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“Culture” is the realization of the relationship between people and their 

environment.  Not only is it manifested in tangible items, but it also engenders identity, 

paradigms, and habitus: thus it fundamentally plays an incomparable role in what 

constitutes a sense of place.  Because landscape architects and other design 

professionals can have a powerful influence over place, they bear the responsibility of 

understanding and respecting this human construct.  Despite the increasing 

opportunities to interact with cultures different from our own, designers are often not 

specifically trained to competently respond to the cultural context.  Given the fluid nature 

of cultural interactions in today’s world, preparing designers to connect to other cultures 

requires that they experience and are educated in places formed by a different cultural 

construct.  The goal of this cross-cultural learning should be for students to develop 

cultural competency by structuring international experiences on experiential learning 

models that promote meaningful exchanges of ideas and reflection.  This thesis 

represents the author’s reflections on study abroad experiences and through further 

surveys, focus group discussions and expert interviews that elaborate on the 

development of cultural competency in education abroad programs.  The author’s 
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insights and personal reflections on the study-abroad experiences are offered within the 

framework of how to develop cultural competency. 
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CHAPTER 1 
INTRODUCTION 

Studio constitutes the core of design education.  The studio format has not 

remained unchallenged, but it has remained mostly unchanged since its beaux-arts 

origins.  In studio, students learn the valuable and fundamental skills necessary to 

become practitioners, often with particular attention to the client’s needs and the site’s 

physical, biogeographical and political contexts.  Under the tutelage of an instructor, 

landscape architects spend a significant amount of time analyzing and synthesizing 

physical aspects of a site in order to produce design solutions specific to the constraints 

and opportunities of the project site.  The nature of globalism has yielded an increased 

demand for designers to apply these skills to international sites; necessitating skills not 

only in producing design solutions, but producing those solutions within foreign cultural 

contexts.  The success of a project largely depends on its appropriateness with the 

culture in which it is built, because culture significantly dictates the way the user group 

will interact with the place.  While landscape architects are adept at working with 

physical aspects of a site within different physical contexts, approaching design through 

different cultural lenses requires specific skill sets that are in high demand especially 

with regard to intercultural relations. 

There are studios that specifically incorporate social and cultural issues, however 

(as Setha Low (1994) notes), while a foreign design exploration may involve significant 

time investigating aspects of pluralism and society, upon returning to studio “the 

pressure of what is professionally appropriate becomes more important.  Students learn 

to design for their colleagues and professors rather than for the community (p. 70).”   



 

11 

Thus, the traditional studio structure often prevents students from developing the 

skill of considering other cultural perspectives.  This limited cultural perspective 

presents challenges when designers are engaged to interact within a social or cultural 

structure that differs from their own (an increasingly more common scenario given the 

globalized workforce in which so many designers today are being employed).  This 

becomes important when analyzing how integral culture is to place and identity.   

Culture becomes manifested in place through symbols—a construct that 

landscape architects often work with.  With respect to Lefebvre and Lynch’s 

explanations of symbols and their importance to cultural perceptions of place, Neil (Neill 

& Schwedler, 2001) states:  

It was Lefebvre who perhaps more than anyone else extended the 
approach developed by Lynch to incorporate an awareness of the symbolic 
aspects of people’s imagery of the city alongside the physical dimensions.  
Lefebvre distinguishes between the ‘representations of space’ engaged by 
professional planners and cartographers which often lacks critical sensitivity 
to the everyday ‘spatial practices’ of people and to the meaning wrapped up 
in these and to ‘representational spaces’ in cities which are loaded with 
important symbolic meanings (p. 6). 

Thus, “making space is therefore very much a way of making meaning (Neill & 

Schwedler, 2001, pp. 6-7).”  The symbols and meanings that are associated with these 

spaces make a significant contribution to the “sense of place.” “Recognizing that in late 

modern times the world is becoming increasingly placeless, a matter of mere sites 

instead of lived places, place is due respect because of ‘its power to direct and stabilize 

us, to memorialize and identify us, to tell us who we are in terms of where we are (as 

well as where we are not) (Neill & Schwedler, 2001, pp. 7-8).”  Without appropriate 

cultural considerations, design interventions risk diminishing the meaning and identity of 

the users and also potentially of the place.   
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The issue this thesis investigates is how to ensure design professionals are 

properly prepared to engage places situated in foreign cultures.  The essence of the 

problem emerges from the narrow concept of place that has become part of how 

designers are conditioned to think and respond to design problems.  We are products of 

our own culture: this explanation does not remove us from fault. The responsibility and 

power we hold as designers and design educators necessitate our ability to understand 

how cultural lenses influence the way people view and interact with the environments in 

which they live, work or otherwise occupy.  It is “culture” that binds the social issues and 

emotional connections of humans to a place; our interactions with any environments are 

predicated upon our cultural lens.  In order to address this layer of context appropriately 

it would be beneficial for design education to specifically prescribe the development of 

inter-cultural skills in the same manner that it instills competencies concerning physical 

contexts. 

In order to achieve this there must be a new structure of pedagogy to prepare 

designers to thrive in the cross-cultural environment.  The traditional studio methods 

alone may not be the best-suited approach to developing cultural competency within the 

profession. 

Naturally, in order to establish skills working in different cultural environments, 

one must first be exposed to a different cultural environment.  Study-abroad programs 

and other international experiences are means by which cultural competency could 

successfully be developed and should be further explored for their potential. 

If developing cultural competencies is predicated on exposure to a different 

culture, then it does not necessarily have to occur in an international setting.  There are 
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many cultural differences that can be found in the same city, let alone the same country.  

The conference articles compiled by Neill & Scwedler (2001)  elaborate specifically on 

how cultural tensions are manifested in the urban contexts of Berlin and Belfast, and 

Lawson (2005) leads a studio that focuses on multiculturalism in St. Louis, Missouri.  

Cultural groups can be seen not just through national identities, but also through the 

way people organize themselves, whether for religious, economic, political, or ethnic 

heritage reasons, just to name a few.  While this thesis specifically focuses on 

experiences of international exchange, there is little reason to assume that the 

principles and models proposed in this research cannot be applied to domestic cultural 

exchanges.  The purpose for focusing on the international aspects is predominately due 

to the author’s background and interests. 

Much of my interest in study-abroad and international learning stems from first-

hand academic experiences. The curriculum in Landscape Architecture at Penn State 

historically required that students in their fourth year spend a semester participating in a 

study-abroad experience based in Rome.  Another studio I participated in at Penn State 

took us to Panama.  More recently, I have participated in two distinctly different study-

abroad programs during my tenure as a graduate student in landscape architecture at 

the University of Florida.  For four weeks I participated in a joint study abroad program 

that partnered with the Indonesian university, the Institute for Technology Bandung 

(ITB).  Immediately afterwards I spent a week and a half participating in an abbreviated 

program from the University of Florida’s Bali Field School with a local guide who was 

familiar with the program. 
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The concern is not to determine whether study abroad holds benefit – for this is 

broadly suggested in the literature; rather this thesis questions our specific goals and 

expectations of the learning potential that is at the core of this type of international 

experience within a design education context.  The first step in exploring these 

international experiences lies with understanding why and how these experiences affect 

designers.  We can use this understanding to specify our pedagogical intentions, which 

in turn allows us to assess and adapt such programs in order to tailor their efficacy in 

instilling the desired competencies.   

 It is important to note that not all international abroad experiences instill cultural 

competencies.  In many cases, study abroad studios reflect the same structure as a 

traditional studio, just conducted in a different place.  Often, by simply being in the place 

the student will find themselves in situations that expand awareness and support 

insights and inspiration.  While this type of exposure can be beneficial, we cannot rely 

on proximity having the same learning results as a specific learning intention supported 

by a structure of goals and objectives. 

In order to further this intention of developing cross-cultural skills through study-

abroad experiences this thesis proposes to develop an understanding of cross-cultural 

learning and its relevance to the design professions, specifically landscape architecture.  

It also provides a pedagogical theory to support the development of cultural competency 

and provides a framework for evaluating study-abroad and international experiences. 

In analyzing structured-programs and reflecting on the experiences they afford, 

the research may be able to offer a better understanding of these experiences as they 

apply to design professionals.  The education literature asserts that these experiences 
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are beneficial, but we do not yet understand how specifically they benefit designers.  

Until we understand the benefit we cannot understand what to expect from these 

experiences with regard to learning goals or outcomes, and thus we cannot evaluate the 

success of such programs on these terms.   

Perhaps the essence of what design educators are trying to accomplish by 

sending design students on international experiences lies with developing cultural 

competency as a supplement to traditional studio education. 
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CHAPTER 2 
LITERATURE REVIEW 

The following literature review gathers information on a variety of concepts 

specifically where they converge, or have the potential to converge within a design 

perspective.  While there is literature from the design professions that applies to the 

topic of this thesis, literature from other fields such as education, business, 

anthropology and nursing is used accordingly. 

What is Culture? 

In preparation for a recent study abroad program, I attended the required 
university-sponsored orientation along with several hundred fellow students 
who were preparing to embark on their own international experiences.  
Before delving into health insurance, financial aid, respectful behavior, and 
culture shock lectures, the organizers exhibited several student-produced 
short films that highlighted the students’ motivations to study abroad.  In 
one film a young female student, dawned in a stylishly cocked beret, stood 
poised in front of a painted backdrop of the Eiffel tower and recited a poem 
depicting her adoration of all things French.  “To experience French culture” 
is the motivator, the source of her desire to study abroad.  The young 
woman spoke of cobblestone streets, cathedrals and croissants, and the 
sheer bliss of sipping a café on the Champs-Élysées.  Seeing her gleam 
with excitement over the prospect of travelling to her long-beloved City of 
Lights was charming, but I found myself questioning the kinds of 
experiences we students have when studying abroad.  It is undeniable that 
there is something magical about ‘culture’ that enthralls the hearts and 
imaginations of many, but so often we find ourselves latching on only to its 
tangible aspects and superficially isolating them from their context and their 
derivative.  This is not to say that such physical elements are unimportant, 
but we must be cautious.  If “culture” can be relegated to pastries and 
boulevards perhaps we are missing something in the cultural exchange.   

 The tangible elements of culture are a product of a grander, intangible system – 

the dynamic relationship between humans and their environment.  The difficulties in 

defining what constitutes culture become apparent as Setha Low remarks that “we are 

dealing not with static, definable attributes that can be measured or codified but with 

definitions and identities that are negotiated, fluid, and context dependent (S. Low, 
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1994, p. 68).”  Hence, the culture of a place is not a singular entity, but rather is 

composed of a “cultural mosaic built on a multiplicity of histories, voices, and peoples 

(S. Low, 1994, p. 71).”  This mosaic forms the essential building blocks of what 

constitutes our culture and thus our identity. 

Culture, Identity and Place-Making 

Place has been discussed in terms of cognitive and emotional linkage of 

individual to place, place identity, community identity and symbolic placement.  “Place 

attachment is the symbolic relationship formed by people giving culturally shared 

emotional/affective meanings to a particular space or piece of land that provides the 

basis for the individual’s and group’s understanding of and relation to the environment 

(S. M. Low, 1992, p. 165).”  “Relph (1976) asserts that place attachment is so basic that 

“to be human is to live in a world that is filled with significant places: to be human is to 

have and to know your place” (p.1) (S. M. Low, 1992, p. 166).”  As Neill and Schwedler 

(2001) point out, the German word for being alive, Dasein, literally means “being there.”      

Culture is inseparably intertwined with place and constitutes the core of our 

experience with our environment.  It is important that such elements are recognized for 

their importance to professions that have such powerful impacts on place.  Based on 

Michele Kelly’s definition, for the purposes of this thesis, culture is defined as: a 

dynamic gestalt of behavioral norms, beliefs, and shared understandings of the world 

that guides everyday life and is inherent to a particular population subgroup. 

Pedagogy & Cultural Competency 

The Studio 

The studio rests at the core of all design curricula. This central aspect of design 

education originated with the beaux-arts architecture tradition and over time has 
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“changed very little, if at all (Forsyth, Lu, & McGirr, 1999).”  It continues to maintain 

themes of design juries, strict deadlines, and one-on-one “desk crits” with the purpose 

of producing professionals empowered with a “standard set of skills that defines what it 

means to be an architect (Crysler, 1995).”  Referred to as “Master-Apprentice System” 

(Forsyth et al., 1999), “Mastery-Mystery” teaching style (Forsyth et al., 1999), and 

“Transmission Model” (Crysler, 1995), the emphasis of the studio revolves around the 

master teacher, and the individual creative pupil.   

Regardless of the design discipline, the studio projects increase in complexity as 

the students progress through the program, acquiring a designer’s vocabulary and 

competency in design, form and function.   

The studio model has been criticized for separating students from the cultural 

context and other human complexities.  Setha Low (1994) asserts that even in 

situations where an educational studio project aims to incorporate pluralism or social 

responsibility, the learning structure still tends to dictate a one-directional flow of 

information.  “Students in a design studio may spend considerable time asking local 

residents what would be appropriate landscape elements, yet when students return to 

their studio, the pressure of what is professionally appropriate becomes more important.  

Students learn to design for their colleagues and professors rather than for the 

community (S. Low, 1994, p. 70).”  Bourdieu expands this thought further by stating that 

”the higher education system as a whole not only reproduces the producers of the 

dominant culture, it, more important, produces consumers of that culture (Stevens, 

1995, p. 111).” 
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Such issues revolving around traditional approaches of studio education become 

important when we try to reconcile the approach with the ever-evolving and increasingly 

globalized world in which we find ourselves. 

Cross-Cultural Education 

Because the profession of landscape architecture is “involved with decision-

making concerning the use, allocation, and preservation of resources” we engage 

questions of power that influence “formal and informal social structures (Brown & 

Jennings, 2003, p. 99).”  This pushes the profession into the political realm and forces 

us to confront and reconcile aspects of power within the social structures that are 

inherent to the design context (Brown & Jennings, 2003).  Margarita Hill (2005) defines 

a cross-cultural education as “one that is designed to reduce race, class, and gender 

divisions and to encourage a more full participation in a democratic society (p.120).”    

Myers, Hill & Hardwood (2005) continue by stating, “Cross-cultural learning implies a 

process in which a student is encouraged to see issues from another cultural 

perspective. It goes beyond just understanding and developing an awareness and 

appreciation of another culture. Cross-cultural learning should allow a broadening and 

transforming of student's own views as a result of the cross-cultural experience. The 

transformed viewpoint, in turn, influences how students see their own culture (p. 174).”  

These definitions carry some very solemn responsibilities for educators with regard to 

structuring a study abroad program. 

Based on their study, Hewitt and Nassar (2005) suggest that landscape 

architecture programs need to improve the assessment of international programs by 

evaluating their performance objectives.  This would necessitate that programs first 

calibrate and strengthen the focus on their prescribed learning objectives.  Once a 
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program’s learning objectives are established, educators would then have the ability to 

engage the pedagogical theory as necessary.  The obstacles in completing this task 

arise when we realize that we know little of the specifics revolving around these kinds of 

international experiences.  Because we lack the explicit understanding of the 

opportunities and constraints that international education impacts on the design 

process, we do not know what learning outcomes to expect (let alone plan for) from 

such programs. 

Cultural Competency 

The issues revolving around having adequate skills to work across cultural 

boundaries have been discussed by numerous authors and across a variety of 

disciplines.  Such competencies have been referred to in the literature (specifically in 

the fields of education, nursing, and to some extent design) by a variety of terms: cross-

cultural competency, global competency, social awareness, and the like.  While they are 

all similar in definition, for the purposed of this thesis, the phrase “cultural competency” 

will be used to refer to these competencies (Table 1-1). 

It is also helpful to think of the definition in terms of both culture and competency.  

Kelley (2009) defines culture as “a unique configuration of behavioral norms, beliefs, 

and shared understanding of the world that guides everyday life and is common to a 

particular population subgroup.”  Kelley continues to state that all  “cultural groups, 

(including dominant Western White groups), possess locally adapted patterns or codes 

of conduct or performances of daily life that are unapparent to casual observers or 

outsiders, making it inappropriate for practitioners or researchers to impose rigid 

interpretations or categorization of beliefs and behaviors on any one group (2009).”  The 

“cultural lens” is a subjective phenomenon that directly affects the manner in which a 
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person identifies with and interacts with the world.  If “competency” implies having the 

skills and abilities to sufficiently perform in a specific context (Kelly 2009), then having 

cultural competency means having the ability to develop an intimate understanding of 

one’s own cultural lens as well as the lenses of others, and using that knowledge for 

application of a specific task.  

Based on the literature review and for the purposes of this paper, cultural 

competency is defined as: a process that integrates cultural awareness, cultural 

sensitivity, and cultural skill to gain an applicable understanding of how culture affects 

the way people view and interact with the world. Awareness is closely related to 

knowledge, in that it is the recognition that in some instances people do and think very 

different things depending on their cultural construct.  Sensitivity takes a step further in 

relating to the empathy one develops towards a different cultural perspective.  An 

essential aspect of this skill is that not only does it involve levels of awareness and 

sensitivity to cultural differences, but those skills form the base to see past one’s cultural 

biases and understand how decisions and interventions would affect the culture one is 

engaging.  Awareness and sensitivity support actions and are used to implement a 

specific skill, in this case: design.   

Design in and of itself is an incredibly subjective phenomenon.  Defining good 

design regardless of how it is applied within the realm of cultural competency is 

something that has been debated at least since the first century BC when Vitruvius 

published his Ten Books on Architecture (1914).  More recently, Dieter Rams, a 

German architect, interior designer and industrial engineer, has identified 10 principles 

of what constitutes “good design” (Vitsoe.com).  
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Good Design Is Innovative: The possibilities for innovation are not, by any 
means, exhausted. Technological development is always offering new 
opportunities for innovative design. But innovative design always develops 
in tandem with innovative technology, and can never be an end in itself. 

Good Design Makes a Product Useful: A product is bought to be used. It 
has to satisfy certain criteria, not only functional but also psychological and 
aesthetic. Good design emphasizes the usefulness of a product while 
disregarding anything that could possibly detract from it. 

Good Design Is Aesthetic: The aesthetic quality of a product is integral to 
its usefulness because products are used every day and have an effect on 
people and their well-being. Only well-executed objects can be beautiful. 

Good Design Makes A Product Understandable: It clarifies the product’s 
structure. Better still, it can make the product clearly express its function by 
making use of the user’s intuition. At best, it is self-explanatory. 

Good Design Is Unobtrusive: Products fulfilling a purpose are like tools. 
They are neither decorative objects nor works of art. Their design should 
therefore be both neutral and restrained, to leave room for the user’s self-
expression. 

Good Design Is Honest: It does not make a product more innovative, 
powerful or valuable than it really is. It does not attempt to manipulate the 
consumer with promises that cannot be kept 

Good Design Is Long-lasting: It avoids being fashionable and therefore 
never appears antiquated. Unlike fashionable design, it lasts many years – 
even in today’s throwaway society. 

Good Design Is Thorough Down to the Last Detail: Nothing must be 
arbitrary or left to chance. Care and accuracy in the design process show 
respect towards the consumer. 

Good Design Is Environmentally Friendly: Design makes an important 
contribution to the preservation of the environment. It conserves resources 
and minimizes physical and visual pollution throughout the lifecycle of the 
product. 

Good Design Is as Little Design as Possible: Less, but better – because 
it concentrates on the essential aspects, and the products are not burdened 
with non-essentials. Back to purity, back to simplicity. 

The way in which a designer prioritizes these concepts varies greatly and depends 

largely on the designer’s personal paradigm and subscribed “schools of thought.”  
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Whichever points are more important than the others is, in this author’s view, greatly 

dependent on the designer’s background, needs of the user and specifics of the site 

and thus will not be debated here.  The crucial aspect of this list becomes apparent 

when we imagine applying any of these points within a specific cultural context.  

Whether or not I find a design to be aesthetically pleasing, useful, understandable, or 

intuitive will depend almost entirely on my cultural construct.  If each of these tenets is 

to be successfully implemented in a specific place, with users that have specific values, 

goals, and needs, then we should first strive to genuinely understand their perspective.  

Doing this requires the skill that is predicated upon awareness towards the specifics of 

the context and sensitivity that embodies a respect and appreciation for the differences. 

The specifics of how this skill will manifest itself within a culturally competent 

design are difficult to delineate because each context will dictate its own needs.  It is our 

level of responsiveness to those needs that determines if our design solutions are 

successful or not.  When we are used to designing within the comforts of our own 

cultural perspective, we start to fall into certain patterns of action without really critically 

evaluating them.  We are trained products of our own cultural system; while familiarity 

with our system helps us in quickly and effectively working in our own cultural 

environment, it can be harmful to implement such assumptions in a foreign 

environment. 

International Education & Experiential Learning 

The lure of exotic places and the desire to experience something beyond our 

immediate environment has been a pivotal aspect of human existence.  It is easy to 

recognize how such explorations generate meaningful learning experiences.  Whether 

for a thirst for knowledge, riches, or survival, people have been exploring foreign and 
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unknown environments since time immemorial (Stier, 2004).  Thus, “interest in the 

world, other people, cultures, languages and ideas or simply the quest for knowledge 

and competence are ancient motives for academic training abroad (Stier, 2004, p. 85).” 

“Only people not embedded in the particular social order see that it is not natural, 

but just one particular way of doing things (Stevens, 1995, p. 106).”  Thus, through 

internationalization, higher education can foster “global citizens” who will contribute to a 

more democratic and just world.  Students and instructors supposedly gain an 

awareness of global conditions and social issues and in turn demand increased welfare 

and quality of living standards (Stier, 2004).  Stier (2004) criticizes this viewpoint for 

embodying the paradigm of “the ‘rich world’s’ value systems and ethnocentrism (p.89).”  

When the intercultural relationship is viewed as “us” helping “them” in a one-way flow, 

any competencies are instantly devalued (Stier, 2004).  Because these prevailing 

attitudes have rightfully led to accusations of Western pedagogy being based in cultural 

imperialism and global hegemony, there is an apparent need to reevaluate our concepts 

of international education. 

“To nurture global citizenship requires a delivery mechanism that engages 

students with the real world and enables them to think beyond their own immediate 

needs while recognizing the critical responsibility that humans have in mitigating 

environmental issues (Tarrant, 2012, p. 422).”  While it is generally acknowledged in the 

literature that experiential learning as a pedagogical tool has the ability to foster the 

development of skills such as cultural competency, the way in which the learning is 

structured is an important element.  
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International Education and Design Professions 

It appears evident in scholarly literature and research that study abroad and 

international education experiences are seen as being beneficial, not only in the broader 

context of higher education, but also within design-profession education programs.  

However, despite acceptance of this, “little published work to date defines or describes 

international education within the design professions, particularly landscape architecture 

(Hewitt & Nassar, 2005, p. 186).”  This is not true for all fields; specifically, the literature 

from business and nursing has made significant advancements, especially with regard 

to furthering cross-cultural development.  The publications that do elaborate on the 

issues surrounding international education in landscape architecture are found almost 

exclusively in one issue of Landscape Journal, published in 2005. The articles were 

devoted to the issue’s international education theme and showcased the profession’s 

standing on the topic through a variety of case studies, and data analyses.  While these 

articles and studies do begin to challenge the traditional studio model by integrating 

cultural and social components, design educators still lack “a comprehensive 

understanding of what is clearly an increasingly important aspect of our pedagogy 

(Hewitt & Nassar, 2005, p. 186).”  Unfortunately, this lack of understanding prevails 

today.   

CELA Study 

In order to further our understanding on study abroad programs within the 

profession of landscape architecture, Hewitt and Nassar (2005) conducted a study that 

provides a critical first step in providing the framework that will support further research.  

In this study, the authors analyzed data sources collected between 2002 and 2005 from 

study-abroad programs that were participators with the Council of Educators in 
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Landscape Architecture (CELA).  The outlined patterns included program background; 

program trends and variations; approach and emphasis; student participation; and 

perceived benefits and problems.  

It is interesting to note that “the patterns in landscape architecture programs are 

broadly consistent with the substantial growth and change in international study 

generally noted in the scholarly literature (Hewitt & Nassar, 2005, p. 195).”  However, 

consistency with higher education literature is not always the case, and Hewitt & Nassar 

(2005) suggest that these deviations require further research.   One aspect that is 

evident in the study which is not explained by the literature is the “relatively greater 

identification of multiculturalism with regional/local issues than with international 

education issues (p. 195).”  Furthermore, Hewitt & Nassar (2005) state that while there 

is information in scholarly literature that addresses student orientation and assessment, 

the data for the landscape architecture programs show that there is “little indication that 

programs consult this literature or attempt to link their survey assessments to it (p. 

195).”  This leads Hewitt and Nassar (2005) to highlight the need for evaluation and 

assessment of the programs. 

An ISLE in the Isles 

Another study conducted by Kevin Thompson analyzed trends in service learning 

programs within landscape architecture.  The study cites that between 2003 and 2007, 

first-hires to overseas design and planning postings increased by an average of 24% 

each year.  Given this trend, the study seeks to understand how “the instructional 

institutions who train these young professionals responded to this increasing demand 

for American-trained designers overseas.” 
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The study used an internet survey to identify current programs and program 

types available to design and planning students in the English-speaking regions of the 

world which were analyzed (based on region) for the number of programs offered to 

students in landscape architecture, architecture, interior design, and planning.  

Findings showed that most programs (nearly 60%) were based in Europe.  This 

finding is comparable to the study conducted by Hewitt and Nasar (2005) which also 

highlights that most study abroad destinations are based in Europe. 

Models and Types of Study Abroad 

There is great variety in study abroad programs which occurs both in the broadly-

defined structure and in the nuanced details of a program.  There is a distinction 

between the kind of “study abroad” that tends to follow the grand tour model and the 

“international experience” that tends to focus more on working to solve local issues.  

Generally speaking a study abroad experience implies that students study aspects of a 

particular place with the intent of finding inspiration and bringing innovations back home.  

An international experience tends to suggest a somewhat more vested interest in the 

local community, with time and efforts more intensely dedicated towards fulfilling the 

needs of a project in that specific local community.  This is not to suggest that one is 

necessarily better at developing cultural competency than the other; they each offer 

unique ways of introducing students to cultural contexts and have distinct opportunities 

and constraints. 

A few of the generally-accepted models and types have been highlighted and 

defined in the following section. 

“Island” model:  “replicates most aspects of the American college/university 

learning in a self-contained context, a bubble, within the host country. Frequently 
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programs transport US faculty to the host-country to provide all instruction (Norris & 

Dwyer, 2005).” 

“Hybrid” model: “programs for which the home institutions offer support and 

services and which encourage students to take coursework offered by the program as 

well as courses taught by host-country faculty at the local university (Norris & Dwyer, 

2005).” 

Direct Enrollment/Exchange model: “programs in which American students 

directly apply for admission to and participate in the courses and extra-curricular 

offerings of the host institution. The direct enrollment experience often provides 

American students with minimal orientation, and support services are offered through 

the host university's office for visiting foreign students (Norris & Dwyer, 2005).” 

“Grand Tour/Le Petit Grand Tour/Study Tour”:  “follows in the tradition of the 

European grand tour, whereby aristocratic students traveled to European capitals to 

supplement their liberal arts educations and to accumulate the treasures of the ‘Old 

World’ (Lewin, 2009).”  This format is “closest to traditional tourist travel, but the trip is 

tailored to a course theme…This type of trip can increase interest in the course topics, 

country, people, and it can help students gain the confidence they need to travel and 

vacation abroad (Sachau, Brasher, & Fee, 2010).” 

Service-Learning: The service-learning study abroad type is a trip “that includes 

international travel and volunteer work. Service learning is a form of experiential 

learning (Dewey, 1938) that integrates coursework and community service. In other 

words, service-learning links the work students do in the classroom to real world 

problems and world needs (American Association of Higher Education, 2003). Service-
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learning trips can enrich learning, teach civic responsibility, and strengthen communities 

(Fiske, 2001). In terms of the educational goals we discussed above, the service-

learning trip will help students understand specific social problems and the process of 

lending assistance (Sachau et al., 2010).” 

Summer Semester Abroad: “The summer semester abroad is a 6- to 12-week 

program where students live on campus and take multiple classes. The basic format of 

the summer session includes class sessions 4 days per week and free time for 

independent travel 3 days per week. The primary educational goals for this type of trip 

include helping student gain in-depth information about the course topic and increasing 

student interest in the local country, sites, and people (Sachau et al., 2010).” 

Experiential Learning 

Margarita Hill (2005) states that all actions of educators, from the selection of 

reading materials to the scope of the project, are derived from a theoretical base.  

Whether we are conscious of it or not, the base teaching theory establishes critical 

types of relationships that play a central role in cross-cultural learning.  Not only does it 

form the relationships between students and “the client, user groups, or professional 

base; and so on (p.199)” but it also generates the “relationships between knowledge 

and power, and between social context and the professional school curriculum (p.120).” 

In order to structure our international efforts onto a suitable theoretical base, we 

must begin by evaluating our assumptions and our goals.  Michael Tarrant (2012) points 

out that the first step in fostering ‘global citizenship’ (a very similar concept to ‘cultural 

competency’) is to assume that “good” citizens are made and not born, that is, global 

citizenship is a learned and nurtured behavior…(p. 442).”  In following this assumption, 

we must then “understand how and under what conditions global citizenship (and the 
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environmental values, beliefs, and behaviors associated with it) can be nurtured and 

promoted (p. 442).”  Tarrant (2012) elaborates by stating:   

In essence, this means the need for a transformational learning process in 
which new value beliefs, and meanings are created or existing values 
strengthened (p. 444). This is substantiated by Whalley (1996) who argued 
that profound learning occurred when it involved the transformation of 
meaning perspectives that were most often associated with a fundamental 
shift in values and beliefs toward the object; that is, a change in thinking 
from an emphasis on concrete facts to the abstract: a change in what we 
know to how we know (Kegan, 2000) (p. 444). 

There is a range of evidence that suggests experiential education plays an 

important role in forming the kinds of values that are integral to nurturing global and 

cultural competencies within international education (Gruenewald, 2003; Hill, 2005; 

Myers et al., 2005; Tarrant, 2012).   

Kolb: Experiential Learning, as defined by Kolb (1984), provides the background 

concept from which the research of this thesis is approached.  Kolb believes “learning is 

the process whereby knowledge is created through the transformation of experience 

(1984, p. 38).”  After the learning experience is observed and reflected on, Kolb’s 

learning cycle suggests the next part of the learning process is abstract 

conceptualization.  Once the concepts have been thought about, they are tested in new 

situations (Figure 2-1).  

Kolb’s Experiential Learning Cycle lends itself well as a structure for integrating 

design students into a meaningful international exchange by which they develop cultural 

competency.  In recalling the definition of cultural competency as being a process that 

integrates cultural awareness, cultural sensitivity, and cultural skill to gain an applicable 

understanding of how culture affects the way people view and interact with the world, 

the structure provided by Kolb could be used to implement the acquisition of this skill in 
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students who participate in the “concrete experience” of an international learning 

program. 
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Table 2-1.  Definitions of Cultural Competency 
Source Definition 
(Myers et al., 
2005, p. 174) 

“Cross-cultural learning implies a process in which a student is 
encouraged to see issues from another cultural perspective. It goes 
beyond just understanding and developing an awareness and 
appreciation of another culture.” 
 

(Campinha-
Bacote, 2002, p. 
181) 

“This model views cultural competence as the ongoing process in 
which the health care provider continuously strives to achieve the 
ability to effectively work with the cultural context of the client 
(individual, family, community).  This ongoing process involves the 
integration of cultural awareness, cultural knowledge, cultural skill, 
cultural encounters, and cultural desire.”  
 

(Johnson, 
Lenartowicz, & 
Apud, 2006, p. 
533) 

“Cultural competency in international business is an individual’s 
effectiveness in drawing upon a repertoire of skills, knowledge, and 
attributes to work successfully with people from different national 
cultural backgrounds, at home or abroad.” 
 

 

 
 
 
 
 
 
 
 
 

Figure 2-1.  Kolb’s Experiential Learning Cycle 
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CHAPTER 3 
METHODOLOGY 

Questions 

We are networking, travelling, and communicating across cultural boundaries as 

never before.  Since the way we interact with different cultures plays a critical role to the 

design profession, are designers adequately prepared to address the unique challenges 

of affecting built and natural environments in a globalizing world?  Is there a way to help 

produce better designers who are adept at developing designs that more appropriately 

address the needs of users outside of our familiar cultural contexts?  In the same way 

that landscape architects practice and train for situations that require site planning, 

grading, and planting design, are the existing study abroad programs meeting the needs 

of the cross-cultural designer, and if not, can we adapt them to be better suited to 

meeting the learning goals?  

My study abroad experiences have made a significant impact on my personal 

and professional development.  There is a general belief that studying abroad offers 

unique and distinct benefits/advantages.  But what exactly makes it good?  Or in this 

case, what helps it to develop the kinds of cross-cultural competencies needed by 

designers? 

This study draws from the current body of literature focused on the study of 

cultures, study abroad programs, and educational theory While it seems apparent that 

study abroad has benefits, educators in landscape architecture profession have yet to 

define what those benefits are, how we use them, and why they matter.  Thus, this 

research attempts to answer the question, “How can a study abroad experience develop 

cultural competency in designers and why is it important?”  In pulling this question apart, 
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there are actually several questions being asked here—which calls for at least as many 

methodologies: 

1. How can cultural competency be measured? 

2. How can study abroad programs be structured towards achieving the goal of 
developing cultural competency? 

3. What kinds of experiences lead to the development of skills that enable 
designers to more appropriate work within cultural contexts not their own? 

After analyzing the notion of cultural competency, it becomes important to figure 

out how this skill specifically applies to designers in a study abroad program.  How do 

designers interact with the cultural context?  What are the specific skills we need to be 

able to implement successful and appropriate design solutions for a given cultural 

context?  Can an international learning experience be structured in a way to help 

students develop cultural competencies?  By attempting to answer these questions and 

to understand both student and educator’s perspectives, it is my hope that this research 

contributes to furthering the discussion of how to implement study abroad programs with 

the goal of instilling cultural competencies in designers.  

Qualitative Approach 

Method selection is a direct reflection of the researcher’s paradigm.  Positivists 

advocate for one truth–there is one right answer to a research question.  Such empirical 

evidence is naturally more geared towards a quantitative method.  This viewpoint lends 

itself well to studying aspects of natural science, which cannot attribute meanings to 

events and their environments (Bryman, 2008)  People, however, do attribute meaning 

and on significant levels.  Thus, on the other side of the spectrum, constructivists 

believe that the concept of truth is contextual; it depends on the viewpoint of the 

individual rather than something beyond them.  “As a result, many qualitative 
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researchers express a commitment to viewing events and the social world through the 

eyes of the people that they study (Bryman, 2008).”  While the current paradigm 

regarding “research” tends to favor quantitative methods over qualitative, not all 

situations are best understood by analyzing them quantitatively. 

Quantitative methods’ greatest contribution to research is that it measures.  With 

a consistent device –or proverbial yardstick –we can categorize, refine differences, 

establish relationships, and make direct comparisons (Bryman, 2008).  Qualitative 

research on the other hand is criticized for relying too heavily on the subjectivity of the 

researcher and thus the “yardstick” loses not only the ability to perform objectively, but 

also the ability to be replicated–an important step within the scientific method.  

Yardsticks represent a familiar and unchallenged tool, but a researcher’s individual 

experience in studying something as complex as a group of students’ educational 

experience in a foreign country leaves itself vulnerable to criticism and questioning.  By 

nature, phenomena that deal with meaning and experience are resistant to 

quantification, and therefore are regarded as immeasurable (Paley, 2010).  

However, measurement does not necessarily require numbers.  John Paley 

(2010) argues that measurement theory “only requires a homomorphism between the 

represented domain and the representing domain. On this basis, maps measure parts 

of the world, usually geographical locations, and ‘belief’ statements measure other parts 

of the world, namely people’s aptitudes (p. 112).”  For example, consider a body’s 

temperature that can be mapped as 20˚ on Celsius scale or changed to 68˚ if converted 

to Fahrenheit.  To this point Paley (2010) asks, “So what kind of claim does an 

attribution of temperature make? How is the assignment of a number made?  What 
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exactly are we doing when we measure anything (p. 112)?”  Simply stated, 

measurement involves two domains, on which X is mapped onto Y.  Measurement tools 

such as inches and temperature are unquestioned, yet their only defense against being 

considered “arbitrary” and “subjective” is that they have been overwhelmingly accepted 

and standardized by society.  There is currently no generally accepted tool that 

measures cultural competency in design education, and this is not surprising given the 

complexity of the subject and lack of specific research.  If we accept culture as a fluid, 

dynamic and complex product of human’s relationship with their environment, then the 

methods and the measurement should be commensurate with that paradigm.   This 

thesis tests an initial attempt at creating such a measurement, but more importantly, 

explores the experience of cross-cultural learning in order to understand its qualitative 

importance to design education.   

Bringing the Methods Together 

Research, whether qualitative or quantitative, is concerned with developing a 

better understanding of something that is unknown.  Because no single tool is capable 

of presenting a complete understanding, using multiple tools and methods is a useful 

strategy to draw from the varying strengths.  These tools include literature reviews, 

indexes, interviews and focus group discussions.  The literature review provided the 

theoretical and practical base from which I approached concepts of cultural competency 

and design pedagogy.  It also structured the development of an index to distribute to 

participants of an Indonesian study-abroad program. While the index could answer 

questions about the indicators and measurement of cultural competency, it could not 

answer some of the more qualitative aspects of study abroad.  As such I enrolled in the 
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Indonesian study abroad program specifically to better understand how the cross-

cultural dynamics evolved.   

Reflections on my experiences as a participant observer were not limited to the 

Indonesian program.  I have attended other study abroad programs, namely in Rome 

and Panama, which provided insight throughout the process.  These experiences in turn 

helped to structure how to approach both the informal interviews and focus group 

discussions that were conducted at the end of the Indonesian program.  By 

incorporating a further set of interviews from instructors and administrators who direct 

other study abroad programs, the thesis attempts to capture a broader view of study 

abroad pedagogy and experience.   

The literature review explains culture and its importance to the profession in 

terms of influencing places and identity. The nature of the studio environment is 

explained, and current understandings of cross-cultural education lead to an argument 

for supporting cultural competency.  Experiential learning serves as the background 

theory for using international education as a means to develop cultural competency.   

An important element in determining the success of any study abroad program is 

concern for measurement. Before participating in the Indonesia program, I developed 

an instrument to measure the students’ cultural competency both prior to and after the 

program.  This survey itself exhibits a high level of validity and reliability, however, in the 

final application it was limited by the small number of participants.  Furthermore, 

although the instrument took a qualitative leaning, by the nature of surveys in general it 

did not adequately express the qualitative experience of participating in the studio.  In 

order to further develop understanding and insight, I participated in the program as an 
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“observing participant” and paid careful attention to issues concerning cultural 

competency that emerged from my fellow students’ experiences as well as my own.  

After documenting these issues I conducted a focus group with my University of Florida 

peers at the conclusion of the program.  This investigation provided a deeper 

understanding of the study abroad experience more generally. 

The measurement provided by the survey is important.  Its validity is confirmed 

and its value lies in the fact that it is a short, easily distributed way in which levels of 

cultural competency can be assessed.  However, it cannot structure pedagogical theory 

on its own.  Participating in the educational experience and having the opportunity to 

discuss and analyze it with fellow students provided an understanding that extended 

beyond the quantitative limits of the survey. 

Each of the methods used helped to inform and develop the other, which 

produced a richer and more balanced understanding of cultural competency within a 

study abroad program.  The index was developed as a tool to specifically measure the 

indicators of cultural awareness, cultural sensitivity and cultural skill as components of 

cultural competency.  By analyzing these concepts I was well prepared to act as a 

“participant observer” in an Indonesian study-abroad program.  In turn, my experiences 

in study abroad programs helped to formulate the questions for the focus group. 

Index Development 

The survey produced for this thesis specifically measures cultural awareness, 

cultural sensitivity, and cultural skill as indicators of cultural competency, and represents 

the most quantitative element of the methodology for this thesis.   

In order to generate scores, an index was constructed based on the items that 

were selected from both the literature review and free-listing techniques described by 
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Ryan et. al (2000).  The items for the indicators of cultural awareness and cultural skill 

were scored on a scale of agreement with 1 being strong disagreement and 5 being 

strong agreement in response to the statement.  The cultural skill items were more 

complex and required scenario-type questions with six specific responses.  The 

literature on how to construct and score scenario-type questions is virtually non-

existent.  After reviewing the six possible responses, they were grouped into categories 

of low, medium, and high levels of cultural skill.  Understanding that there is more than 

one way to express skill level, each category (low, medium and high) had two response 

options.  These were scored as 1 being low, and 3 being high.   

Prior to implementing the instrument, the index must go through rigorous 

cognitive and statistical testing to ensure that only the most useful questions are asked 

of the participants.  

Cognitive Testing 

In our effort to design surveys that are valid and reliable we want our questions to 

elicit data that represents “true” values (Collins, 2003).  Collins (2003) further specifies 

that in terms of generating a standardized scientific model and reducing measurement 

error, the following is assumed: 

·  all respondents understand the questions in a consistent way 

·  the questions are asking for information that respondents have and can retrieve 

·  the wording of questions provides respondents with all the necessary information 
they require to be able to answer them in the way required by the researcher 

·   where interviewers are being used, they always read the questions as worded 
(p. 230) 

Cognitive testing is one way of ensuring that the measurement meets these 

criteria.  It also is defined as “administering draft survey questions while collecting 
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additional verbal information about survey responses, which is used to evaluate the 

quality of the response or to help determine whether the question is generating the 

information that its author intends (Beatty & Willis, 2007, p. 287).”  Ideally, survey-takers 

should be able to consistently comprehend the question, retrieve the relevant 

information, make a judgment about that information, and be able to respond with the 

options available (Collins, 2003). 

Because some of the questions were specific to design and planning fields of 

study, the contextual specificity is critical when conducting cognitive testing.  Several 

design and planning students who are familiar with the terms and situations outlined in 

the survey agreed to take the survey for cognitive testing purposes.  Because many of 

the survey questions are focused on measuring universal aspects of cultural 

competency, students from a University of Florida methods class were also able to offer 

helpful insight into the survey after cognitive testing, specifically in terms of 

understanding and critiquing the methodology.   

Based on Collins’ (2003) “think-aloud” technique, the testers were given the 

index and asked to freely comment on any aspects that caused confusion.  The 

reviewers were instructed to skip the design and planning-specific questions if they had 

no background in either field. 

The cognitive testing ended when no new information seemed to be generated.  

Changes to the instrument based on cognitive testing resulted in the re-wording of 

questions to ensure the question’s clarity, as well as the elimination of several items. 

Instrument Testing 

After cognitive testing and refinement of the survey, the index was given to a 

larger sample of students from College of Design, Construction and Planning (DCP).  
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Analyzing the scores provides insight into the congruent, discriminate and ontological 

validity of the instrument, as well as discriminatory power. 

One hundred eleven surveys were collected; the online link to the survey was 

sent to all graduate and undergraduate students in DCP; this list embodies the 

population that would be used for the final survey.  Of the 111 completed surveys, 92 

were completed and used for statistical testing that analyzed reliability and 

discriminatory power. 

At this stage the instrument consisted of 9 items for cultural awareness, 9 items 

for cultural sensitivity, and 3 scenario items for cultural skill. 

Reliability 

Scores for each of the indicators –cultural awareness, cultural sensitivity, and 

cultural skill—were analyzed separately in the statistics software, Statistical Package for 

the Social Sciences (SPSS), for reliability and discriminatory power. 

While it is possible to create a reliable instrument that is not valid, it is not 

possible to have a valid instrument that is not reliable.  First, the reliability of the 

instrument must be tested.  Chronbach’s alpha is described as the “most widely used 

internal consistency reliability coefficient (Netemeyer, Bearden, & Sharma, 2003, p. 

11).”   Several questions were marked for potential elimination based on the fact that if 

they were deleted, the Chonbach’s alpha would increase. 

According to Schmitt (1996), Chronbach’s alpha alone may not be enough to 

indicate reliability of the instrument.  Another test of reliability is the Item-Total 

Correlation, which assesses the correlation between each item’s score and the total 

(Viswanathan, 2005).  This focuses on the item-specific aspects of reliability while 

Chronbach’s alpha assesses the “the interrelatedness among items or sets of items in 
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the scale (Netemeyer et al., 2003, p. 10).”  Items that exhibited an ITC score of lower 

than .4 were marked for potential elimination from the final survey. 

After eliminating the weakest items, both Chronbach’s alpha and ITC were 

analyzed again.  After ensuring that the questions again met the criteria, the scores for 

each indicator were tested for discriminatory power.  The final Chronbach’s alpha for 

cultural awareness and cultural sensitivity were greater than .7, and cultural skill was 

equal to .567.  Due to the nature of the scenario-type questions and the fact that there is 

not yet a reliable or valid system to develop these types of questions, it is expected that 

the cultural skill items will exhibit less statistical significance.   

Discriminatory Power 

In order to assess the discriminatory power, a Mann Whitney-U test was applied 

to the scores.  The respondents were divided by their scores in quartiles of the top 25%, 

the middle 50%, and the bottom 25% for each indicator.  The Mann Whitney-U was run 

to compare the top group to the middle group, and again to compare the bottom group 

to the middle group.  Generally, a P-value of .2 or below is accepted as statistically 

significant discriminatory power.  The p-value represents the probability that the scores 

for the two groups are based on chance alone.  With the exception of two items, all 

items had a p-value of .2 or lower for both high and low comparisons.  In many cases, 

the p-value was zero.  This means that the survey has very high discriminatory power 

and is accurately measuring the indicators that it intends to measure. 

Validity 

Adcock and Collier (2001) discuss the process of scoring the cases for indicators 

in terms of convergent and discriminant validation.  According to the statistical analysis, 



 

43 

the scores for each indicator are empirically associated, and thus they have convergent 

validation. 

Adcock and Collier (2001) also state that when a hypothesis is confirmed by the 

scores of the cases within the indicator for a systematized construct, this is evidence for 

construct validity.  In this case the scores are confirmed as a valid measure for cultural 

competency.  Further testing would need to be conducted in order to better understand 

the process for validating scenario-type questions. 

In conclusion, an index to measure cultural competency was generated after 

extensive literature review and then cognitively and statistically tested as a way to 

eliminate weak items and questions.  Items that did not meet the standards of clarity for 

the cognitive test, or the standards defined by the various statistical tests were 

eliminated.  The remaining items were used for the final index. 

Final Index 

The sample for the final index will be six University of Florida graduate students 

who are participating in the Indonesia study abroad program. These students have 

varied backgrounds but are associated with the Historic Preservation master’s degree 

program at the University of Florida.  The group received the index both prior to and 

after completing the program.  This served as an official test for the index and will shed 

light on whether or not there was an increase in cultural competency after the 

participating in the study abroad program.  The small number of survey-takers will limit 

the credibility of the survey. The intention is that this test will then enable further 

refinement of the survey which will be able to be distributed to students of other 

experiential learning-based programs. 
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Interviews and Participant Observation 

Informal interviews and  participant observation are intrinsically linked and their 

definitions are difficult to distinguish (Bryman, 2008).  Both involve the researcher 

immersing him or herself in a group and observing behavior, listening and participating 

in conversations, and documenting events.  Specifically, my role in this study is 

participant-as-observer: the fact that I was conducting research was known to the other 

members, but my level of participation was the same as with other students. 

While I would not categorize my research as a full “ethnography,” there are some 

general principles to this method that were helpful in developing my approach.  Bryman 

(2008, pp. 402-403) defines ethnography to mean a research method in which the 

researcher: 

·  is immersed in a social setting for an extended period of time 

·  makes regular observation of the behavior of members of that setting 

·  listens to and engages in conversations 

·  interviews informants on issues that are not directly amenable to observation or 
that the ethnographer is unclear about (or indeed for other possible reasons) 

·  collects documents about the group 

·  develops an understanding of the culture of the group and people’s behavior 
within the context of that culture 

·  and writes up a detailed account of that setting 

 

Participation & Note-taking 

My immersion in the studio was predicated on the fact that I was a participant.  

As I was registered for credits, I was subject to the same expectations for participating 

and producing a final product as other participants.  It can be argued that my direct 
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involvement could taint the study results; I do not contest this fact.  While I was 

continually aware of this fact and mitigated it as much as possible without compromising 

my responsibilities as an enrolled student, it is likely that my presence did influence my 

fellow students.  However, this experience was necessary because it allowed me to not 

only observe while events unfolded, but it also wholly put me inside the mindset of the 

student abroad–exactly the scenario around which this research is concerned. 

With regard to ethical as well as practical considerations within qualitative 

research, the decision of whether or not to disclose the fact that one is a researcher can 

be difficult to make.  People often behave differently when they are aware of being 

observed and recorded, but the strategies needed to remain covert and added pressure 

can limit access to certain techniques.  For this study, the instructor and participants 

were aware of my research and knew specifically that I was interested in studying the 

effects of cross-cultural learning.   

Still, with the exception of the focus group, any interactions with the group were 

intentionally no more intimate or imposing than would naturally be under the setting in 

which I was simply participating.  For example, in situations where conversations 

relevant to my research topic arose, it seemed unnatural to take notes on the 

conversation at that time.  However, situations where students were responding to 

lectures or other scenarios where other notes were being taken, it seemed perfectly 

normal to record those conversations.  Note-taking and documentation were done 

whenever it would not interfere with other responsibilities.  These notes were in direct 

response to an event or something someone said that was relevant to my study or in 

private reflection after conversations. 
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Interviews 

Qualitative, or unstructured interviews, are significantly different from 

quantitative, or structured interviews.  Generally, qualitative interviews focus on the 

interviewee, whereas quantitative reflects the researcher’s concerns (Bryman, 2008).  

Because quantitative interviewing relies heavily on structure, aspects such as “rambling” 

or “going off on tangents” are highly discouraged in structure interviews for many 

reasons, especially the difficulty in coding such responses.  However, for qualitative 

interview, the richer responses tend to provide more interesting insights.  In an effort to 

avoid ‘leading’ the unstructured interviews I conducted throughout the experience, I was 

very consciously focused on getting a sense of the interviewee’s personal views on the 

experience as it was specific to them without asking direct questions regarding skills, 

awareness, or sensitivity.  In preparing for conducting the interviews, Bryman’s (2008) 

expansion on Kvale’s (1996) criteria served as a guide. 

Kvale’s criteria for a successful interviewer: 

·  knowledgeable: thoroughly familiar with the topic and focus of the interview 
·  structuring: gives purpose 
·  clear: asks simple and easy questions without jargon 
·  gentle: lets people finish, gives time 
·  sensitive: listens attentively and is empathetic 
·  open: responds to what is important, and is flexible 
·  steering: knows what he or she wants to find out 
·  critical: is prepared to challenge what is said, i.e. inconsistencies 
·  remembering: relates what is said to what was previously said 
·  interpreting: clarifies meaning of statements without imposing meaning onto them 

 
Bryman’s additions: 

·  balanced: does not talk too much or too little 
·  ethically sensitive: aware of ethical dimensions of confidentiality, etc. 

 



 

47 

These responses are then analyzed and explored for patterns and themes which 

influenced the development of the focus group questions.  

Focus Group 

The focus group that was sampled from the Indonesia program was also asked 

to elaborate on their development of cultural competency, in addition to the index since 

the study abroad experiences themselves cannot be relegated to a quantitative method. 

Bryman’s  (2008) criteria for the successful interviewer were also used in 

formatting the focus group.  Participants gathered in an informal area without the 

presence of the program instructor in an effort to encourage more candid responses.  

As the interviewer, my purpose was to help guide the discussion, and while I was 

certainly able to contribute my own thoughts on the experience, any guidance was very 

carefully implemented only as a way to further elicit the opinions of the group. 

Expert Interviews 

Fourteen potential interviewees were selected based on their known experience 

working with study abroad programs at various universities.  They were sent an email 

outlining the project and asked if they would either like to participate in a phone 

interview or respond to the interview questions via email.  In total, there were two that 

responded via email and three that participated in a phone interview.  Two of the phone 

interviews were recorded for note-taking purposes.  All three telephone interviewees 

opted to have their names referenced.  The phone interviews were rich with information 

applicable to this thesis, however, the email responses proved to be less useful. 
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Figure 3-1.  Methodology Diagram 
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CHAPTER 4 
RESULTS AND DISCUSSION 

As the study unfolded it became increasingly apparent that owing to the complex 

nature and variability of influencing factors involved in study abroad, the research would 

need to rely on multiple methods as well as the dynamic connections between these 

methods.  All the methods exhibited their own strengths and weaknesses, and the data 

revealed both patterns and inconsistencies.  It is this relationship between the methods 

that is important in elucidating an understanding of the data. 

Throughout the process each step built upon the other and contributed to 

furthering a deeper understanding of study abroad programs in design education.  The 

literature review on culture, studio, higher education, learning theories, and qualitative 

methodologies, greatly contributed to framing the approach to the research, especially 

as it applied to developing the index and focus group questions.  Such methods were 

also influenced by the author’s previous experiences participating in study abroad 

programs.  While the index itself is valid and reliable according to social science 

standards, in the case of applying it to the final group for this thesis, the results are 

insignificant.  Many of the trends seen through the literature review and development of 

the thesis were corroborated through the focus group and informal interviews during the 

Indonesian program.  In addition, the qualitative experiences of participating in study 

abroad were critical in and of themselves.  In particular, the reflections on the 

Indonesian experiences were framed by the research already conducted on study 

abroad, and thus were filtered specifically within the context of understanding how such 

culture-based interactions contribute to the design education.  The final part of the 
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process involved interviewing a series of experts on study abroad programs–academics 

who have led and coordinated study abroad programs within landscape architecture.   

The results of the various methods of investigation came together to represent 

perspectives from both student and instructor in objective and subjective terms alike. 

Does It Work? 

One of the most important aspects of this research was the thoroughness in 

which the components of cultural competency were analyzed.  The act of stepping back, 

breaking down, and sifting through aspects of international design education illuminated 

that this means of evaluation may not have yet occurred for these programs in 

landscape architecture.  The absence of evaluation is expressed in the scholarly 

literature (Hewitt & Nassar, 2005) and in some cases by the expert interviews 

conducted for this thesis. In large part, the lack of published literature on both tailoring 

and evaluating study abroad programs in design education was the impetus for this 

research.  The idea was that there could be a cycle whereby our lack of understanding 

of the specific aspects of student learning that occurs in these kinds of situations feeds 

into our inability to ask the right kind of assessment questions.  If we were to accept that 

cultural competency was the specific  and primarily desired learning outcome for a given 

study abroad experience, then the pre and post surveys developed for this thesis could 

serve as a way to measure how the program influenced the development or lack of 

development in the identified areas of awareness, sensitivity, and skill.  However, as a 

component of the identification and measurement of cultural competency, it is 

suggested that the program specifically outlines the development of such skills (perhaps 

through Kolb’s Experiential Learning model) within the specific indicators, thereby 

directly linking the survey indicators to the structured experience.  With this approach 
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the results of the survey will be much more useful, as the success of elements and 

corresponding indicators of the program will be more easily analyzed. 

Interestingly, while there is certainly a lack of published literature in the field, 

several expert interviewees specifically mentioned that they rely on literature and 

research to improve and evaluate their programs. While it seems curious that given our 

general acceptance of the importance and benefits of study abroad, educators are not 

unanimously pursuing its incorporation into design education.  What is even more 

surprising is that there seems to be little interest (or perhaps more importantly, little 

support) in publishing the findings from the current research being conducted.   

What’s Been Said 

The literature implied and even straight-forwardly suggested that due to the lack 

of (published) evidence and data collection sets, landscape architects specifically do not 

devote the scholarly effort required to create and evaluate study abroad programs.  

While this appears to continue to be the case and is corroborated by some of the expert 

interviews conducted for this thesis, there were several interviews that suggest the 

contrary.  In discussing cultural competency in study abroad programs with academics 

who are involved in leading and creating such programs, in some cases there is a 

substantial level of scholarly debate occurring on what constitutes successful learning 

outcomes for these unique programs.  What lacks is published evidence, which one 

expert interviewee suggests is most likely linked to the fact that study-abroad programs 

do not usually garnish much support in teacher performance reviews such as tenure 

promotion. 
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Index 

The students who participated in the Indonesia program already exhibited a high 

level of cultural competency.  This is to be expected as this Indonesia program was 

voluntary and a decision to participate would have required that the students embodied 

a certain level of interest in cultural aspects.  By nature, this survey is better suited to 

larger groups of students.  Additionally, if the survey was used for an abroad program 

that was required, the varied backgrounds of the students might contribute to better 

understanding the overall trends of the program.  In comparing the pre and post surveys 

the results are negligible on awareness, sensitivity and skill; although in eliciting 

students’ thoughts on the subject through the focus group questions and reflections it 

seems that on some levels the students’ cultural competency did in fact increase 

through specific experiences and reflections.  This suggests that while quantitative 

methods like surveys can be very useful in understanding general trends, they are 

unable to respond to nuances of changed behavior in the same manner as a qualitative 

discussion, especially in this context where there were so few participants.  It would be 

interesting to apply the survey to a required program that was specifically developed to 

foster the learning goals of awareness, sensitivity and skill. 

Group Reflections 

Not surprisingly, the most intensely discussed aspect of the Indonesian program 

concerned the local people engaged by the program. The Indonesians are a remarkably 

warm and cheerful people.  Our Institut Teknologi Bandung (ITB) “classmates” extended 

us the most genuine friendliness and hospitality that I have ever experienced.  One 

University of Florida student even questioned if the roles were reversed, would we have 

shown them as much kindness and consideration.  Working with the ITB students gave 



 

53 

us an intimate perspective on Indonesian life.  As our project team, our tour guides, and 

our translators: they gave us an “in” when interacting with locals on our project site.  The 

impact of being able to relate to our international peers was a significantly-regarded, 

positive experience.  It would be interesting to see this aspect incorporated in other 

study abroad programs.  In some instances, study abroad programs will integrate local 

faculty and local community members, but joining forces with local design students 

seems less common.     

Another key theme that emerged was the concept of “West helps East.”  Many 

students admitted to anticipating their role as being the “helper” who would show the 

Indonesians how to solve their problems.  The students quickly realized that in reality 

they had much to learn, and that the “problems to be solved” were not so straight-

forward.  

In her discussion on reflective learning, Hill (2005) points out that, “This can 

liberate us from the juvenile grip of hubris that leads us to think—in our overconfident 

sense of self—that we have the best answers, the best assumptions, and the best 

methods. It can, instead, offer awareness that the guiding "truths" or "principles" we 

present as professionals are framed by our cultural experiences and thus are not 

necessarily meaningful when translated to different cultural settings (p.121).”  It was 

difficult to interact with our ITB peers and think we knew better than they did, especially 

with regard to their country.  In that sense it forced us to take the position of guest, and 

reflect on our own perceptions as we listened to our friends and classmates explain 

their ideas.  This further substantiates the thought that such student interactions should 

be encouraged within study abroad programs. 
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Many of us were also surprised by how welcoming the locals were.  It seemed 

that everywhere we went we were followed by a gaggle of neighborhood kids and 

encountered bright smiling faces of people that were more than willing to talk with us 

and show us things; in some cases even open up their houses to us. 

Experiential Learning and Program Structure 

In following Kolb’s theory, the structure of an international learning experience 

could easily be incorporated within the experiential learning cycle.  Technically, the 

nature of the cycle implies that within this process there is neither a starting point nor a 

stopping point; however, in this sense I disagree with Kolb.  Using the example of 

developing cultural competency, it is unreasonable to assume that one would have the 

“skill” to resolve a design or planning problem before acquiring sensitivity to the issues 

involved.  Awareness leads to sensitivity, which leads to skill.  It is a progressive 

process that builds on the previous indicator.  I believe each of these indicators is best 

fostered at specific points along the learning cycle, and thus argue that the first step in 

the process of developing cultural competency through the experiential learning model 

begins with the Concrete Experience. 

Concrete Experience: Awareness 

The first step is critical.  A concrete, or “solid,” experience must foster a sense of 

awareness.  One aspect that became clear from participating in the study abroad 

programs was that being in a different environment greatly contributed to this 

experience.  Marshall McLuhan is quoted with saying, “I don’t know who discovered 

water, but I’m pretty sure it wasn’t a fish.”  And why would a fish “discover” water?  It is 

born in it, breathes it, lives in it, and knows no other environment; its everyday 

mundaneness hardly instills a sense of wonder or curiosity.  In the same manner, it is 
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very difficult for humans to gain awareness of their everyday, taken-for-granted 

environment.  As designers, it should be this environment that we wish to understand, 

for this is essentially what we design and plan.   

Culture is manifested in “habitus” or phenomena and any design influence must 

coincide within this context.  The contribution of “difference” to the experience is clearly 

evident in the focus group responses.  Of the University of Florida students who 

participated in the Indonesia program, four were born and raised in the United States 

and one born and raised in Asia.  In discussing the primary benefits of the Indonesian 

Studio, the American students expressed that one of the main benefits derived from the 

experience was that it gave them an introduction to a completely new way of thinking 

and living.  Conversely, the Asian student said the greatest benefit received was the 

networking connections that were formed.  This is not to say that the Asian student did 

not receive benefit from experiencing another Asian culture, but he was not necessarily 

introduced to a “new” way of thinking that would challenge his perspective as a 

professional.  When our comfort zone is challenged we grow and expand our 

perspectives.   

The experience must introduce the issues at hand in order to begin to foster a 

personal connection to place.  The semester in Rome placed me in a beautiful, but not 

especially different environment; even my classmates were the same cohort I had been 

studying with for the previous four years.  Particularly if one is a Westerner of European 

decent, participating in a group tour of a gothic cathedral does not inherently constitute 

a “concrete experience.”  This may be a discomforting statement to some, given that 

study abroad destinations are predominately based in Europe (Hewitt & Nassar, 2005).  
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This is not to say that European environments are unable to foster a positive learning 

experience, but they must not fall into the trap of becoming a “grand tour.” It is important 

to discontinue the same kind of hegemonic mindset that tends to value euro-centric 

values as the standard.  In order to foster cultural competency, the first step in the 

experience must encourage students to think differently about things; it must connect 

with place and people and introduce new perspectives. 

Observation and Reflection: Sensitivity 

Once we have gained awareness, the experience should begin to foster 

sensitivity to the issues at hand.  As Hill (2005) remarks, “The experience often leads 

students to reflect on their own assumptions, sometimes creating an impetus for 

change, other times leading to a deeper knowledge of the self. In a cross-cultural 

context, the design process can thus become not only a vehicle for problem solving but 

also one that can lead students on a transformative journey (p.121).”  As Crysler (1995) 

points out, “Attempts to broaden students' understanding of the social context in which 

they operate are vital. However, if students investigate society without questioning the 

position they occupy in doing so, the role of the distanced expert is reinforced rather 

than questioned (p. 314).” 

The project in Panama focused on an impoverished neighborhood that had 

experienced sensitive and politically-charged events.  It was painfully obvious that we 

were a group of American students, and as such we were frequently subjected to angry 

outbursts as we walked through the community.  We couldn’t quite understand why our 

presence was so unwelcomed, as we were “only there to help.”  Our naivety, cultural 

background, and lack of sensitivity blinded us to the fact that many developing places 

resent this notion of a one-way “developed helps developing” perspective.  Naturally, 
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the relative hostility made it very difficult to connect to people in a way that would 

challenge us to extend beyond our naive outlook.  In contrast, the environment of 

Indonesia fostered greater sensitivity towards place. This was not necessarily because 

we, as a group of students, were more cognoscente of the fallacies in thinking that the 

belief that wealth or aid moves from west to east.  Rather, the aspect that made us 

realize the error in this assumed perspective was the local people we interacted with.  

The friendships that we formed with our Indonesian partners as well as the 

overwhelmingly warm and welcoming attitudes of the Indonesians we met led to an 

intimate and emotional connection to the places in which we lived and studied.  This 

connection was overwhelmingly cited in informal discussions.  In project development 

and focus group discussions, this observation was identified as being the most positive 

aspect of the Indonesia program experience. 

 My experiences in Bali following the Indonesian abroad program also highlighted 

this concept of developing sensitivity to place.  The Bali Field School program is 

specifically tailored to encourage a connection to the culture: in a way, I was able to 

“dive in” and experience the island in a very intimate way.  I followed the cultural 

excursion itinerary that typically compliments the focused service learning activities of 

the program.  While I could only imagine how one would have informed the other, the 

experience still provided valuable insights.     

From the cultural and central village of Ubud, I made several excursions that 

highlighted the beauty of the landscape and the everyday life of the Balinese.  I watched 

as workers harvested and planted rice in the terraced patties.  I saw performances of 

traditional dances and plays, and was fortunate enough to stumble upon several local 
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ceremonies; one of which was particularly elaborate.  I touched and tasted the 

landscape: I hiked along mountains and beaches, took a cooking class, ate suckling pig 

at Ibu Oka’s and while touring a coffee plantation I drank kopi luwak, a rare and strong 

coffee that is “processed” with the help of a local mammal.  Certainly, it was vacation-

like and incredibly enjoyable; there were even instances where my field trip specifically 

denoted hanging out on the beach with a Bintang (beer), but there is a critical difference 

between what experiences constitute tourism and which constitute the kind of learning 

and connection I was forming with my environment: reflection.  Reflecting on what I 

saw, spending time in a place specifically to understand it and its influence on the 

people from that place, and being open to new experiences is what formed the 

connection I have with the island of Bali.  If I made my tour without interacting with the 

people and places around me and trying to make the connections about the Balinese 

culture, it wouldn’t have been enough of an experience; it wouldn’t have had such a 

profound influence on me.  This is where it becomes critical for educators to structure 

these kinds of experiences.  It would have been easy to allow myself to be enticed by 

the tourist offerings of the island of Bali, but the experience would not have had nearly 

the same impact.  In Rome it was easy for us to stay within our comfort zone, speak 

English, and hang out at the “American” bar–the experiences that really introduced us to 

Rome were in large part of our own seeking.  Not every student will have the impetus to 

pursue knowledge of how to find the kind of cultural-lens-changing experiences that are 

such a fruitful component of studying abroad.  By focusing on forming a connection to 

the landscape and people, educators can better create opportunities for reflection and 

cross-cultural learning. 
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Forming Abstract Concepts: Studio 

The aspects of the studio were not distinctively measured in this thesis, but they 

were discussed.  While the studio environment has been criticized, there are elements 

of the design process that become important to the discussion of developing 

competencies.   

The studio environment is not going away any time soon–nor should it.  It is a 

place for collaborative learning and creativity and had produced many successful 

professionals.  There is a variety of skills developed in studio that extend beyond the 

technical requirements of the profession: learning to give and receive criticism, 

collaborating with peers, preparing thoughtful presentations, time management, and a 

deep respect of deadlines contribute not just to the professionalism of the student but 

also to the individual character.  Additionally, studio cohorts tend to form close personal 

bonds that extend into networking for their professional careers.  Studio is an intense 

experience characterized by pulling oneself up from a humbling desk crit the day before 

and working late into the night.  It is a critical component of design education.  But, can 

it be better?  Perhaps the traditional approach to studio should strive further to adapt to 

the globalized nature of our present time.   

If the major criticism of studio is that it is insular with the way it relates to other 

global perspectives, why not open it up to explore them?  We are already adept at 

ascertaining and discussing components of the physical context so why not further 

explore the increasing complexities of culture in a globalized context?  

For example, consider the critique of the “master-apprentice” model.  A studio 

based on this model focuses on the master instructor and celebrates the individual 

creative pupil.  If the same studio were to be conducted with the specific purpose of 
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reacting to cultural concerns, the master-apprentice structure would not be viable.  If a 

studio’s intent were to develop grading and stormwater technical prowess in students, 

educators would of course incorporate information on the site’s existing hydrology and 

topography.  In the same manner, the perspectives of locals would need to be 

incorporated in a studio that focused on integrating students in the cultural context.  The 

very act of situating studio education specifically within this mindset of reacting to the 

cultural elements of place would address many of the major criticisms of the traditional 

studio structure. 

If the traditional studio model can adapt to the demands of our new globalized 

context, it would easily become an integral element in the experiential learning process.  

The actions and process of design are in and of themselves abstractions and 

development of ideas, and studio is where such concepts are developed.    

The studio in Indonesia was an interesting environment.  Because design studios 

especially are known for their collaborative work efforts, by having students trained from 

both Western and Eastern paradigms the projects were able to take on a greater 

resiliency.  By having this cultural exchange through the studio, the Indonesian study-

abroad experience highlighted the lack of inter-cultural interactions within the Rome 

Studio.  These cultural interaction skills exhibit two nuances.  On one hand there is a 

skill needed to generate a successful project based on the needs of the users and the 

specifics of the site, in other words, communicate with the client and interpret the needs 

of the place.  On the other hand, as designers we must also learn to communicate with 

other professionals who are products of a different cultural perspective.  Teaching 
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students to interact with the cultural constructs from both community members and 

professionals is integral to developing cultural competency. 

Students admitted that on previous abroad programs they had not interacted nearly 

as much with locals, let alone worked along-side them.  In the focus group discussions 

the students pointed out that there were certainly communication issues that arose with 

their Indonesian team members (with regard to both language and cultural differences), 

especially when working together and making decisions about our design products. 

However, many students expressed their surprise at how much could be communicated 

without words. 

Testing in New Situations: Skill 

Margarita Hill (2005) mentions experiential learning, and points out that it “is the 

basis of the studio education where students "learn by doing" and where abstract 

concepts are applied in a problem-solving experience related to their professional 

training and development (p. 121).”  Being in the situation where students interact with 

local cultures, reflect on their interactions and observations, and work through context-

specific design problems based on those experiences allows those students to work in 

an environment that values community involvement over individual creativity (Hill; 

2005).  

The idea behind “forming new concepts” especially in the studio context, is with 

the intention of having those concepts tested (i.e. implemented) in new situations.  

Often given the nature of design education there is limited time and resources that 

prevents studio projects from being extended into the built form.  However, concepts 

can still be evaluated for their efficacy in relating to the cultural context, especially with 

regard to final product.  This harkens back to the discussion of studio moving away from 
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its master-apprentice model so that students are encouraged and evaluated on their 

abilities to function as designers (with all the technical expertise that implies) in a foreign 

cultural environment. 

Expert Interviews 

Up until this point, the research has been concerned almost exclusively with the 

viewpoint of the student experiences.  In order to balance this and discover connections 

more applicable to program design and structure, I was fortunate enough to have some 

very fruitful discussions with several study abroad program directors.  Their insights 

provided an invaluable perspective on how to approach study abroad design education. 

Penn State’s Semester Abroad 

In the spring semester of the 4th year, students are required to study in Rome, 

Italy.  The studio was developed as an integrated part of the curriculum and was taught 

by both Penn State (PSU) and local instructors.  The primary benefit of this experience 

lies in the fact that students lived in Rome for four months.  We rented apartments in 

groups, shopped for food in nearby local markets, and in the morning walked to work 

(studio) alongside our Roman neighbors.  For those of us who chose to integrate with 

the local culture as much as possible we learned about the nuances of our environment 

and the habits of people through observation and causal discussions; we strolled 

through the same plazas and drank the same cappuccinos.  For the most part, we lived 

as Romans—or at least pretended to.   

It did not directly occur to me at the time, but in retrospect it seems clear: besides 

the fact that we were in a very different environment, the educational experience was 

very much the same as it was in State College, Pennsylvania.  In our studio space we 

were given a site from Central Rome and given a program to fit onto that site.  We 
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participated in field trips to surrounding villas, performed site visits, site analysis, 

received desk crits and gave final presentations to our professors.  We attended 

lectures given by a local Italian Urban Designer, but for the most part maintained our 

close-knit circle of fellow Penn State students and professors for guidance and 

suggestions.  This familiarity significantly helped with the transition and adaptation to 

being in a foreign environment, but may not have fully taken advantage of exploring 

cultural competency issues.   

It was very interesting to hear Eliza Pennypacker, a Penn State landscape 

architecture professor who is very involved in the required semester abroad program, 

echo these concerns in our interview.   

Penn State’s Bachelor of landscape architecture program changed from 4 to 5 

year in 1990’s.  The fundamental tenet of this program was to educate leaders and not 

to train technicians.  The study abroad semester is required and was developed 

specifically to broaden students’ perspectives.  However, some of the pedagogical 

intentions had problems in Rome.  Students were “cocooned” and could go through the 

entire experience without being engaged in culture. 

Penn State has recently made a significant change to the semester abroad, 

specifically to address many of the issues previously mentioned.  As of 2012, 4th year 

students go to Bonn, Germany, where they focus on urban design issues.  This program 

uses a 3rd party provider, AIB (Academy for International Education), which is based in 

Bonn.  Several aspects of this program are ideal for the landscape architecture 

program’s pedagogical intentions.  For example, in Bonn, the students are no longer led 

by Penn State faculty, but are taught by local instructors.  This is important in getting 
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students to “leave the nest” and forge ahead into unknown territory.   While Penn State 

professors maintain a close link to their students, the instruction is designated to the 

local professors, thus exposing students to a new learning and designing perspective.  

Additionally, students’ housing is based on “home stay.”  This combined with the fact 

that Bonn is not generally characterized as a tourism destination and is very much a 

“livable city” enables students to interact on a more intimate level with the German 

culture. The young program has experienced its challenges, but those involved with the 

Bonn program believe that they will have a better opportunity to meet their specified 

learning goals.  These learning goals are not published nor quantitatively tested, yet 

they are the direct result of a dedicated effort to make Penn State’s program an 

exceptional place to study landscape architecture.  Based on a draft by Penn State 

Landscape Architecture’s Ed Abroad Committee, study abroad should promote the 

following objectives: 

Professional Growth— 

1. promote cross-cultural competencies that can contribute to 
increasingly internationalized modes of professional practice; 

2. reciprocate; reveal other ways of inhabiting, building and stewarding 
through time, with intriguing potential for translation to domestic 
contexts; 

3. over the longer term, stimulate more meaningful modes of 
professional practice that creatively, empathetically, and 
collaboratively engages across a broad cultural and socio-economic 
spectrum. 

The Global Citizen— 

4. provide immersive learning that is culturally, politically, and 
geographically distinct from any available in the United States; 



 

65 

5. stimulate a realistic awareness of, and sensitivity to, cross-cultural 
values, achievements and aspirations, as well as regional inequities 
and challenges;  

6. invite action as designer-participants in one place at one time, to the 
benefit of the whole;  

Personal Growth— 

7. compel beyond each student’s comfort zone, leveraging personal 
adaptability, tenacity, equanimity, and creativity; 

8. stretch students’ sense of the world and their situated role in it; 

9. elicit life-long commitment to international learning and cross-cultural 
collaboration. 

The Ed Abroad committee is very active in developing values, goals and a 

student handbook.  The program is also trying to make it easier for landscape 

architecture students to connect to other study abroad programs and explore more 

options.  They are, however, discouraging students from studying in Australia because 

the environment is too similar to that of the States.    

One of the influences to the education abroad program that Pennypacker 

referred to in the interview was Adam Galinsky, a faculty member from Northwestern 

University, whom she met at a conference in international education.  In referencing 

Galinsky’s conference presentation on living abroad as a way of enhancing creativity, 

Pennypacker recalled that there are three scenarios of handling being in a foreign 

environment: 

1. keep your distance: stay American and just get through the process 
2. become of that country: be a Roman, remake yourself 
3. something in between 1 and 2: navigate and address challenges 

 
Galinsky suggests that it is this middle ground is the most creative.  For in this 

approach, being in a foreign place is almost treated as a design problem: how does one 
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integrate oneself (with all of the accompanying beliefs, paradigms, etc.) into a place that 

is used by people with an entirely different outlook.  By being in this “zone” it could be 

argued that is the place in which one must be aware of and sensitive to his or her own 

cultural understandings and adapt it to be able to integrate with someone else’s. 

Maddux & Galinsky’s (2009) research has suggested that it is not just traveling 

abroad but living there that results in this enhanced creativity: 

Although it is said that travel broadens the mind, in the current studies, we 
found a robust relationship between living in and adapting to foreign 
countries and creativity.  This research provides a critical first step toward 
understanding how foreign living experiences are associated with creativity, 
with both experience abroad and creativity being particularly significant as 
the world becomes more globally oriented and interconnected. … It may be 
that those critical months or years of turning cultural bewilderment into 
concrete understanding may instill not only the ability to “think outside the 
box” but also the capacity to realize that the box is more than a simple 
square, more than its simple form, but also a repository of many creative 
possibilities (Maddux & Galinsky, 2009, p. 1060) 

Pennypacker refers to this study when discussing the challenges of study abroad 

with her students and encourages them to try to find the “in-between” zone when 

adapting to the foreign environment becomes difficult. 

In terms of assessing the program, Penn State has not yet developed an 

assessment strategy, but they want to.  In the meantime, the students are constantly 

being queried about the strengths and weaknesses of the program. 

When asked about the benefits of study abroad to the future of the profession, 

Pennypacker stated that “global citizenship” and “global perspective” is part of being 

professional.  “It isn’t just about awareness, it’s also about understanding and how 

strategies and designs must be rooted in context.”  Pennypacker also pointed out that 

students learn about who they are as Americans.  Additionally, based on Galinsky’s 

research, there is the issue of creativity that becomes enhanced by living abroad. 
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Service Learning and Design Build 

At the University of Wisconsin, Sam Dennis specifically wanted to lead a service 

learning and design-build study abroad program where students go to a Spanish-

speaking country that contributed immigrants to the States.  For several years he was 

able to lead a student group to Honduras for a short-term study abroad.  The desire was 

for students to experience those living conditions in order to have a better 

understanding of both sides of the migration pattern.  The students spent several weeks 

in the field during semester break and upon returning entered a “reflection phase.” 

Dennis specifically focuses on “experiential learning.”  With the Honduras trips, 

students did not read anything prior to experiencing the place.  The material they were 

given focused on the difference between charity service and partnership.  Students 

were encouraged to think that they were not the “rich, white, North Americans coming to 

save the day” but were partnering with the local community. 

This strategy was derived from Dennis’ experience working with the Northern 

Cheyenne.  “People there are very sensitive about college students coming to do 

service work on the reservation who have read about everything there is to know about 

the Northern Cheyenne, so they come in thinking they understand everything.  And then 

they have certain arrogance about them and a certain closed-mindedness.”   

By having students do the readings after they return, it becomes part reflection 

but also part learning about the place you just experienced and putting that experience 

in context. 

The program that Dennis leads has shifted location and is now based in in Costa 

Rica.  The situation for this program is approached differently.  There is not the abject 

poverty seen in Honduras, the education levels of local partners and their capacity for 
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organization is very high, most have college degrees and speak English.  It’s much 

more of an equal footing and is not a source of immigrants, rather a place where United 

States citizens retire to.  In this program, students are assigned readings on tropical 

ecology, geography and environmental education prior to leaving so that students 

understand the physical context.   

The focus of the project is a private-public environmental school that has a 

certain social justice component.  Local people were complaining that their children 

were not being hired for eco-tourism in the area, rather the jobs were going to 

foreigners, specifically North Americans.  The school focuses on training local children 

in English with a strong curriculum in environmental sciences from ages as young as 5.  

Dennis’ students work on master planning and design-build services for the school. 

Dennis specifically references Kolb, Dewey and James when he coordinated the 

experiences of the study abroad programs and had to figure out “how the pedagogy 

worked.”  “The idea is that through this learning experience you can bring together, 

essentially, the people that have the power and the people that don’t have the power 

and through their collective learning, you can try to address the inequality.  That was the 

main idea in Honduras.” 

When asked to identify the most important learning outcome in study abroad 

experiences, Dennis responded that, “I think the most important is just to learn how to 

learn from experience…everyone knows how to have an experience, right?  And they 

can judge between a negative experience or a positive experience, and they can 

judge…whether through an experience they learned something, but they’re really not 

mindful of that process.  So, one of the goals is…when we ask them to write reflections 
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we’re really transparent about what we’re doing and we teaching a way of experiencing 

the world deliberately to produce some learning outcomes…The point is to 

unconsciously embody this mindfulness about it.” 

Dennis continues to say that hopefully what they learn in Costa Rica or Honduras 

“translates into their practice when they are working in a marginalized community or a 

low-income community…It’s not about learning content you know, we’re not teaching 

stormwater management, we’re not really teaching trail design or master planning or 

anything that might be familiar to landscape architecture students.  We’re teaching how 

to learn from experience.” 

When asked how the program ensures that students are learning from 

experience, Dennis elaborated on the “debriefing session.”  These sessions are not 

scheduled: telling students, “we have a debriefing scheduled for 8:00” seemed too rigid 

and too much like school.   Rather, these sessions would occur almost as a continuous 

seminar discussion throughout the whole experience.  Questions like “How did you feel 

about that?” and “How did you react to that?” became an ongoing and casual 

conversation.  The students also do formal journaling and processing of their journal 

upon returning.  That product from after the experience is “one of the best ways to 

gauge if students are getting at the learning outcome.” 

When asked if there was an evaluation technique used that leans more to the 

quantitative side, Dennis respond with an emphatic “no.”  Dennis’ work is focuses on 

themes.  Through his research he has developed ways to use qualitative data to do 

program evaluations.  Dennis explains how he approaches program evaluation,  

For example, if I want students to think positively about a frustrating 
experience.  In the frustration comes the learning, that’s when your 
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hypothesis of how things ought to be brush up against the experience of the 
real world.  And there’s this mismatch.  Frustration occurs, and that can be 
a good thing:  it could spark new areas of inquiry, it could cause you to drop 
ideas about the world that really didn’t fit the world, and so, I can read that 
in their writing and I can hear it when they talk about it.  And for me, that’s 
as good or better than what any quantitative work can do.  I just can’t say to 
somebody, ‘Oh, well, they improved their reflection by 10% or they went 
from a 2 to a 5 on a Likert scale.’  I know there’s a lot of pressure to show 
that to justify the funding for these courses…but I’ve never used 
quantitative measures. 

Dennis continues to state that in terms of cultural competency, he could see using a pre 

and post test to measure levels; it’s just not what he does to evaluate his study abroad 

programs. 

In discussing comparing the approach taken towards these study abroad studios 

to “regular” studios back home, Dennis says that after the sophomore year while studio 

projects are not built, all studios are “real projects in the real world with the kind of 

partners that couldn’t otherwise afford landscape architectural services.”     

When asked about study abroad’ s contribution to the profession of landscape 

architecture and how it will frame practice, Dennis cited that he is already seeing the 

effects.  Many Wisconsin students are hired by firms domestically but then are sent to a 

remote location for 6 months at a time.   

Adapting to a new culture, understanding how to talk across cultures or 
between cultures about design issues, it’s a skill that they barely get to work 
on in these short-term study abroad but at least it prepares them for that 
kind of experience…The goal is to internationalize the experience.  That’s 
why I didn’t want the “European Tour” for the students, I didn’t want Italy.  
That’s sort of one theme: looking at developed world, design history, some 
really forward-thinking environmental stuff, say in Germany or Denmark…I 
wanted them to go to places where there’s not a lot of landscape 
architecture…The idea is to give them an international perspective.  For a 
lot of the kids here, it’s the first time they’ve had to get a passport. 
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Design Build 

At Washington University, Daniel Winterbottom leads students on community-

focused design-build programs in Guatemala, Bosnia and Croatia. Typically 10 weeks 

long, in order to fit within Washington’s quarter system, the program is open to non-

landscape architecture majors and even students from other universities.  Students 

have both pre-trip and on site orientations.  Each project is based on working with a 

community: usually one that’s been disenfranchised from the mainstream.  In addition to 

working with the community, students also take several field trips to important places in 

the area to give a broader context in to the architecture, history and culture of the area.  

Living conditions vary depending on the opportunities available, sometimes homestays 

and sometimes dormitories.  In some cases the program is able to team up with non-

profit organizations.  The Guatemalan program collaborated with the Safe Passage non-

profit, who has had a presence in the community since 2001.  Overall, the program 

takes students through a very intense process, typically with about one week in the 

community, 2-3 weeks design and design development, then 6 weeks of construction.  

Often members of the community will volunteer to help implement the project. 

When asked about the most important learning outcomes of the program, 

Winterbottom responded that the students develop: 

Flexibility, independent thinking, problem-solving and in some sense 
compassion looking through a different lens because of the cultural 
differences that they have to negotiate.  But I would say probably the 
biggest outcome is learning to be an independent thinker.   

These learning outcomes are achieved not as much because of location, but 

specifically due to the communities they work with.  In the case of the last program in 

Croatia, students were working for and with people with extreme mental illness.  Of the 
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400 patients in the facility, not only do they have a variety of illnesses, but they are also 

coming from different parts of Croatia, each with their own subculture.  This 

environment forces students to question, “Who am I and how can I relate to somebody 

whose environment I’m trying to design?”   

Another important aspect, according to Winterbottom, is that they are actually 

leaving something behind, an amenity or resource for that community.  So, it’s a 

partnership.  It is his hope that these kinds of projects continue on a long-term basis. 

The model of the way the students interact with the community and foster 

participation is similar to the way studios are conducted back home in Washington, 

however, the major difference is that when abroad, students need to spend more time to 

understand the larger system in order to achieve the task at hand. 

When asked about how these programs affect the future of the profession, 

Winterbottom replied,  

Undoubtedly they broaden the viewpoint of the participant.  In some cases, 
their experience you couldn’t replicate anywhere else…especially not in the 
United States.  They’re looking at landscape architecture, the benefits of 
landscape architecture, and the process of working with these specific 
communities through landscape architecture in a completely different lens 
than how you’d look at it here.  And, in that sense I think it can only help 
broaden.  I think the role of service for communities in need, having 
experienced, having seen the results, having seen the value of it…I 
hope…reduces the sense of entitlement that is engrained in many 
Americans, particularly Americans that are going to university.  I think it 
creates a compassion for, if you want to call it “the other” or those who are 
somewhat ostracized from the mainstream and as a value makes one more 
compassionate–hopefully throughout their design but particularly to work 
with these types of communities.  Now, once one sets that up, then the 
question becomes: is there really an opportunity in the profession to do 
this?  So it’s a double-edged sword.  We need to change the profession.  
We don’t have a “Landscape Architects Without Borders”…that’s the sort of 
thing that I’d like the next generation to think about…the role of landscape 
architecture as a global practice instead of just in the developed 
world…This is what needs to be brought to conferences at ASLA. 
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I see the generation coming up as being more engaged in global 
issues…also desiring to participate in these kinds of experiences.  And they 
really do differ from more traditional study abroad. 

The Patterns Emerge 

A series of themes emerged from the focus group discussions and expert 

interviews that become important when thinking about how to structure design 

education abroad beyond the broader aspects of experiential learning theory. 

Working with Local Students 

The most commonly mentioned item in the focus group was the relationships we 

formed with our local peers.  It was this relationship that significantly helped us to “see” 

past our own cultural lens and biases.  Naturally, language and communication become 

a critical aspect.  In Indonesia a majority of the students spoke English very well; even 

so, breakdowns in communication were to be expected.  The focus group did indicate 

how surprised they were at what they could communicate even without words.  It is 

certainly possible that not all groups will get along as well as we did, but this aspect of 

study abroad certainly seems to warrant more consideration.   

Working with local design students is not a common consideration: it is rarely 

discussed in the literature; focus group participants with other study abroad experience 

noted that they had not worked with local students in other programs; and it was not an 

aspect of the programs discussed by the expert interviewees.  Perhaps this is due to the 

significant amount of coordination that is needed – not just in language concerns but 

pedagogical intentions and working relationships between instructors, curriculum 

alignment, etc.   
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Regardless, if we are to prepare professionals to work in culturally different 

communities, then it seems that not only should they have the ability to relate to locals, 

but also to other professionals who come from different cultural perspectives.   

Connecting to Community 

Similar to the relationship formed with our peers, the connection to the local 

communities in Indonesia was also strong.  Conversely, the experiences in Panamanian 

communities, where we were most certainly not welcome, yielded a large barrier to our 

ability to emotionally connect to the people in the neighborhood.  My speculation is that 

since sensitivity implies an emotional connection, there has to be a certain level of 

admiration for and comfort in working with the local people.  In an ideal learning 

situation, students would have the opportunity to form these bonds which would then 

help them understand another’s perspective 

Where to Go? 

The location of study abroad programs seems more opportunistic than not.  The 

expert interviewees explained that much of the decisions revolving around selecting a 

location were based on whatever connections or logistics they were able to arrange, but 

within certain requirements for the specific learning goals.  Sam Dennis suggests that 

there are two general types of study abroad experiences: those working with marginal 

communities (service learning studios, etc.), often in the developing world, and those 

that focus on sustainability issues of the developed world.  In the former category, at the 

University of Wisconsin, the program in Honduras had the specific intention of 

introducing students to a Spanish-speaking country that is a source of immigrants to the 

United States.  When the program shifted to Costa Rica, the approach changed slightly 

to better match the nature of the community.  Similarly, at the University of Washington, 
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students work specifically with disparate communities with the objective of fostering a 

sense of global citizenship.  Penn State’s program falls under the latter category.  The 

program in Bonn provides specific opportunities for students to immerse themselves in 

the daily life of German culture.  The program coordinators specifically did not want to 

send students to a touristy city, but rather one where they could absorb aspects of 

quality of life and learn to design for issues that arise in an urban design context. 

Regardless of the type, the location serves as a critical aspect towards 

developing the pedagogical intentions—not as much because of where but because of 

what is occurring within these places. 

How Long Shall We Stay? 

With regard to the program types discussed above, it seems reasonable that 

“rougher” situations that involve cramped living spaces, long working hours and perhaps 

less developed sanitation utilities would warrant a comparatively shorter stay.  The 

programs at University of Wisconsin and University of Washington are generally 4 

weeks and 10 weeks, respectively.  Conversely, Penn State’s program is a full Spring 

semester (16 weeks).  The Penn State program references Adam Galinsky’s research 

regarding how the concept of “living in” a city enhances creativity if approached as 

solving a problem.  With this as the learning outcome, it seems logical that students 

would need to spend enough time in the city before being able to develop the desired 

competencies.  This duration may simply not be practical for the programs that are 

conducted in developing countries. 

It is not intended to suggest that one focus is superior to the other, on the 

contrary, it is just another level through which program structure can be carved by 

pedagogical intention. 
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Did it Work? 

The interviewees described varying degrees of assessment strategy.  Dennis 

specifically mentioned that while there is the pressure to produce quantitative data to 

show the progress of study abroad programs, his assessment is qualitative in nature, 

and is based on a constant debriefing session during the trip.  In Penn State’s case, the 

home-based professors are very attentive to measuring the “pulse” of what’s going on 

abroad, but due to the length and fact that Penn State professors no longer lead the 

studios abroad, it makes it difficult to maintain the kind of qualitative assessment that 

Dennis is able to employ.  Penn State would like to have a formal assessment strategy 

for their program, but currently does not implement one.   

Whether qualitative or quantitative, assessment of experiential-based learning is 

difficult due to the extreme number of variables.   

The Reason Why 

Broadening perspectives, preparing students to work internationally, and 

fostering global citizenship – these are the reasons cited by expert interviewees on how 

study abroad is important to the future of the profession.  We recognize that there is a 

need for the profession of landscape architecture to respond to the demands of a 

globalized world.  In echoing Daniel Winterbottom’s comment: why is this not being 

thoroughly explored in professional conferences?     

But, What Does It All Mean? 

What is it, then, that we are trying to instill in design students that participate in 

study abroad programs?  It seems that what we should be striving for is transformation: 

not necessarily in the acquisition of technical skills, but in the development of cultural 

competency.  This development involves a series of “steps” within a process that 
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continue to build on each other as the participant develops a deeper sense of culturally 

based spatial issues.  The experiences offered by study abroad introduce students to 

the not-always-so-simple fact that people from other cultures relate to place differently: 

this forms the basis of an awareness that helps situate students within their own cultural 

perspective and within the cultural context of the place in which they are working.  

Sensitivity to culture, place, and the way people relate to their environments on this 

awareness: relating to the community and empathizing with them are a critical element 

to instilling cultural competency.  This emotional connection helps students to abstract 

ideas through the studio process by encouraging students to “see” the place though the 

user’s cultural lens.  Finding this relationship of how local culture affects our 

perspectives helps to shape our final design product.  Whether or not a design is “good” 

is predicated upon how well suited it is to the cultural context.  In developing cultural 

competency through study abroad we are teaching students to design for the cultural 

context: this process of developing awareness and sensitivity to perform the skill of 

design is invaluable in and of itself.  While we cannot prepare young professionals for all 

the cultural challenges they will face in their careers, we can teach them how to learn 

from these kinds of experiences. 

In helping to structure this learning, Kolb offers a model of Experiential Learning.  

When applied to study abroad design education specifically, this four-step model of the 

process for learning from an experience ties in directly to the processes for developing 

cultural competency in designing abroad.  The experience is what solidifies students’ 

awareness; reflective observation instills sensitivity; abstraction of concepts can be 

developed through the studio process; and the testing of new ideas is revealed in the 
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design product.  From this structure, there are a series of Student Learning Outcomes 

that became apparent. These outcomes are examples of key competencies that can be 

fostered throughout the process and are based on fulfilling the goal of helping students 

generate design solutions that respond to cultural context, as well as teaching them how 

to learn from experience. 

The product from this thesis is one means by which we can identify the goals of 

study abroad (cultural competency), structure study abroad experiences in design 

education (experiential learning) and a set of student learning outcomes that will 

hopefully be specifically implemented, tested, and further refined as educators in 

landscape architecture continue to strive for excellence in preparing students to enter 

the discipline. 

A Note on Measurement of Student Learning Outcomes 

Humans are complicated beings.  Culture as the manifestation of our relationship 

to place is the result of a complicated web of events and sentiment.  We are simply not 

well suited to be measured by quantitative standards since there are too many variables 

involved.  While it is possible to measure levels of awareness, sensitivity and skill as 

indicators of cultural competency by using quantitative methods, in many cases such 

methods cannot elucidate the subtle and particular transformations that students 

undergo. 
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Figure 4-1.  Findings Diagram 
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CHAPTER 5 
CONCLUSION 

Getting Back to the Problem 

As designers—professionals who have a responsibility to place—we should be 

prioritizing study abroad experiences as an essential aspect of design education and we 

should be trained to design from within a variety of cultural perspectives. The research 

suggests that the benefits of study abroad lie not with the advancement of technical 

skills, grand tours or insulated guided programs, but with the kinds of meaningful 

experiences that incite students into the realization that culture is manifested in the 

landscape and directs the way people relate to their environment.   

In questioning how to structure study abroad to suit the particular needs and 

strengths of the discipline, Kolb’s experiential research could serve as a sound model 

for design education.  The experience was the key topic throughout the observations, 

focus group, and expert interviews.  By focusing the educational framework on these 

kinds of experiences we can encourage students to observe and reflect on such 

experiences in a way that intimately connects their design solutions to cultural context.  

In this way, the students broaden their perspectives and transcend the cultural lenses 

through which they view our world.  It is this broad perspective to the creative approach 

that makes designers successful.  It is this cultural competency that makes the most out 

of study abroad experiences. 

Moving Forward 

Landscape architects spend a significant amount of time fine-tuning skills and 

abilities ranging from the scientific to the artistic.  We are transdisciplinary and 

frequently align with planners, architects, engineers, ecologists, and the like.  We pride 
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ourselves in our creative problem-solving skills, responsiveness to context, and 

perceptiveness to the layered web of systems that embody our environment.  But these 

systems, whether for better or worse, are changing.  Our skill sets are now being 

challenged by the complexities of an increasingly global context and as we are 

presented with the opportunities to interact with more places and more people, these 

skills must adapt to the present reality lest we be left behind.  While the concept of 

“transdisciplinarity” was considered as a topic, the intention of this thesis was 

specifically to focus on cultural competencies.  However, this aspect of relating to other 

professionals became so clearly important to cultural relations in the Indonesian studio, 

that I would be remiss to neglect its impact.  In furthering the research presented here, 

understanding different professional viewpoints requires similar personal skills in 

relating to those with different cultural viewpoints.  Perhaps in addition to discussing 

pluralism and cultural skills for working with communities, we should also be focusing 

efforts on how to encourage our students to interact with other professionals from those 

communities. 

It should also be noted that cultural differences do not inherently imply 

international differences.  While internationality was the focus of this thesis, it would be 

interesting to see how experiential learning and the Student Learning Outcomes apply 

to domestic studio projects. 

To truly understand a place, you must experience the way the people of that 

place live their lives.  This is the way of thinking that could be further developed by 

study abroad.  The field of ethnography specifically values the understanding of 

people’s perspectives and focuses on the qualitative experiences of observation and 
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reflection.  When further developing the approach for structuring the interactions 

between students and the community, methodologies used in ethnography could 

provide very practical framework for fostering desired competencies.  

When it comes to solving the global issues of the world, I can think of few 

professions better suited to do so.  If we can learn how to listen to culture the same way 

we are trained to “listen to the landscape” we can enter the next era with a renewed 

purpose.  

Many of the academics who pursue aspects of international education do so out 

of an admirable passion and conviction that such experiences are invaluable to the 

profession.  Yet, it seems that there is little support or reward for their efforts.  In 

furthering the research from this thesis it would be interesting to understand the 

rationale behind this phenomenon with the hope of encouraging the goals and 

assessment information for study abroad be built upon and further explored by the 

academic community. 

It is the hope of this author that this research serves as an instigator for 

discussion within the academic community and how to take advantage of the learning 

potential that study abroad experiences offer.  In building off of the research, the next 

step would be to integrate the learning model with the development and implementation 

of a study abroad program which is consequently tested and further refined. 

Perhaps study abroad should be required for an accredited degree in landscape 

architecture, just as studios on plant design, site planning, and construction are 

required. It seems that adapting our skills to service the realities of the world is 

important to the survival of our profession.  It is the hope of this researcher that cultural 
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competency and similar learning outcomes will eventually serve as a focused goal that 

is integrated within design curriculums.  These skills are essential as we begin to 

understand the people for whom we are designing.  What is it that we must incorporate 

from culture into the places we make?  In our sensitivities to understanding our 

relationship to our environments, what is it we desire to learn from our search?  What is 

it that we design for if not the dreams and challenges driving its people and the lives 

and passions of those who inhabit place?  



 

84 

LIST OF REFERENCES 

Adcock, R., & Collier, D. (2001). Measurement Validity: A Shared Standard for 
Qualitative and Quantitative Research. The American Political Science Review, 
95(3), 529-546.  

Beatty, P. C., & Willis, G. B. (2007). Research Synthesis: The Practice of Cognitive 
Interviewing. Public Opinion Quarterly, 71(2), 287-311.  

Brown, K. D., & Jennings, T. (2003). Social Consciousness in Landscape Architecture 
Education: Toward a Conceptual Framework. Landscape Journal, 22(2), 99-112.  

Bryman, A. (2008). Social research methods (3rd ed.). New York, NY: Oxford University 
Press. 

Campinha-Bacote, J. (2002). The Process of Cultural Competence in the Delivery of 
Healthcare Services: A Model of Care. Journal of Transcultural Nursing, 13(3), 
181-184.  

Castells, M. (1997). The power of identity / Manuel Castells. Malden, Mass: Blackwell. 
Collins, D. (2003). Pretesting Survey Instruments: An Overview of Cognitive Methods. 

Quality of Life Research, 12(3), 229-238.  
Crysler, C. G. (1995). Critical Pedagogy and Architectural Education. Journal of 

Architectural Education (1984-), 48(4), 208-217.  
Forsyth, A., Lu, H., & McGirr, P. (1999). Inside the Service Learning Studio in Urban 

Design. Landscape Journal, 18(2), 166.  
Gruenewald, D. A. (2003). Foundations of Place: A Multidisciplinary Framework for 

Place-Conscious Education. American Educational Research Journal, 40(3), 
619-654.  

Hewitt, R., & Nassar, H. F. (2005). Assessing International Education in Contemporary 
Landscape Architecture. Landscape Journal, 24(2), 185-197.  

Hill, M. M. (2005). Teaching with Culture in Mind: Cross-Cultural Learning in Landscape 
Architecture Education. Landscape Journal, 24(2), 117-124.  

Janes, D. (2008). Beyond the tourist gaze? Journal of Research in International 
Education, 7(1), 21-35.  

Johnson, J. P., Lenartowicz, T., & Apud, S. (2006). Cross-Cultural Competence in 
International Business: Toward a Definition and a Model. Journal of International 
Business Studies, 37(4), 525-543.  

Kalfadellis, P. (2005). Integrating experiential learning in the teaching of cross-cultural 
communication. Journal of New Business Ideas and Trends, 3, 37+.  

Kelley, M. (2009). Cultural Competency. In R. M. Mullner (Ed.), Encyclopedia of Health 
Services Research (pp. 270-275): Sage Publications, Inc. 

Kolb, D. A. (1984). Experiential learning : experience as the source of learning and 
development. Englewood Cliffs, N.J.: Prentice-Hall. 

Kreber, C. (2009). Different perspectives on internationalization in higher education. 
New Directions for Teaching and Learning, 2009(118), 1-14.  

Kumas-Tan, Z., Beagan, B., Loppie, C., MacLeod, A., & Frank, B. (2007). Measures of 
Cultural Competence: Examining Hidden Assumptions. Academic Medicine, 
82(6).  

Kvale, S. (1996). Interviews : an introduction to qualitative research interviewing / 
Steinar Kvale. Thousand Oaks, Calif: Sage Publications. 



 

85 

Lawson, L. (2005). Dialogue through Design: The East St. Louis Neighborhood Design 
Workshop and South End Neighborhood Plan. Landscape Journal, 24(2), 157-
171.  

Lewin, R. (2009). Transforming the study abroad experience into a collective priority. 
Peer Review, 11, 8+.  

Low, S. (1994). Cultural Conservation of Place. In M. Hufford (Ed.), Conserving culture : 
a new discourse on heritage (pp. 66-77). Urbana: University of Illinois Press. 

Low, S. M. (1992). Symbolic Ties That Bind: Place Attachment In the Plaza. In I. Altman 
& S. M. Low (Eds.), Place Attachment: Human Behavior and Environment (pp. 
165-118). New York: Plenum Press. 

Maddux, W. W., & Galinsky, A. D. (2009). Cultural borders and mental barriers: The 
relationship between living abroad and creativity. Journal of Personality and 
Social Psychology, 96(5), 1047-1061. doi: 10.1037/a0014861 

McMahon, M., & Bhamra, T. (2012). ‘Design Beyond Borders’: international 
collaborative projects as a mechanism to integrate social sustainability into 
student design practice. Journal of Cleaner Production, 23(1), 86-95. doi: 
10.1016/j.jclepro.2011.10.022 

Myers, D. N., Hill, M., & Harwood, S. A. (2005). Cross-Cultural Learning and Study 
Abroad: Transforming Pedagogical Outcomes. Landscape Journal, 24(2), 172-
184.  

Neill, W. J. V., & Schwedler, H. U. (2001). Urban planning and cultural inclusion: 
lessons from Belfast and Berlin. Houndmills [England] ; New York: Palgrave. 

Netemeyer, R. G., Bearden, W. O., & Sharma, S. (2003). Scaling procedures : issues 
and applications / Richard G. Netemeyer, William O. Bearden, Subhash Sharma. 
Thousand Oaks, Calif: Sage Publications. 

Norris, E. M., & Dwyer, M. M. (2005). Testing assumptions: The impact of two study 
abroad program models. Frontiers: The Interdisciplinary Journal of Study 
Abroad(11), 121-142.  

Paley, J. (2010). Qualitative interviewing as measurement. Nursing Philosophy, 11(2), 
112-126.  

Papadopoulos, I., Tilki, M., & Lees, S. (2004). Promoting cultural competence in 
healthcare through a research-based intervention in the UK. Diversity in Health 
and Social Care, 1(2), 107-116.  

Relph, E. C. (1976). Place and placelessness / [by] E. Relph. London: Pion. 
Ryan, G. W., Nolan, J. M., & Yoder, P. S. (2000). Successive Free Listing: Using 

Multiple Free Lists to Generate Explanatory Models. Field Methods, 12(2), 83-
107.  

Sachau, D., Brasher, N., & Fee, S. (2010). Three Models for Short-Term Study Abroad. 
Journal of Management Education, 34(5), 645-670. doi: 
10.1177/1052562909340880 

Schim, S. M., Doorenbos, A. Z., & Borse, N. N. (2006). Enhancing Cultural Competence 
Among Hospice Staff. American Journal of Hospice and Palliative Medicine, 
23(5), 404-411.  

Schmitt, N. (1996). Uses and abuses of coefficient alpha. Psychological Assessment, 
8(4), 350-353. doi: 10.1037/1040-3590.8.4.350 



 

86 

Stevens, G. (1995). Struggle in the Studio: A Bourdivin Look at Architectural Pedagogy. 
Journal of Architectural Education (1984-), 49(2), 105-122.  

Stier, J. (2004). Taking a critical stance toward internationalization ideologies in higher 
education: idealism, instrumentalism and educationalism. Globalisation, Societies 
& Education, 2(1), 83-97. doi: 10.1080/1476772042000177069 

Tarrant, M. A. (2012). Study Abroad Experiences and Global Citizenship. Journal of 
Studies in International Education, 16(4), 334-352.  

Van Gyn, G., Schuerholz-Lehr, S., Caws, C., & Preece, A. (2009). Education for world-
mindedness: Beyond superficial notions of internationalization. New Directions 
for Teaching and Learning, 2009(118), 25-38.  

Viswanathan, M. (2005). Measurement error and research design / Madhu 
Viswanathan. Thousand Oaks: Sage Publications. 

Vitruvius, P., Morgan, M. H., & Warren, H. L. (1914). Virtruvius, the ten books on 
architecture. Cambridge,: Harvard university press; etc. 

Vitsoe.com. Dieter Rams: ten principles for good design.   Retrieved February 2, 2013, 
2013, from https://www.vitsoe.com/us/about/good-design 

Yamazaki, Y., & Kayes, D. C. (2004). An Experiential Approach to Cross-Cultural 
Learning: A Review and Integration of Competencies for Successful Expatriate 
Adaptation. Academy of Management Learning & Education, 3(4), 362-379. doi: 
10.5465/amle.2004.15112543 
 

 

 
 
 
 
 
 
 
 
 



 

87 

BIOGRAPHICAL SKETCH 

Lauren Stubbs received her B.L.A from the Pennsylvania State University.  After 

working in a small planning and landscape architecture firm in South Florida, she further 

pursued her education in the field of landscape architecture at the University of Florida.  

Her interests revolve around international education within design and planning fields 

and ethnography. 

 
 
 


	ACKNOWLEDGMENTS
	LIST OF TABLES
	LIST OF FIGURES
	INTRODUCTION
	LITERATURE REVIEW
	What is Culture?
	Culture, Identity and Place-Making
	Pedagogy & Cultural Competency
	The Studio
	Cross-Cultural Education
	Cultural Competency

	International Education & Experiential Learning
	International Education and Design Professions
	CELA Study
	An ISLE in the Isles
	Models and Types of Study Abroad

	Experiential Learning

	METHODOLOGY
	Questions
	Qualitative Approach
	Bringing the Methods Together
	Index Development
	Cognitive Testing
	Instrument Testing
	Reliability
	Discriminatory Power
	Validity
	Final Index

	Interviews and Participant Observation
	Participation & Note-taking
	Interviews
	Focus Group
	Expert Interviews


	RESULTS AND DISCUSSION
	Does It Work?
	What’s Been Said
	Index
	Group Reflections
	Experiential Learning and Program Structure
	Concrete Experience: Awareness
	Observation and Reflection: Sensitivity
	Forming Abstract Concepts: Studio
	Testing in New Situations: Skill

	Expert Interviews
	Penn State’s Semester Abroad
	Service Learning and Design Build
	Design Build

	The Patterns Emerge
	Working with Local Students
	Connecting to Community
	Where to Go?
	How Long Shall We Stay?
	Did it Work?
	The Reason Why

	But, What Does It All Mean?
	A Note on Measurement of Student Learning Outcomes

	CONCLUSION
	Getting Back to the Problem
	Moving Forward

	LIST OF REFERENCES
	BIOGRAPHICAL SKETCH

