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Abstract

The purpose of this study is to perceptions of international graduate students on intercultural
communicative competence (ICC) and ID strategies for socially engaged learning (SEL). As
an internal condition, ICC is a quality for those who enter a second language and culture. As
an external condition, SEL includes recommended learning and instructional strategies for
the students. SEL was derived from the review of existing and well-known social theories of
learning. As a case study in a large university in the U.S., this study investigated perceptions
on ICC and SEL with a sample of 208 non-native English speaking international graduate
students coming from China, India, South Korea, and other diverse countries. Results of
quantitative analysis showed that these students with different background characteristics,
academic disciplines, cultural origins, and previous experiences perceived a moderately high
level of ICC and generally had positive views on SEL strategies for socially engaged learning.
Significantly different perceptions among sub-factors of ICC level and SEL framework across
their backgrounds suggest that the instructional designers need to better understand students’
different intercultural competencies, to build a bridge in applying between generally-accepted
versus culturally-specific instructional design principles, and finally to help students prepare
their socially engaged learning successfully.
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I. Introduction

A university is an academic place with a variety of students from different cultures.
International education, realized by such cultural diversity in the university, provides
significant benefits to international graduate students. Specifically, they fulfill their personal
and educational aspirations. They experience cross-cultural learning, have professional
research opportunities, build their teaching abilities, and achieve expertise in their specific
academic field. However, there are also many challenges. They must face cultural differences,
adjust to the new environment, develop language proficiency, and build new social
relationships. These challenges sometimes impact the learning efficiency, self-esteem, anxiety
level, and academic performance.

Intercultural communicative competence (ICC) is an internal condition required to
international graduate students. As Byram (1997) stated, ICC is “the qualities required of the
sojourner” (p. 3). It is a set of complex abilities for those who enter a second language and
culture to interact successfully with people of different linguistic and cultural backgrounds. An
elaborated definition indicates “the ability to communicate effectively and appropriately in
intercultural situations based on one’s intercultural knowledge, skills, and attitudes”
(Deardorff 2007, 87-88).

In reviewing instructional design models that emphasize systematic analysis of learners, it
has been well documented that instructional designers should understand diverse learners’
abilities and cultural characteristics and apply them in their instructional design strategies. In
taking a systematic approach to analyzing target audiences and connecting the analysis with
design strategies, this study addresses a need to investigate international graduate students’
intercultural communicative competence and effective instructional design strategies and
technologies which can guide them to be more socially engaged in learning and research in
U.S. universities.

Socially engaged learning is an extended concept of engaged learning which establishes
the students, more positively, as active learners. This engagement requires a high level of
learner participation, responsibility for learning, learning with authentic tasks or problems,
and collaboration with other students in shared and flexible roles (Bulger, Mayer, & Almeroth
2006; Hung, Tan, & Koh 2006). Such a learning environment is especially recommended for
international graduate students because previous research findings report that they present a
lower level of engagement and participation in social discourse and they tend to be passive in
class discussion due to their linguistic limitations and cultural differences (Hlas, Schuh, &
Alessi 2008; Yildiz & Bichelmeyer 2003). As theoretical background of socially engaged
learning, this study reviewed three social theories of learning including (1) social learning
theory, explaining an individual’s social and psychological functioning; (2) sociocultural
theory and activity theory, explaining social and cultural impacts on learning; and (3)
situated learning theory, emphasizing the effect of gradual involvement in the specific
community of practice.

In synthesizing the critical concepts from the social theories of learning, socially engaged
learning indicates a learning environment in which learners are gradually involved in the rich
cultural context, learners’ self-regulative ability is encouraged for active participation, and
communication tools are integrated effectively and appropriately in the intercultural learning
situation. This study began with a question how international graduate student experience
such a socially engaged learning in their second language and cultural environment.
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Several instructional design and technology (IDT) scholars (G. Powell 1997; Subramony
2004) point out the lack of research on culturally diverse or minority students like
international graduate students. Previous research on international graduate students calls
attention to their linguistic and cultural challenges (Baek & Damarin 2008; Ku, et al. 2008).
Few instructional design guidelines exist and no research is available to guide instructional
designers or instructors in preparing their international graduate students to study more
effectively and have more valuable intercultural experiences while attending a U.S. university.

The purpose of this research is to describe international graduate students’ characteristics
and to suggest effective instructional design strategies for them to become more socially
engaged and successful in their studies in U.S. graduate programs. For this purpose, this study
focuses on investigating those students’ perceptions on intercultural communicative
competence (ICC) and effective instructional strategies for socially engaged learning.

I1. Theoretical Backgrounds

1. Intercultural Communicative Competencies

Understanding intercultural communication is important for three reasons. First, current
classrooms are increasingly diverse in terms of race and ethnicity. Powell and Andersen (1994)
asserted that educators must understand how culture influences classroom communication.
Second, as information and communication technologies (e.g., web, mobile, virtual word,
MOOC etc.) advance, people can more frequently and easily experience social contact with
other cultures. The various cultures in the world are increasingly more accessible than before .
Third, learning can occur not only within the classroom but also outside of it. As people
develop a broader perspective of learning they became aware of the value of a community of
practice where people with diverse cultural backgrounds and from diverse academic
disciplines share their interests and thoughts.

Intercultural communication is particularly important to international students because
their academic success relies on their communicative competence . As diverse students from
various countries work together, they naturally face cultural differences which cause different
communication patterns. While diversity can bring successful cross-cultural information
exchanges, cultural differences sometimes bring intercultural conflicts and
miscommunication. Thus, the development of intercultural communicative competence (ICC)
is important in order to minimize such conflicts and miscommunication .

Many scholars and researchers have attempted to define intercultural communicative
competence (ICC). Byram who defined ICC first, indicated ICC as a significantly extended
concept of communicative competence. Byram (1997) pointed out that while Hymes’ main
concern was “to analyze social interaction and communication within a social group using one
language”(p. 9) without considering much about cross-cultural communication, other
scholars such as Canale & Swan(1980), van Ek (1986) and the Council of Europe team
emphasized the social and cultural competences. Especially, he was interested in the model of
six competences including linguistic, sociolinguistic, discourse, strategic, sociocultural, and
social competence addressed by van Ek ; however, Byram (1997) was critical of many scholars
including van Ek who tended to view “the learner as an incomplete native speaker ... native
speakers as a model” (p. 11). Byram (1997) argued that “the more desirable outcome is a
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learner with the ability to see and manage the relationships between themselves and their own
cultural beliefs, and behaviors and meanings” (p.12).

Since scholars have defined ICC differently, the models of ICC also highlight different
focuses and include different components. Spitzberg (1994) explained “communication will be
competent in an intercultural context when it accomplishes the objectives of an actor in a
manner that is appropriate to the context and relationship” (p. 347). In consideration of
effective and appropriate communication between actor and co-actor, his ICC model is
constructed of three parts: the individual, the episodic, and the relational system. An
individual’s system includes motivation, knowledge of communication, and skills in
implementing his motivation and knowledge. An episodic system illustrates the interaction in
which actor and co-actor share the episode. The relational system helps a person’s competence
across “the entire span of relationships” (p.350). This model consists of essential factors for
successful intercultural communication. It demonstrates the ecological attributes of the
competence through three levels of analysis.

Kim (1988) specifically considered long-term immigrants and short-term sojourners who
experience intercultural conflicts. In this context, she conceptualized host communication
competence as including four dimensions: (1) knowledge of the host communication system,
(2) cognitive complexity, (3) affective co-orientation, and (4) behavioral competence. First,
knowledge of the host communication system includes knowledge of the host language, host
non-verbal behavior, and communication rules. Second, cognitive complexity refers to how
people perceive the host culture. As an indicator, an individual’s cognitive flexibility implies
“a capacity to be mentally flexible in dealing with ambiguity and unfamiliarity” (pp. 96-97).
Third, affective co-orientation is the emotional drive or reflexes toward a successful adaptation
in the host environment. This element includes adaptive motivation, affirmative
self/emotional appreciation, and aesthetic/emotional appreciation. Fourth, behavioral
competence enables the activation of knowledge, cognitive and affective elements.

Byram (1997) also built a model of intercultural communicative competence for the
purpose of teaching, assessment and certification. The model includes factors involved in
intercultural communication and relationships between factors. The model begins with a
situation where a person interacts socially with someone from a different country. The primary
focus of this model is on the interaction between native and non-native speakers or between
two non-native speakers. Byram(1997) stated that such “intercultural speakers” (p. 32) bring
to the communication their knowledge of the world to which they mainly belong and social
identities rendered by the world. In setting the purpose of communication as “the effective
exchange of information ... establishing and maintenance of human relationships” (pp.32-33),
he highlighted four important factors: (1) knowledge, (2) attitudes, (3) skills of interpreting
and relating, and (4) skills of discovery and interaction. Although knowledge and attitude are
pre-conditional factors, those factors can be modified through the process in which each
interlocutor brings different skills to the interaction. Also, while skills of interpreting and
relating indicate “the ability to analyze data from one’s own and from another country and the
potential relationships between them, ... skills of discovery and interaction can be operated in
some circumstances independently” (p. 33).

Fantini(2006) defined ICC as “the complex of abilities needed to perform effectively and
appropriately when interacting with others who are linguistically and culturally different from
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oneself” (p.1). This definition carries two perspectives. While effectiveness refers to one’s own
view of one’s performance in a second language and culture, appropriateness refers to how
one’s own performance is perceived by one’s host. He investigated intercultural experiences of
volunteers in an international partnership program and summarized the concept of ICC in five
points. First, ICC is based on diverse characteristics related to one’s personality such as
openness, flexibility, and tolerance for ambiguity. Second, ICC measures three abilities:
building social relations, communicating clearly, and collaborating for a mutual goal. Third,
ICC includes knowledge, attitudes, skills, and awareness. Fourth, ICC is related to proficiency
in the host language. Lastly, ICC relies on developmental levels from educational traveler to
sojourner to professional, and to intercultural specialist.

In regard to various definitions of ICC and 30 years’ efforts to characterize ICC, Deardorff
(2007) summarized several perspectives including the “communicative nature of intercultural
competence, ... developmental stage, ...a combination of knowledge, skills, and attitudes, ...
the situational aspects, and... broader definitions that encompass transnational or global
competence” (p. 86) with citations of many experts in this area. Deardorff (2007) collected the
key components of ICC from twenty intercultural experts by using a Delphi research technique.
Throughout the research, the top-rated definition of ICC was “the ability to communicate
effectively and appropriately in intercultural situations based on one’s intercultural knowledge,
skills, and attitudes” (pp. 87-88). The model, based on the items that received 80 to 100%
agreement of the top intercultural experts, highlights the iterative and cyclic features of the
model. Deardorff noted that ICC begins with attitudes, such as respect, openness, curiosity
and discovery; it tends to move from the individual level to the interaction level with features
such as internal adaptability, flexibility, and external communication ability in an intercultural
situation. The degree of ICC depends on the degree of attitudes, knowledge, and skills.

The models that describe ICC indicate its ecologically and gradually developed features
by (1) incorporating individual, social (or interactional), environmental factors, (2) covering
cognitive, affective, and behavioral aspects, and (3) presenting increasing knowledge, skill and
attitude about (4) how to build relationships, communicate, and collaborate in the host
culture . While Spitzberg’s model covers a human’s general intercultural communication,
Kim’s model and Fantini’s research project focus on a specific population, people who enter
into and adjust to a new environment and have intercultural experiences. Unlike other models,
Deardorff’s model explains the process of how people develop intercultural competences from
the individual to the interactional level.

In a synthesis of the commonly accepted definition and existing models, ICC includes
individual, interactional, and social aspects. The individual abilities are measured by
knowledge, skill, attitude, and awareness about the host language and culture, and the
interactional abilities are covered by adaptability, flexibility, appropriateness, and
effectiveness of communication. These abilities are components that successful
communicators might possess and ways to behave in intercultural communicative situations.
Such ICC is developed gradually and is influenced by multiple variables, such as the
individual’s personality and cultural differences. Figure 1 illustrates the following four
implications - (1) two such aspects or levels of ICC, (2) major components of ICC, (3) the
intercultural communicative situation, and (4) the iterative and gradually developed attributes.
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Figure 1. Relevant dimensions and components of ICC

First, the individual’s knowledge (and awareness), skill, and attitude should manifest
themselves in the assessable internal and external outcomes when students are involved in
the intercultural communicative situation where actual interaction occurs. Second, the major
factors of ICC include attitude, skill, and knowledge (and/or awareness) about intercultural
communicative situations . Third, the specified intercultural communicative situation will
involve (a) relationship building, (b) communication without misunderstanding and
distortion, and (c) collaboration for mutual interest or needs . Lastly, the individual’s ICC is
developed through the iterative cycle. For example, “as respect, openness, and cultural
curiosity increase, so does cultural knowledge... as [the] awareness and knowledge is gained
through the development of key communicative and cognitive skills” .

2. Socially Engaged Learning

In regard to the language and communication difficulties of international graduate
student, effective learning and teaching methods for this population is an important
consideration. This study reviewed useful instructional strategies based on the existing social
theories of learning such as social learning theory, sociocultural theory and situated learning
theory. As shown in Figure 1, the derived strategies from the learning theories include gradual
engagement and active participation, rich cultural context, self-regulation, and integration of
communication technology. In putting them together in a synthesized framework, socially
engaged learning is defined as a learning environment where learners are gradually involved
in the rich cultural context, the learner’s self-regulation ability is encouraged for active
participation, and communication tools are effectively and appropriately integrated in the
intercultural learning situation.
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Socially Engaged Learning

(Social Theories of Learning)

Social Learning Theory Gradual Engagement & Active
________________________________________________________ Participation

Individual’s social & psychological functioning (Bandurs, 1977)
* Reciprocal determinism
* Observational learning

Learners move from observation
(Bandura, 1977), to legitimate
peripheral participation(Lave and
Wenger, 1991) to full participation.

—————————————————————————————————————————————————————————————————————————————— Rich Cultural Context
Learning as a profoundly social process

(Vygotsky, 1978; Leont’ev, 1978; Engestrém, 1987) Learning occurs effectively in
+ Zone Proximal Development arich cultural and situational context.
+ Mediation of cultural artifact (Brown, Collins, and Duguid, 1989)
* Instructional scaffolding ) .
+ Reciprocal teaching Self-Regulation Ability
""""""""""""""""""""""""""""""""""""""""" Learner’s self-regulation ability is
Situated learning theory encouraged for active participation.

! Learning in context that reflects the way the knowledge will be
useful in real warld
(Brown, Collins, & Duguid, 1989; Lave & Wenger ,1991)

* Legitimate peripheral participation

Integration of Communication
Tools

Learningis mediated by tools

* Community of Practice i (Vygotsky, 1978) including language,
* Cognitive apprenticeship ; communication technologies, and
* Anchored instruction : cultural artifacts.

Figure 2. Theoretical backgrounds and notions of socially engaged learning

In addition, socially engaged learning is an extended concept of engaged learning which
establishes the students, more positively, as active learners, requiring a high level of learner
participation, responsibility for learning, learning with authentic tasks or problems, and
collaboration with other students in shared and flexible roles. Several scholars have developed
and categorized the indicators of engaged learning.

Jones, Valdez, Nowakowski, and Rasmussen (1994) provide a comprehensive and useful
set of eight indicators of engaged learning, and suggest that the following are important: (1) a
vision of learning, (2) authentic and multidisciplinary tasks, (3) performance-based,
generative, seamless, and equitable assessment, (4) interactive and generative instructional
model, (5) collaborative, knowledge-building, empathetic learning context, (6) heterogeneous,
equitable, and flexible groupings, (7) teacher as a facilitator, guider, and co-
learner/investigator, and (8) student as an explorer, cognitive apprentice, teacher, and
producer. Jones and his colleagues refined and expanded a study on the seven indicators
identified by Means and her colleagues which was grounded in observations of successful
practice.

Hung, Tan and Koh (2006) offer an engaged learning framework including problem
ownership, collaboration, monitoring, role of experts, and use of tools. This framework was
derived from a rather robust review of learning theories based on constructivism, situated
cognition, authenticity in learning, self-regulated learning, and problem based learning. Wang
and Kang (2006) have grouped indicators of engagement into three domains — cognitive,
emotional, and social engagement. Each domain highlights (1) self-regulative, responsible,
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and generative learning; (2) confident, secure, comfortable, and curious feeling; and (3)
sharing resources and information, cohesiveness, acceptance, and collaborative learning.

Theoretical backgrounds and literature-based frameworks for engaged learning, such as
those discussed here, help to organize and develop critical instructional design strategies for
socially engaged learning. The following explains what are the major notions derived from
socially engaged learning and how such notions can be applied to instructional design
implications for international graduate students.

The first category, gradual engagement and active participation, stems from the point that
learners move from observation (Bandura 1977) to legitimate peripheral participation and to
full participation (Lave & Wenger 1991). During the gradual and stepwise engagement process,
instructional scaffolding and mutual engagement through social interactions with and the
assistance of more capable persons (Vygotsky 1978) are pivotal. In addition, peer review,
reciprocal teaching, and collaborative working are practical learning methods to facilitate the
learner’s gradual engagement and active participation.

The second category, rich cultural context, implies that students are more motivated and
engaged in learning when it is embedded in authentic tasks, problems, activities, and projects.
It is important to consider the learner’s historical and cultural background as well as their
previous learning or working experiences so that he or she can understand both implicit and
explicit knowledge based on their cultural and historical background . When group learning
or team work is involved, grouping should be carefully considered in order for learners to
experience diverse, equitable and flexible roles in a constructive, productive, and empathetic
fashion .

The third category, self-regulation and learning ownership implies that learning is
ultimately driven by the individual’s effort and self-control. Since socially engaged learning
eventually requires high responsibility and ownership, it is important to encourage
appropriate guidance for students’ self-regulative learning ability. Such metacognitive
strategies include learners’ goal setting and planning, help-seeking, self-monitoring,
evaluating, and reflecting

The last category is integration of communication technology. As noted earlier, Vygotsky
(1978) said that learning is mediated by tools, which include language, technology, and other
cultural artefacts. Instructional design considerations for international graduate students
should include the effective use of technology to support their linguistic and cultural
differences. For example, using computer-mediated communication facilitates collaborative
knowledge-building . In relation to this, research supports utilizing asynchronous tools for
ensuring effective communication and allowing enough time for learners to prepare reflective
articulation .

II1. Methodology

This study was designed to investigate the perceptions of international graduate students
attending U.S. universities on their ICC levels and effective instructional strategies. As a
descriptive and quantitative approach, a survey method was employed because the target
population needs to be studied as a whole, and the goal of this study was to find out how the
members of the population distribute themselves on one or more variables such as age, gender,

and ethnicity .
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1. Instrument

A survey instrument contained three parts: (1) background information (15 items), (2)
intercultural communicative competences (20 items), and (3) instructional design strategies
for socially engaged learning (17 items). Part 1 included some demographic information such
as gender, marital status, degree, age, nationality, native language(s), and their academic
program; respondent’s previous working experiences, length of studying in the U.S., pre-
arrival language preparation, and prior intercultural experiences. These variables were
included in this research framework because previous literature indicated that such items may
influence their social adjustment, intercultural competence, and academic performance.

Survey items of Part 2: intercultural communicative competences included five categories:
(1) attitude — respect and openness, and curiosity and discovery, (2) skills — acquisitive and
applicative skills, (3) knowledge and awareness — cultural and sociolinguistic knowledge, (4)
internal outcome — adaptability and flexibility, and (5) external outcome — effective and
appropriate communication. This study referred to an existing assessment tool developed by
Fantini which is a self-assessment tool called Your Objectives, Guidelines, and Assessment
(YOGA). By referring to the items from Fantini’s YOGA inventory as well as other resources
framed in Table 1 the draft of the survey instrument was newly developed by the researcher.

Table 1. Factors and Descriptions for Survey Items of ICC

Category Factors Descriptions of Survey Items
Attitude Respect & e Valuing other cultures (Deardorff 2007)
Openness e Open toward intercultural learning and to

people from other cultures (Deardorff 2007)
e Withholding judgment (Byram 1997;

Deardorff 2007)
Curiosity & e Tolerating and engaging ambiguity
Discovery (Deardorff 2007)

¢ Willing to seek out or take up opportunities
to engage with otherness (Byram 1997)

Skills Acquisitive (input) ¢ Acquiring new knowledge of a culture and
cultural practices (Byram 1997)

e Listening, observing, and evaluating
Applicative (output) e Interpreting a document or event from
another culture (Byram 1997)

e Explain it and relate it to documents or
events from one’s own (Byram 1997)

e Analyzing, interpreting, and relating

(Deardorff 2007)
Knowledge & Cultural Knowledge e Understanding other’s world views
Awareness (Deardorff 2007)

e Knowing historical and contemporary
relationships between one’s own and target
countries (Byram 1997)

e Understanding the value of cultural
diversity (Deardorff 2007)
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Category Factors Descriptions of Survey Items

Sociolinguistic ¢ Knowing the relation between language and
Knowledge meaning in social context (Deardorff 2007)

e Understanding the role and impact of
culture and the impact of situational, social,
and historical contexts involved (Deardorff
2007)

¢ Understanding the communication system
of target culture (Y. Kim 1988)

Internal Adaptability e Adjustment to new cultural environment
Outcome (Deardorff 2007; Y. Kim 1991)
e Ability to adapt to varying intercultural
communication and learning styles
(Deardorff 2007)

Flexibility e Cognitive ability to switch frames from etic
to emic and back again (Deardorff 2007)

e Mental ability to deal with ambiguity and
unfamiliarity (Y. Kim 1988)

External Effective e Achievement of valued objectives (Deardorff
Outcome Communication 2007; Spitzberg 1994)
Appropriate e Avoidance of violating valued rules
Communication (Deardorff 2007; Spitzberg 1994)

Part 3 of this instrument measured how important or effective international graduate
students perceived instructional design strategies for socially engaged learning to be in their
experience. The instructional design strategies for socially engaged learning in four categories
and 17 items, presented in Table 2, have been derived from the literature review — (1) gradual
engagement and active participation, (2) rich cultural context, (3) self-regulation ability and
learning ownership, (4) integration of communication tools.

Table 2. Four categories and instructional design strategies for SEL

Descriptions for Survey Items

Categories (Instructional Design Strategies for Socially Engaged Learning)

Gradual engagement and active participation

¢ Using instructional scaffolding (Collins, et al. 1989)

e Making mutual engagement (Wenger 1998) through peer reviewing
and reciprocal teaching (Vygotsky 1978)

e Providing appropriate models and successful cases (Bandura 1977)

¢ Facilitating frequent social interactions through the collaboration in
a small group (Vygotsky 1978)

Rich cultural context
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o Using authentic tasks and problems (Collins 1988; Hung & Chen
2006; Hung, et al. 2006; B. F. Jones, et al. 1994)

e Anchoring student’s previous experiences and cultural historical
backgrounds (Engestrom 1987; Leont'ev 1978)

e Providing rich contextual information (Brown, et al. 1989; Collins, et
al. 1989)

e Making diverse, equitable, and flexible learning environment (Hung,
et al. 2006; B. F. Jones, et al. 1994)

Self-regulation and learning ownership

¢ Requiring high responsibility for and ownership of learning (Bandura
1986; Hung, et al. 2006; M. Wang & Kang 2006)

¢ Encouraging appropriate
meta-cognitive strategies (M. Wang & Kang 2006)
o Goal setting and planning
o Help-seeking
o Self- monitoring /evaluating/reflecting (Hung, et al. 2006)
Integration of communication technologies

¢ Using computer-mediated communication for collaborative
knowledge construction tool (Jonassen 2000; Jonassen, Davidson,
Collins, Campbell, & Haag 1995)

e Utilizing asynchronous tools for effective communication and
ensuring enough time to reflect and articulate (Hlas, et al. 2008)

2. Research Quality

This study made several efforts to get evidence of construct validity such as referring to
multiple existing resources related to the contents and structure of the survey instrument,
getting experts to review the questionnaire, and conducting pilot tests. Four experts from the
perspectives of the instructional design, foreign language learning, and international
educational fields have provided valuable comments and suggestions and the instrument was
significantly improved in terms of the structure, clearness and accuracy, instructions, and
scale of the survey. This study conducted pilot-test twice with 16 international graduate
students in order to test the effectiveness and comprehensiveness of the survey instrument.
While the first pilot-test focused on the contents of survey items with paper-based instrument,
the second pilot-test sought to evaluate the online distribution method as well as the survey
content itself. In regard to the evaluation of the consistency and stability of the instrument,
this study measured the Cronbach alpha coefficients value and the final value for Part 2 and
Part 3 of instrument were .853 and .817 respectively.

3. Research Settings

The target population of this study was defined as international graduate students
enrolled in a large land-grant university that ranks as one of the leading U.S. institutions with
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more than 1,000 international students (Open Doors 2008). Office of Institutional Research
and Effectiveness in this university provided the student enrollment status through their
website. Of 4,555 enrolled graduate students, 1,644 were international graduate students in
spring 2009. Considering the proportion of international graduate students at the university
(around 36%), this university was a reasonable research context in which to conduct this study.
However, it should be noted that this study is limited to the context a single institution so that
this study cannot be generalized to the situations of other universities.

4. Data Collection and Research Participants

Because the research involved human subjects, this study was approved Institutional
Review Board prior to data collection. The final version of the web-based survey instrument
was delivered by e-mail with an invitation letter containing the informed consent form and a
link to the web-based survey instrument. A director of student services for the Graduate School
distributed the survey invitation to the target population by way of a listserv of international
graduate students. The participants involved in this study were 213 international graduate
students. When the five incomplete responses were excluded, the data for analysis consisted
of a total of 208 responses and the final response rate was calculated as 12.71%. Table 3
presents the demographic information of survey participants.

Table 3. Demographic Information of Survey Participants

Demographic Information Students Valid Percent
Gender Male 131 63.0
Female 77 37.0
Marital Status Single 112 53.8
Married 92 44.2
Others 2 1.0
No response 2 1.0
Age 20 to 29 98 47.1
30 to 39 98 47.1
40 to 49 7 34
50 to 59 3 1.5
No response 2 0.9
Degree Doctoral 164 78.8
Masters 42 20.2
Unspecified 2 1.0
College Engineering 84 40.4
Science 34 16.3
Liberal Arts and Human Sciences 28 135
Natural Resources 14 6.7
Agricultural and Life Science 12 5.8
Business 12 5.8
Architecture and Urban Studies 11 5.3
Veterinary Medicine 7 34
Inter College 6 2.9

5. Data Analysis
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After data collection was complete, quantitative data analysis was conducted by using
SPSS 18.0. The major analyses of this study were descriptive statistics to measure the
perception of international graduate students. In addition, t-tests and ANOVAs were used to
detect significant differences between two or more group means. Finally, the open-ended
questions were analyzed to identify other intercultural communicative competences and other
instructional strategies that were not included in the items.

IV. Results

1. Intercultural Communicative Competence

The ICC level is a composite scale score obtained by averaging the 20 ICC item scores on
the survey instrument. As shown in Table 4, participants perceived themselves as having a
moderately high level of ICC (Mean=3.84, SD=0.46). This self-reported scale was measured
on a six-point Likert scale ranging from 0 = lowest competence to 5 = highest competence.
Interestingly, in the sub-factors’ ICC levels, the average of attitude (Mean=4.23, SD=0.51) was
higher than any other element, including skills (Mean=3.66, SD=0.79) and
awareness/knowledge (Mean=3.80, SD=0.79).

At the individual level, this result implies that international graduate students tend to
have higher levels of competence in their attitudes, but they are relatively less competent in
knowledge and skills for intercultural communication. In the interactional aspect of ICC,
participants revealed higher competence for internal outcomes (Mean=3.83, SD=0.63) than
for external outcomes (Mean=3.70, SD=207). The result of repeated measures of ANOVA
detected significant differences among the five factors (F; = 41.65, p < .01).

Table 4 ICC level perceived by international graduate participants (N=208)

Factors Mean SD F Sig.
Overall 3.84 0.46
Individual Aspect Attitude 4.23 0.51
Skills 3.66 0.79
Awareness/Knowledge  3.80 0.64 41.65 .000*
Interactional Aspect Internal Outcome 3.83 0.63
External Outcome 3.70 0.66

Table 5 shows each factor of ICC broken down into sub-factors with their composite scores.
The score for respect and openness (Mean=4.48, SD=0.59) was found to be higher than for
curiosity and discovery (Mean=3.97, SD=0.71) (F. = 82.66, p < .01). Acquisitive skills
(Mean=3.93, SD=0.79) has a higher mean than applicative skills (Mean=3.38, SD=0.93) (F.
= 126.94, p < .01). The score for cultural knowledge (Mean=3.49, SD=0.76) was lower than
for sociolinguistic knowledge (Mean=4.11, SD=0.71) (F. = 149.26, p < .01). Adaptability
(Mean=3.65, SD=0.70) was a lower mean than flexibility (Mean=4.01, SD=0.70) (F. = 68.42,
p < .01). The effective communication score (Mean=3.57, SD=0.81) was lower than the mean
score for appropriate communication (Mean=3.98, SD=0.78) (F. = 30.80, p < .01). The
following presents the results of analysis of group differences in ICC levels across (1)

demographic backgrounds, (2) academic discipline backgrounds, (3) cultural origins, and (4)
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previous experiences.

Table 5 Five Factors of ICC Perceived by international graduate participants (N=208)

Factors Mean SD F Sig.
Attitude
Respect & Openness 4.48 0.59
Curiosity & Discovery 3.97 0.71 82.66 .000™
Skills
Acquisitive [input] 3.93 0.79 N
Applicative [output] 3.38 0.93 126.94 .000
Awareness /
Knowledge
Cultural knowledge 3.49 0.76
Sociolinguistic 4.11 0.71 149.26 .000*
knowledge
Internal Outcomes
Adaptability 3.65 0.70
Flexibility 4.01 0.70 68.42 .000"
External Outcomes
Effective 3.57 0.81
communication %
Appropriate 3.98 0.78 30.80 000
communication

1.1. Demographic backgrounds

While the overall ICC level was not significantly different across gender, marital status,
and age, the scores from several specific sub-factors or items did reveal statistically significant
differences across demographic characteristics. As shown in Table 6, significant differences
were found for gender on the items related to adaptability and flexibility (t=-2.9, p <.05), with
females (Mean=3.85, SD=0.63) scoring higher than males (Mean=3.53, SD=0.71). In the area
of applicative skill, particularly the ability to interpret different signs (e.g., gestures, visual
marks) or languages (e.g., local expressions or phrases) from different cultures, a significant
difference was found for marital status (t=2.75, p <.05). Single participants (Mean=3.55,
SD=0.87) tended to score higher on this item than married participants (Mean=3.20,
SD=0.93). ANOVA revealed significant differences among age groups on acquisitive skill,
specifically the ability to listen to long speeches and read articles in English without difficulties
(F5=3.78, p <.05). The mean for those over 40 years of age (Mean=4.50, SD=0.85) was
significantly higher than the means for the younger groups, ages 20-29 (Mean=3.82, SD=1.15)
and 30-39 (Mean=3.52, SD=1.27).
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Table 6  Different levels of ICC sub factors across demographic backgrounds

Factors of ICC  Backgrounds Mean SD N t F Sig.
Adaptability
& Flexibility Gender
Female 3.85 0.63 75 -2.9 .003*
Male 3.53 0.71 130
Applicative Skill
Marital Status
Single 3.55 0.87 112 2.75 .007*
Married 3.20 0.93 092
Acquisitive Skill
(Question 6) Age
20-29 3.82 1.15 98 3.78 .020%
30-39 3.52 1.27 98
40-59 4.50 0.85 10
Note: *p <.05

1.2. Academic discipline backgrounds

In contrast to the lack of statistical significance among academic backgrounds in overall
perceived ICC, significant differences were discovered in several specific factors or items. As
Table 7 presents, master students (Mean=3.64, SD=0.83) scored significantly higher in
applicative skills (t=2.09, p <.05) than doctoral students (Mean=3.31, SD=0.95). A similar
difference was found with regard to perceived adaptability (t=2.83, p <.01), with master
students (Mean=4.08, SD=0.59) scoring higher than doctoral students (Mean=3.69,

SD=0.81).

Table7  Sub-factors of ICC level differences across academic discipline background
Factors of A . .
1cC cademic Backgrounds Mean SD N t F Sig.
Applicative
Skills Degree = Master(s) 3.64 083 42 2.09 .037*%

Doctoral 3.31 0.95 164
Adaptability
Degree = Master(s) 4.08 0.59 38 2.83 .006*
Doctoral 3.69 0.81 163
Sociolinguistic
Knowledge College Group At 4.28 0.67 51 2.13 .034*
Group B 2 4.08 0.73 142
Awareness &
Knowledge Major  Computer 3.35 0.80 13 2.09 .040%
Science
Electrical & 3.69 0.68 28
Computer
Engineering
Mechanical 4.00 0.57 10
Engineering
Curriculum & 3.98 0.55 21
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Instruction

Note. *p <.05

. Group A is the sum of Architecture and Urban Studies, Business, and Liberal Arts and Human
Sciences.
2. Group B is the sum of Agriculture and Life Science, Engineering, Natural Resources, and Science

To facilitate comparisons among colleges, the colleges were divided into two groups.
Group A included Architecture and Urban Studies, Business, and Liberal Arts and Human
Sciences, and Group B included Agriculture and Life Science, Engineering, Natural Resources,
and Science. A significant difference was found between the two groups on socio-linguistic
knowledge (t=2.13, p <.05), with Group A (Mean=4.28, SD=0.67) having higher scores than
Group B (Mean=4.08, SD=0.81). The four most popular majors were compared by ANOVA
which revealed significant differences in items related to awareness and knowledge (F,=2.99,
p <.05). Computer Science (Mean=3.35, SD=0.80) and Electrical & Computer Engineering
(Mean=3.69, SD=0.68) majors scored lower on these items than Mechanical Engineering
(Mean=4.00, SD=0.57) and Curriculum & Instruction (Mean=3.98, SD=0.55) majors.

1.3. Cultural origins

While the overall ICC level was not significantly different across other characteristics,
there was significant differences across cultural origins (F,=13.57, p <.001) and native
languages (t=-2.31, p<.05). As shown in Table 8, students from India (Mean=4.00, SD=0.37)
and other countries (Mean=4.03, SD=0.44) revealed a higher overall level of ICC than Korean
(Mean=3.60, SD=0.43) or Chinese students (Mean=3.72, SD=0.43). Also, students who had
more than one native language (Mean=4.00, SD=0.45) had a higher perceived level of ICC
than students who had a single native language (Mean=3.81, SD=0.46).

Table 8 ICC level differences across cultural origins

Cultural Origins Mean SD N t F Sig.

Nationality
India 4.00 0.37 30 13.57 .000%
China 3.72 0.44 47
Korea 3.60 0.43 55
Other countries 4.03 0.44 76

More than one

native language Yes 4.00 0.45 38 231 .022%
No 3.81 0.46 170

Note. *p <.05

1.4. Previous experiences

The previous experiences of international graduate student were not statistically related
to the overall ICC level. However, the differences were dramatically revealed when looking at
the sub-factors of ICC level. As shown in Table 9, participants who had more than 6 years of
working experience were more confident than those with less experience in knowledge about

the social characteristics of language (t=-2.10, p <.05), adaptability in the use of appropriate
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strategies for adjusting to the new cultural environment (t=-2.50, p <.05), and flexibility in
considering others’ feelings, emotions, situations, or thoughts and the consideration of these
for effective communication (t=-2.72, p <.05).

However, participants with less than 6 years working experience perceived higher
competence in interacting appropriately in a variety of situations within the new culture
(t=2.12, p <.05). There was a difference in acceptance that there were some times that they
may not understand differences between cultures, by the number of years in the U.S (F,=3.12,
p <.05). Students with previous intercultural experience (Mean=3.38, SD=0.92) presented
more competence in interpreting signs or languages from different cultures (F=2.69, p <.01)
than those without such experience.

Table 9  Sub-factors of ICC across previous experiences

Factors Previous experiences M SD N t Sig.
Awareness
& Knowledge Working
(Question 12) lessthan 6 years 3.81 0.98 93 -2.10 .037*%
more than 6 4.18 0.80 38
years
Adaptability

(Question 13) Working
less than 6 years 3.66 0.87 94 -2.50 .014%

more than 6 4.15 0.66 38
years
Flexibility
(Questioni5) Working
less than 6 years 3.90 0.80 94 -2.72  .007*
more than 6 4.32 0.74 38
years
Appropriateness
(Question20  Working
)
less than 6 years 4.13 0.79 92 2,12 .036"
more than 6 3.76 113 38
years
Attitude Years in the 2 years 4.39 0.75 33 3.12 0.28
U.S. 3 years 3.81 120 21
4 years 411 0.66 19
5 years 4.37 0.67 57
Skill
(Question7)  Intercultural Yes 3.38 0.92 94 2.96 .003*
Experiences No 2098 1.01 113

2. Instructional Design Strategies for Socially Engaged Learning

The overall perception about ID strategies for SEL is a scale score obtained by averaging
the 17 item scores. As shown in Table 10, international graduate students agreed that the ID
strategies for SEL were important strategies for helping them to better learn and successfully
study in their graduate programs (Mean=3.78, SD=0.54). This self-reported measure used a
six-point Likert scale ranging from o=strong disagreement, implying the lowest importance,
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to 5=strong agreement, implying the highest level of importance.

On the four sub-categories, survey participants agreed more strongly with the items
related to gradual engagement and active participation (Mean=3.93, SD=0.63) and rich
cultural context (Mean=3.93, SD=0.68) than the items related to self-regulation and learning
ownership (Mean =3. 74, SD=0.58) and integration of communication tools (Mean=3.52,
SD=0.92). The result of repeated measures of ANOVA detected significant differences among
the four factors (F4 = 25.69, p < .01).

Table 10 Perceived Effectiveness on ID Strategies for Socially Engaged Learning

ID Strategies for SEL Mean SD F Sig.

Overall 3.78 0.54
Sub Categories

Gradual Engagement and Active 3.93 0.63

Participation

Rich Cultural Context 3.93 0.68 N

Self-Regulation and Learning 3.74 0.58 2569 1000

Ownership

Integration of Communication Tools 3.52 0.92

2.1. Gradual Engagement and Active Participation

Respondents could learn more effectively when the instructor provided greater
structure (Mean=3.98, SD=0.97). More than half of the respondents to the item stating that
they could learn more effectively with opportunities for interacting with other students
through reviewing each other’s work or teaching each other (Mean=3.95, SD=0.90). There
was a higher level of agreement with the effectiveness of using sample cases or models to
observe, interpret, and apply to their own work (Mean=4.19, SD=0.76). However, in regard to
using group learning or team work rather than individual work, only 37.3% (n=76) of
respondents agreed and 21.2% (n=43) strongly agreed (Mean=3.60, SD=1.13). In this category,
there was no group difference in every item except the third one about the effectiveness of
sample cases or models. As shown in Table 11, compared to Indian (Mean 3.96, SD-0.92) or
Korean students (Man=3.98, SD=0.76), participants coming from China (Mean=4.27,
SD=0.62) and other countries (Mean=4.38, SD=0.74) strongly agreed with the importance of
sample cases or models for their own work.

Table 11 Differences of Perceived Effectiveness about Gradual Engagement across
Students’ Nationality

Nationality Mean SD N F Sig.
3. with sample India 3.96 0.92 26 4.06 .008*
cases or models  China 4.27 0.62 44
... to my own South Korea 3.98 0.76 55
work. Other countries 4.38 0.74 73

Note. *p <.05
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2.2. Rich Cultural Context

Instructional design strategies that emphasize rich cultural context were represented
by five items. For the first item concerning the perceived effectiveness of activities or projects
related to real world issues, most respondents agreed that this was an effective strategy. A
large proportion of respondents (44.9%, n=92) strongly agreed that they could learn more
effectively when the tasks were connected to their previous experiences (Mean=4.30,
SD=0.81). This item had the highest mean score of all the items in Part 3 of the survey. On the
other hand, fewer participants supported the importance of connecting learning tasks with
their specific cultural situation (Mean=3.68, SD=1.20). It is noteworthy that 17 participants
(8.4%) indicated that they had not experienced such an instructional strategy in their classes.
Most participants could learn more effectively when an instructor provided detailed
background information such as the history, origin, or related stories to explain concepts or
words (Mean=4.02, SD=1.0). Participants presented different perceptions about working
collaboratively with culturally different learners and they regarded this strategy as relatively
less important (Mean=3.47, SD=1.03). Specifically, 12.7% (n=26) of respondents slightly
disagreed and 4.4% (n=9) disagreed that collaboration with other learners from different
cultural backgrounds was an effective strategy, while 40.7% (n=83) agreed and 12.7% (n=26)
strongly agreed.

T-test analysis found significant differences in responses to Question 6 (“when the
tasks are connected to my previous experience”) and Question 7 (“when the tasks are related
to my specific cultural situation”) across gender, degree, college, and language. As shown in
Table 12, female participants had a higher rate of agreement with the task’s connection to their
previous experiences (t=-2.30, p <.05) and the task’s relevance to their specific cultural
situation (t=-2.45, p <.05) as important strategies than male participants. In regard to the
effectiveness of the strategy of incorporating tasks with students’ specific cultural situations,
it was found that perceptions differed across degree, college, and language. That is, doctoral
students (Mean=3.78, SD=1.21) considered this strategy more important than master students
(Mean=3.32, SD=1.12) (t=-2.12, p <.05). Participants from Architecture and Urban Studies,
Business, and Liberal Arts and Human Sciences (Mean=4.02, SD=1.09) more strongly agreed
with the importance of this strategy than did the participants from Agriculture and Life
Science, Engineering, Natural Resources, and Science (Mean=3.56, SD=1.21; t=2.28, p <.05).
This strategy was also considered more important (t=-2.1, p <.05) by respondents who had a
single native language (Mean=3.77, SD=1.13) than those who had more than one native
language (Mean=3.26, SD=1.46).

Instructional Design Implications for International Graduate Students 50



Table 12  Differences of Perceived Effectiveness of Rich Cultural Context across Students’
Backgrounds

Backgrounds Mean SD N t Sig.
6. when the tasks Gender Male 4.20 0.9 128 -2.30 .02*
my previous o]
experiences. Female 4.47 0.6 74
0]
7. when the tasks Gender Male 3.53 1.28 128 -2.45 .023*
... my specific Female 3.97 0.98 74
cultural situation.
Degree Master(s) 3.32 1.12 38 -2.12 .35%
Doctoral 3.78 1.21 147
College  Group A! 4.02 1.09 47 2.28 .024*
Group B 2 3.56 121 128
Languag Multiple 3.26 146 31 -2.1  0.030
e Native *
Single Native  3.77 113 155
Note. *p <.05

2.3. Self-Regulation and Learning Ownership

Instructional design strategies related to self-regulation and learning ownership comprise
six items. Compared to other items in this category, participants agreed less strongly with
questions 10 through 13, which are related to responsibility and ownership of learning.
However, participants revealed more positive responses to the feedback related strategies in
questions 14 and 15. most participants agreed that they could learn more effectively when they
received immediate feedback from their instructors (Mean=4.14, SD=0.81). Participants even
more strongly agreed with receiving detailed feedback (Mean=4.30, SD=0.79).

As shown in Table 13, it was found that doctoral students (Mean=3.44, SD=1.03) more
strongly agreed than master students (Mean=2.95, SD=1.16) that they could learn more
effectively when the research topic was set by themselves (t=-2.60, p <.05). For the questions
about feedback, participants who had some specific majors such as Computer Science
(Mean=4.38, SD=0.65) and Curriculum and Instruction (Mean=4.42, SD=0.69) more
strongly agreed with the importance of immediate feedback than other students from
programs such as Electrical and Computer Engineering (Mean=3.92, SD=0.93) and
Mechanical Engineering (Mean=3.60, SD=0.97; F=3.07, p <.05). Korean participants
(Mean=3.84, SD=0.69) revealed lower agreement with the importance of immediate feedback
than students from other countries (F=4.53, p <.01). A statistically significant difference
between genders was observed on the effectiveness of detailed feedback from the instructors
(t=-2.13, p <.05), with female participants (Mean=4.45, SD=0.75) agreeing more strongly than
male participants (Mean=4.21, SD=0.80).
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Table 13  Differences of Perceived Effectiveness of Self-regulation across Students’
Background

Backgrounds Mean SD N t F Sig.
10. when the Degree
research topic is Master(s) 2.95 116 38 - 0.010
set by myself ... 2.6 *
0]

Doctoral 3.44 1.03 162
14. when I get Major!
immediate CS 4.38 065 13 3.07 0.034
feedback from my *
instructors. ECE 3.92 0.93 26

ME 3.60 0.97 10

C&l 4.42 0.69 19

Nationality

India 4.11 0.80 57 4.53 0.004

China 4.20 0.83 46

Korea 3.84 0.86 55

Others 4.35 0.71 74
15. when I get Gender
detailed feedback Male 4.21 0.80 126 - 0.03%
from my 2.13
instructors. Female 4.45 0.75 73

Note. 'CS: Computer Science, ECE: Electrical and Computer Engineering, ME: Mechanical
Engineering, C&I: Curriculum and Instruction

2.4. Integration of Communication Tools

The last two questions in Part 3 of the survey were about the integration of communication
tools. Compared with items in other categories, participants were very widely distributed in
their ratings of the instructional strategies related to this category. However, they moderately
supported the effectiveness of using computers to communicate with their instructors and
other students (Mean=3.45, SD=1.17). Question 17 asked whether participants considered a
synchronous environment (chatting, conferencing, and face-to-face discussion) more effective
for learning than an asynchronous environment (discussion boards and e-mail). For this
question, most participants (78.7%) agreed that participating in synchronous communication
was more effective for learning (Mean=3.6, SD=1.16). No significant difference across students’
background characteristics were found for the items in this category.

V. Discussion and Conclusion

The findings of this research indicated that it is challenging for instructional designers
and instructors to accept that their students have different cultural backgrounds, that students
may not understand the instructional designers and instructors or be able to meet their
expectations. Two suggestions to overcome the difficulties and build a bridge between such
gaps were considered. First, as previous literature suggested, instructional designers should
become flexible by developing intercultural communicative competency. Second, as this
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present study has addressed, they can incorporate more active approaches with the ID
strategies for socially engaged learning.

In regard these two suggestions, Rogers, Graham, and Mayes(2007) overarched them and
provided useful insights. That is, instructional designers can apply the universal and basic
instructional design principles, which are similar to the perspective of Branch (1997), as well
as build cultural competency with more cultural awareness. Through analysis of qualitative
interviews with 12 professionals who had been involved in instructional design for culturally
different people, they concluded that:

there are deeper and perhaps more universal instructional design principles that need
to be separated from particular application. At the same time, however, they
immediately couple this with an awareness of the need to find out where people are
coming from so one can know where and how to build bridges. In addition to explicitly
teaching certain meta-cognitive skills, the participants gave other examples of attempts
at building bridges include supplementing the instruction with a wider variety of
appropriate examples, finding ways to increase learner flexibility, offering language
support...(p. 214)

The present study confirmed several strategies that Rogers et al. (2007) stated above and,
further, this study added more systematic strategies in socially engaged learning that might
contribute to “building the bridges,” borrowing their expression . Socially engaged learning
fits well with these needs to build bridges because this framework is fundamentally based on
three social theories of learning that emphasize bridging the gaps between mind and action,
between thoughts and behavior, between the individual aspect of learning and social aspect of
learning, and between the culturally independent or separable unit and the culturally
connected or situated unit.

This study showed the major findings from the perceptions on ICC and effective ID
strategies for socially engaged learning. Result showed international graduate students who
were diverse in background characteristics, academic disciplines, cultural origins, and
previous experiences perceived a moderately high level of ICC, and they generally had positive
views on instructional design strategies for socially engaged learning. The detailed findings
from the research can help instructional designers and instructors in higher education to
better understand the needs of international graduate students and prepare them to study
more effectively and have more valuable intercultural experiences.

In addition to the value of the research findings, the ICC model and instrument, as an
analysis tool that were utilized to derive the results, might be useful for future research and
applications. This study showed the usefulness of ICC as a lens to better understand target
learners and analyze their attitude, knowledge, skills, adaptability/flexibility, and
communication in intercultural situations. The result of analysis is an important input for
instructional designers to make decisions in preparing and implementing instructions for
culturally diverse learners. This study supports the view that students’ ICC should be analyzed
systematically and considered not only in the beginning of the ID process but also throughout
the whole process of ID. This perspective is consistent with Thomas, et al. (2002) and Young
(2008a, 2009) and it extends the scope of learner analysis more dynamically.

Assessing students’ ICC level is meaningful not only for instructional designers, but also
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students themselves because students are able to reflect on themselves and assess their ability
for intercultural communication. They also agreed that a self-reported type of ICC instrument
was useful to assess the ICC level of students and to observe the improvement of ICC by
conducting pre-and post-instruction surveys. It was a meaningful progress that this present
study developed an instrument based on multiple ICC definitions, concepts, models, and
constructs and utilized it in an off-line based higher education context, while revised the
instrument by modifying Fantini’s (2005) YOGA inventory and utilized it with high school
students in cross-cultural online instruction.

Further, in considering the growing needs and markets of cross-cultural online learning
including the emergence of MOOC (Massive Open Online Course), the ICC instrument and
model can be effectively utilized for assessing online students. As information and
communication technology has advanced, a great deal of recent research has been conducted
in web-based learning or online learning environments where more and more students
experience intercultural communication and cultural differences. Many studies and
discussions that deal with cultural issues in IDT in the context of web-based instruction
(Henderson 1996; McLoughlin 1999, 2001; Rogers, et al. 2007; C. Wang & Reeves 2007;
Young 2008a, 2008b, 2009) support such trends.

Also, in considering that intercultural communication applies not only to international
students but also to other domestic students, future studies can be conducted by investigating
the perceptions on ICC of all classifications of graduate students including international and
domestic students. Therefore, future research and application can expand the assessment of
ICC from the boundary of offline to the online environment; and from the focus of
international students to all students in a specific program.

Above all, instructional design strategies for socially engaged learning provide practical
guidelines for instructional designers and instructors. Socially engaged learning, including its
four categories, has been theoretically conceptualized based on three social theories of
learning: social learning theory (Bandura 1977), explaining an individual’s social and
psychological functioning; sociocultural theory (Vygotsky 1978) and activity theory
(Engestrom 1987; Leont'ev 1978), explaining social and cultural impacts on learning; and
situated learning theory (Brown, et al. 1989; Lave & Wenger 1991).

Lastly, in providing instructional design implications for culturally diverse students, this
study suggested that instructional designers should be flexible between cultural inclusivity and
sensitivity, and try to implement more actively the ID strategies for socially engaged learning.
These suggestions made to instructional designers become big challenges; thus, programs in
instructional design and technology need to consider including such content in the curriculum
and instruction for training instructional designers to develop their cultural competency.
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