards issues of intercultural sensitivity. Clearly, those students who had had the personal feedback
before the training were much more receptive to the activities during the training.
All QAs found the training useful and essential for their own implementation of the IDI within their
university or enterprise setting. What was especially fruitful was the role-playing of feedback conversations
with one person acting as a fictitious test-taker in various stages of the ICD. Details on the learning
outcomes of an IDI training can be found on the IDI website11.
Both trainers were also accessible throughout the project lifetime for advice on handling the IDI and both
attended at least one project meeting and cooperated in delivering an enterprise workshop (Freethy:
Istanbul, 1 October 2011) or a multiplicator workshop for universities intending to use SKILL2E concept
(Paige: Salzburg, 27 April 2012).

11

https://www.idiinventory.com/registration.php
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8.2.

Evaluation of IDI Usage against Selection Criteria

The specific selection criteria have been described in detail in section 5. QAs were asked to comment with
hindsight whether these selection criteria have been properly argued and met in a real-life setting. The
following parts present a summary of the most relevant feedback.
8.2.1. User-friendly implementation related to both logistics and availability
Owing to the fact that the IDI is taken online, it is easily available. However, for the QAs, the most difficult
aspect was getting the order placed and payment done via the IDI webpage interface. All QAs mentioned
that it was not intuitive in usage. Equally, the information on the website for setting up the IDI was not easy
to understand. Help was provided in the form of a webinar, but it was complicated viewing the webinar and
carrying out the instructions. Recently, however, the website has been highly improved in terms of ease of
use and instructions can be downloaded and printed out easily.
Providing access for the test-takers was simple as either an automatic mail could be generated or QAs
simply forwarded username and passwords to the individual test-takers. No issues were raised in this
respect that related to IDI v3 specifically.
8.2.2. Free of cultural bias
The questionnaire appeared to be free of cultural bias when the feedback conversations with test-takers
from different nationalities are taken into consideration. None of the QAs reported any case where a bias
could be assumed. However, it became evident that the Turkish test-takers struggled most with
understanding specific items. It could not be verified whether this had any cultural component or was a
simple language issue as mentioned below.
8.2.3. Language availability
As mentioned above, IDI is currently available in 14 languages, among them the consortium languages
English, Spanish and German. No difficulties in using the instrument in English were encountered in the
Finnish / Swedish context. The Romanian QAs also reported that with their students no language-related
issues were raised. However, acceptance in the enterprise context could be enhanced if the test were
available in Romanian. As regards the Turkish setting, in a number of cases a person proficient in English
and Turkish had to help translate the items into Turkish to enable students and enterprise representatives
to take the test. Obviously, this is an unsatisfying procedure as it cannot be ruled out that the presence and
explanations of another person when taking the test, especially in the case of student – professor
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relationship, may have an impact on the test results. As IDI, LLC has a very rigid procedure for the
translation process back-translation, which takes time, it was not possible to make the test available in
Turkish during the project lifetime.

The majority of students did not have any difficulties related to language but the QAs stated that some of
the students complained about the statements as they didn’t understand what they mean. This was
especially prevalent in the case of Turkish respondents. It would therefore be necessary to have a Turkish
translation available if the IDI should be used on a wider scale.
8.2.4. Theory base relevance to objectives
The emphasis of the IDI is on a person’s orientation towards cultural differences and the intercultural
competence gain, which is also the main focus of the SKILL2E Project. In the first part of this report an
overview of the theory base underlying the IDI has been provided.
QAs also reported that in most of the feedback conversations it could be observed that the IDI takers’
profile and their expressed thoughts about cultural orientation showed a strong correlation with respect to
the ICD stages. IDI takers appreciated that the results do not constitute a good or a bad score but reflect
the experiences one has made and thus the available constructs on cultural diversity. A highly sensitive
aspect has proven the discussion of the perceived and the developmental orientation. This refers to the gap
between a person’s subjective view on his or her orientation towards cultural difference and the objective
assessment through the instrument. As IDI, LLC rightly prescribes, no test result must be passed on to a
test-taker without feedback by a QA. In a number of cases, especially with students, it was evident that
getting the test result without proper feedback and discussion would have been disheartening for the testtaker. In the feedback conversations, however, this orientation gap could be explained and related to
concrete experiences test-takers had made or the absence of opportunities for cultural learning. It was also
very important to explain the so-called trailing orientations as “[...] individuals do not have to completely
resolve a subscale before moving on to the next subscale on the continuum. For example, one could have
only partially resolved the Reversal subscale, while also partially resolving the Minimization subscale.”
(Anderson, Lawton, Rexeisen, Hubbard, 2002, 463).
8.2.5. Price-performance ratio

This selection criterion did not undergo any change when reviewed by the QAs.
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8.3.

IDI Usage in the SKILL2E Project for Diagnostic and Achievement Testing Purposes

This aspect cannot yet be fully assessed as the sample of students who took the IDI before and after
placement and received the whole range of intervention measures is too small to be valid and reliable. It
can be noted, however, that in some cases the gain was over 7 points, which according to the Georgetown
study (Vande Berg 2010) constitutes a substantial gain. There were, however, also a few cases, where
students started out in the Polarization phase and their second IDI was marginally lower than the first.
None of the students already in Minimization had a lower score than before. Again, this might be an
indicator that it is especially important to support those students who are in Polarization when they go
abroad. This is in line with Bhawuk and Brislin’s who describe “[...] intercultural sensitivity as an individual’s
reaction to people from other cultures, which can predetermine that individual’s ability to work
successfully with those people. They state that an individual’s reaction to other cultures develops and
changes over time with personal experience and training (Anderson, 2002, 460).”
QAs reported that the IDI terminology and explaining the continuum was very helpful in raising the
awareness of students that intercultural competence is related to intercult ural experience and
exposure and any competence gain requires active involvement. As a rule, QAs gave feedback to the
students face to face including the IDI follow-on material in the form of the personal plan. This plan
gives useful hints on possibilities for improving intercultural competence. In designing the predeparture training programme, the QAs suggested to schedule more, respectively sufficient time
between getting the test results and the training. In some cases, it was not possible to fully cons ider
the group profile in designing the training, but in all cases the results provided valuable information
for the QA before meeting the groups. Some of the QAs found the results not so relevant for the
training, as the groups were very small and the training programme was designed to suit these
specific participants using discussion techniques suitable for two or three. Also, in pre-departure
training programme some of the QAs attempted to focus activities using the IDI materials but they
note that it was difficult to know how successful this was from a long-term prespective. As for the
reaction of the students to testing and feedback, the QAs reported that students were generally
interested and were happy to discuss the reasons for their scores and think about how their
placement might affect them.

The integration of the IDI as the assessment Instrument of choice into the SKILL2E concept is regarded by
the QAs as useful not only for the students but also for the mentor and enterprise workshop trainers. In
Finland and Austria, the IDI was used both for students and cultural mentors. The mentor training included
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a pre and post-IDI. In both cases, the result for the mentor was higher than before. Again, the sample is too
small to make any valid inferences from this change.

Generally, the IDI usage had a positive impact in the context of the SKILL2E project. The feedback
conversations with the students as well as the university and enterprise representatives who took the IDI
were seminal in making them aware that intercultural competence is not something easily acquired but
takes an effort and is an ongoing process. IDI raised the awareness that intercultural learning can take place
anywhere between members of groups with different value systems. It is not necessary to travel to another
country. In some cases, the discussion of the test-takers free-text answers to the contexting questions or
better lack thereof, stimulated this insight. Furthermore, the enterprise representatives who did the IDI and
feedback realised the importance of the difference between perceived and actual orientation and that it is
not sufficient to have a positive attitude.

According to the QAs who evaluated the IDI as an assessment instrument, providing feedback before the
pre-departure training is highly supportive of the project objectives. The students who were given feedback
before the pre-departure training were receptive to all activities carried out in the training programme.
However, some QAs mentioned that it would be better to give feedback after the training session as some
students may think they have enough cultural competence for the moment. To counter that, they
suggested that they could continue to have some contact with the students in the first weeks of their
placement to help move their development along. But they are not sure if this would be possible or even
realistic. Here the online reflection in the intercultural diaries can partly take over that function.

It is concluded from the QA feedback that in all IDI takers, whether students, enterprise representatives or
higher educational staff, the IDI activates self-reflection and the awareness of the complexity involved in
intercultural communication. Although there are a number of instruments designed to measure some
aspect of intercultural sensitivity, IDI has definitely proven effective as one of the intervention mechanisms
in the SKILL2E project. The IDI scores reflected the test-takers’ cultural orientation, which in turn was
utilized as the basis for reflecting on the steps necessary in developing their intercultural competence.
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9. Conclusion

This report has outlined the underlying theory framework for the selection and usage of an assessment
instrument in the SKILL2E Model, which aims at supporting and enhancing intercultural competence
through a defined and integrated set of interventions. Additionally, it defined the specific selection criteria
appropriate for the SKILL2E project purposes. None of the selection criteria has proven invalid on the basis
of the evidence accumulated in the project so far, neither is there any indication that this could be the case
if larger samples would be available.

Acquiring intercultural competence is an ongoing process and depends on a person’s experience of and
opportunities for intercultural encounters as reflected in the DMIS, the ICD or Deardorff’s Causal Path
Model described in this report. Using the IDI as an core component both for diagnostic and evaluation
purposes has proven useful and relevant for the overall SKILL2E Concept. In the project context, the IDI
clearly supported triggering the self-reflecting capacity needed to utilize experiences for intercultural
learning and moving along towards a multicultural perspective. In order to confirm the SKILL2E consortium
experience from the pilot cases, it would be desirable to undertake a wide-scale study with a larger sample
of participants. A successor project has been proposed and submitted for funding, which might enable such
a study.
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