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ABSTRACT 

A CULTURAL APPROACH TO UNDERSTANDING PROFESSIONAL 
EXPERIENCES OF FOREIGN-BORN FACULTY IN U.S. EDUCATIONAL 

LEADERSHIP PREPARATION PROGRAMS 

Iryna M. Khrabrova 
Old Dominion University, 2011 

Director: Dr. Karen L. Sanzo 

The purpose of this study was to investigate professional experiences of foreign-

born faculty members serving in U.S. educational leadership preparation programs 

utilizing a cultural approach to discern their lived experiences related to professional life. 

Cultural values reflected in professional life experiences were explored. The information 

gathered through phenomenological approach was used to analyze the influence of 

national background on the professional experiences of foreign-born faculty in 

educational leadership preparation programs. 
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CHAPTER I 

INTRODUCTION 

Background of the Study 

America has historically benefited from imported talents. When immigrants 

arrive in the United States, they carry along diverse histories, narratives, cultures, and 

beliefs (Banks, 2006). They bring and acquire a collection of formal problem solving 

techniques and informal rules learned from experience, education, and families (Collins, 

2008). Immigrants also bring a determination to succeed. Those two characteristics — 

cognitive diversity and desire — enable immigrants to make contributions to their new 

environment (Corley & Sabharwal, 2007). 

A rapid demographic shift is occurring in American society. The ethnic and racial 

composition of U.S. population has been changing substantially over the past four 

decades (Suarez-Orozco, 2007). In 1970, 9.6 million foreign-bom individuals lived in 

the United States, making up only 4.7% of the population. However, by 2009, 47.4 

million foreign-bom individuals lived in the country, comprising 18.5% of the population 

(U.S. Census Bureau). 

As the United States is being transformed by continuing levels of immigration, 

American education system in undergoing change and transformation as well 

(Stromquist, 2007). Altbach (2006) identified the essential shifts in the cultural, ethnic, 

and racial diversity of the population are reflected in the diverse student and faculty 

bodies in higher education institutions. Universities desire to attract increasing numbers 

of foreign-bom faculty for the richness they offer to the learning community. 

Internationalization is a recent trend in U.S. higher education (Spring, 2008). 

Internationalization has been a reason for hiring foreign-bom faculty (Theobald, 2008). 
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The processes that constitute internationalization on American campuses vary widely, 

and conversations regarding best practice in the global education field are beginning 

(Altbach, 2008; Bhattacharjee, 2004). Walker and Dimmock (2002) established 

internationalism as a "desirable educational phenomenon, especially in the new 

millennium of global trade, multicultural societies, and the Internet" (p. 13). 

The new ways of seeing and thinking brought to the United States by immigrants 

from around the world translate into diverse professional experiences (Chan & Dimmock, 

2008). Considering the global realities of the 21st century, foreign-bom faculty members 

establish an important part of the diversity on college and university campuses (Hoffman, 

2003). Foreign-bom faculty offer unique and different perspectives on subject matters, 

philosophies, and worldview (Marvasti, 2005). They provide an opportunity for many 

U.S. students to interact with different cultures at this globalization age (Hser, 2005). For 

this reason, there is much to gain from utilizing the foreign-bom faculty's knowledge and 

experiences. These serve as evidence that cross-cultural learning and sharing is possible 

as both parties develop skills in cultural awareness, respect, and tolerance and bridge-

building communication skills which reduce their ethnocentrism (Lin, Pearce, & Wang, 

2009). Moreover, the exposure to different points of view from a diverse cultural 

perspective gives students the first-hand insights into other places and cultures as well as 

helps eliminate stereotypes and builds a more diversified and rich knowledge base 

(Alberts, 2008). 

New campus leaders are needed who are able to embrace the challenge of 

leadership and continued educational success. Leadership exists in all societies and is 

essential to the functioning of organizations within societies (Bass, 1985). However, the 
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attributes that are seen as characteristics for leaders may vary across cultures (Den Hartog 

et al., 1999). Hofstede (1991) noted that prevailing theories of leadership are North 

American in character and are based on the assumptions of individualism as opposed to 

collectivism, rationality rather than ascetics, hedonistic rather than altruistic motivation, 

centrality of work, and democratic value orientation. Cross-cultural psychology and 

sociology research shows that many cultures do not share these assumptions (Den Hartog 

etal., 1999). 

Globalization of educational policy and practice dictates the urge to develop a 

comparative and international branch of educational leadership and management 

(Dimmock &Walker, 1998, 2000, 2005). Hallinger and Leithwood (1996) argued the 

importance of societal culture in studies of educational leadership and educational 

administration. Walker and Dimmock (2002) supported the argument and claimed the 

significance of a comparative approach to educational leadership and management that 

"can expose the value of theory and practice from different cultural perspective, which 

may then, in turn, inform and influence existing dominant Western paradigms" (p. 17). 

Problem Statement 

Despite their growing presence and significance on U.S. campuses, foreign-bom 

faculty in social sciences have been a largely unknown resource in higher education 

literature. The existing research on foreign-bom faculty indicates their coming to the U.S. 

with different world-views, professional and cultural beliefs and social expectations 

which are challenged (Alberts, 2008; Collins, 2008). The foreign-bom faculty members 

experience difficulties in adjusting to different academic standards, grading systems, and 

student behavior (Hoffman, 2003). Additionally, little support is available to foreign-
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bom instructors that could help them avoid problems due to their 'foreignness' (Alberts, 

2008) which is further identified as a teaching resource requiring additional examination 

for establishing its effects in the process of instruction (Alberts, 2008; Neves & 

Sanyal,1991). There is a growing interest in how foreign-bom faculty and students 

contribute to global issues within the curriculum, increase diversity of campus life, or 

serve as community resources without compromising their cultural values and beliefs to 

the demands of studying, teaching, and research (Bhattacharjee, 2004; Hoffman, 2003; 

Theobald, 2008). As universities are investing more resources in hiring and retaining 

foreign-bom faculty members, it is critical to understand their professional approaches 

and experiences (Mamiseishvili, 2009). 

This study builds on the previous research and provides a more comprehensive 

examination of foreign-bom faculty in educational leadership departments at U.S 

universities. 

Study Significance 

This study can contribute to the body of knowledge on foreign-bom faculty on 

American campuses. It can also provide additional insight into the institutional change 

needed for hiring, retention, and development of faculty of other cultural background. 

This study seeks to increase the knowledge on the cross-cultural differences in learning 

and teaching. It employs emerging concepts of a comparative and international branch of 

educational leadership and yields discussion about the types of leaders needed in the 21st 

century schools and the optimal forms of leadership preparation. Educational leaders are 

likely to understand the issues that are prevalent in education internationally and support 

the realization of diversity in schooling practices within and across different societies 
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which, along with the increased progress in world communication, can broaden the 

possibilities for collaboration with colleagues holding similar interests in varied global 

settings. Ethno-cultural empathy, or understanding feelings of individuals that are 

ethnically and/or culturally different from one's self thus taking into account other 

peoples' perspectives, accepting cultural differences, and being empathically aware of 

each other's differences, is a determinant of a successful leadership in varied educational 

environments. 

Purpose Statement 

The proposed phenomenological study served two purposes. This study sought to 

describe professionally related experiences of foreign-bom faculty working in 

educational leadership programs in American universities. In addition, this study 

attempted to reach an understanding of the cultural processes by which foreign-bom 

educational leadership faculty professionally adapt and adequately function in U.S. 

higher education system. 

Research Questions 

This study was guided by the major research question: 

What are the professional experiences of foreign-bom faculty serving in 

educational leadership preparation (ELP) programs? 

The three sub-questions were used to seek additional information on the theme: 

1) What role does culture play in professional experiences of foreign-bom faculty 

in ELP programs? 

2) What factors do foreign-bom faculty perceive as having impact on their 

professional experiences in ELP programs? 
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3) To what extent, if any, do their ethnicity and culture affect their leadership 

philosophy as faculty members in ELP programs? 

Study Limitations 

The limitations of this study stem from the examination of a particular group of 

academic professionals and no claims can be made about the extent these scholars in 

general can influence U.S. higher education system. This research concern was an 

attempt to explain partially how the international knowledge system functions. It tapped 

on the cultural perspectives in educational leadership theories and practices as perceived 

by a specific group of scholars. Therefore, it will be necessary for further studies to deal 

with areas relating to educational research and cooperation between nations in order to 

further explore and understand the complexity of the international knowledge system. 

Methodology Overview 

This overview presents a brief description of the participants, research procedures, 

and research data analysis. Chapter III provides further explanation. 

Participants 

This study focused on foreign-bom faculty members who were bom in foreign 

countries to non-American parents and whose immigrant status is citizens, permanent 

residents, or temporary residents. Foreign-bom faculty were chosen from public 

universities which consider both research and teaching to be of equal importance. 

Faculty members were chosen from the field of educational leadership. 
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Procedures 

This research utilized a phenomenological method examining professionally 

related experiences of foreign-bom faculty members serving in educational leadership 

preparation programs in U.S higher education system. The research questions were 

addressed through semi-structured personal interviews with the participants. These 

questions sought to determine the salient professional themes of meaning for foreign-

bom faculty through the lens of their ethnic backgrounds. The interview process allowed 

the researcher to be involved in an active cross-cultural interaction with ethnically diverse 

faculty. 

Theoretical Framework 

The internationalization of educational administration offers an opportunity to 

keep abreast of the expanding forces of globalization in policy and practice. In their 

theory, Dimmock and Walker (2000, 2005) called for the expansion of inquiry into 

comparative and international educational leadership and management. Noting that 

educational research and theory in this area have fallen behind developments in other 

fields, they urge for a renewed focus on exploring educational leadership across national 

boundaries and cultures, mental and geographical borders (Dimmock & Walker, 2005). 

Hofstede (1980, 1991, 2001) argued that cultural values serve as a frame of 

reference to construct the way people receive and process information and interpret their 

social environment. Hofstede (1980) conducted a comprehensive study of how values in 

the workplace are influenced by culture. From the initial results (Hofstede, 1980) and 

later additions, Hofstede (1991, 2001) developed a model that identifies four primary 

Dimensions to assist in differentiating cultures: Power Distance, Individualism, 
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Masculinity, and Uncertainty Avoidance. The four Dimensions were generated into a 

scale with a score assigned to a particular culture with relation to the aforementioned 

cultural categories. 

This study also utilized the theory outlined by Leithwood and Duke (1998) 

identifying instructional leadership model, leadership styles, and transformational 

leadership model as the integral parts for a reasonably comprehensive framework of 

concepts of leadership for a cross-cultural leadership study. They argued "the research 

outside of education suggests that there are differences across cultures in terms of how 

people define leadership. The early stages of research into cross-cultural conceptions of 

leadership should try to explore the meaning of leadership from the perspective of people 

within a given culture" (Leithwood & Duke, 1998, p. 31). The collection of evidence 

from the qualities people related to leadership is perceived as important. This view 

provides a rationale for this cross-cultural study. It seeks to reveal data as to how 

different populations conceive, identify and evaluate characteristics of effective 

leadership and behavior through the lens of their ethnic perspective (Derr, Roussillon, & 

Bournois, 2002; Walker & Dimmock, 2000). This study examined the current standing 

of foreign-bom faculty serving in educational leadership preparation programs in 

American colleges and universities to reveal the role the culture plays in professional 

experiences of those faculty members. The experiences of foreign-bom faculty were 

explored in three dimensions: teaching and research, leadership preparation, and 

contributions of ethnicity and culture to professional practices. 
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Organization of Study 

Chapter I states the background of the study, problem statement, purpose 

statement, research questions, significance of study, methodology overview, theoretical 

framework, and limitations of study. Chapter II reviews the research existing in the area 

of internationalization of education, theories of culture, and theories of leadership. 

Chapter III provides the research design and rationale for the specific research methods 

employed in this study. Chapter IV reports the findings that emerged from the data 

collected for this study. Chapter V presents the discussion of results and implications of 

this study for future research and practices. 

Definitions of Terms 

Several terms are used throughout this study. 

Academe. A higher education community of students and scholars involved in education 

and research. 

Cross-cultural. Referring to two or more cultures. 

Culture. Intellectual patterns, values, and beliefs distinguishing the members of one 

group of people from another. 

Foreign-born. Anyone who is not bom a U.S. citizen. 

Internationalization. An inclusion and consideration of different cultures in the process of 

education. 

Leadership. An ability to lead and influence a group of people. 

Multicultural. Acceptance and support of multiple ethnic cultures at the organizational 

level. 



10 

CHAPTER II 

LITERATURE REVIEW 

Introduction 

In the globally interdependent society of the 21st century, international faculty 

members are becoming essential to vibrant and diverse college and university campuses. 

Internationalization of higher education offers an opportunity to keep abreast of the 

expanding forces of globalization in educational policy and practice. At present, higher 

education institutions seek to recruit and retain excellent and diverse faculty members, 

including some who are drawn from outside the United States. This study examined the 

current standing of foreign-bom faculty serving in educational leadership preparation 

programs in U.S. colleges and universities and is focused on professionally and culturally 

related experiences of those faculty members. This exploratory study seeks to increase 

the knowledge on the cross-cultural differences in learning and teaching. It employs 

emerging concepts of an international branch of educational leadership and discusses the 

types of leaders needed in the 21st century schools. 

In the midst of demographic change, students need leaders and advocates who are 

prepared to be cultural change agents—educators armed with the knowledge, strategies, 

support, and courage to make curriculum, instruction, student engagement, and family 

partnerships culturally responsive. Despite limitations in terms of complexities of the 

social, economic, cultural and political circumstances of each country, educators should 

import and borrow policy and practices from the global community in their attempts to 

resolve multifaceted educational problems. This study is viewed as the contribution to 

the theory and practices of multicultural educational leadership preparation. 



11 

Overview of the Chapter 

Chapter 2 includes a "Literature Review". This review assists in providing a 

foundation for studying professional experiences of foreign-bom faculty serving in 

educational leadership preparation programs in U.S. higher education system. This 

exploratory study also seeks to identify the factors that might impact professional 

experiences of foreign-bom faculty and draws on two bodies of literature. The first body 

of literature focuses on the development of theories of internationalization of U.S. higher 

education system. The second body of literature investigates existing theories of culture 

and leadership as related to cross-cultural educational leadership models. This chapter 

reviews: 1) internationalization of U.S. higher education; 2) cross-cultural differences in 

U.S. academe; 3) theories of culture; 4) theories of leadership; 5) theories of cross-

cultural approach to educational administration; and 6) multicultural educational 

leadership. 

Internationalization of U.S. Higher Education 

Institutions of higher education face many challenges in the 21st century because 

of internationalization. Internationalization has been a worldwide trend in higher 

education (Spring, 2008; Stromquist, 2007). It has increased the demand for individuals 

who can manage effectively in a foreign environment and who are able to understand and 

work with people from diverse cultures (Childress, 2009; Schmidt, 2009). 

Internationalization has been defined as making campuses more internationally-oriented, 

and implementing the integration of international elements into the curricula to increase 

the presence of international faculty and students on campus (Deardorff, 2004; EUingboe, 

1998; Hanson & Meyerson, 1995). 
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Internationalization not only affects academic programs, faculty, and students, but 

also creates new administrative structures and expectations (Knight, 2004; Seifert & 

Umbach, 2008). In recognizing the need for internationalization, many universities and 

colleges in the United States are making great efforts to internationalize their institutions 

in order to prepare their students to live and work in the 21st century global society (Chan 

& Dimmock, 2008; Mamiseishvili & Rosser, 2009). Encouraged by national leaders and 

educators, universities and colleges have developed and expanded international activities, 

study-abroad programs, student and faculty exchange programs, hiring of foreign-bom 

faculty, and have strengthened international studies within their curricula (Chan & 

Dimmock, 2008). They have added the concepts of internationalization and globalization 

to their mission statements (Hser, 2005). These changes have enriched the learning 

experience for American students in the classroom and added diversity to campus life 

(Hser, 2005; Theobald, 2008; Trice, 2003). Notably, productive interaction between 

individuals from a wide and diverse background is a necessary part of better 

understanding the world issues related to global cooperation and advancement (Marvasti, 

2005; Sanderson, 2008). 

It would, therefore, seem that internationalization of program offerings and 

student recruitment has become today the new form of entrepreneurialism, moving into 

new conceptions of students and knowledge. The search for new student markets and 

attractive programs unleashes a need for more students, more faculty to teach them, and 

timely decisions based on constant scanning of the environment - both national and 

international. 
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International Students and Faculty 

American universities always have been a popular destination for thousands of 

students and scholars from all over the world (Spring, 2008; Trice, 2003). Throughout 

North America, educators always have dealt with students from a variety of cultural 

backgrounds, but that level of diversity is accentuated by increasing internationalization 

and is more crucial now than ever (Altbach, 2006). International students have been 

more common in U.S. universities as national boundaries have become more blurred: the 

increasing homogenization of cultures has made it psychologically easier to travel and to 

live and study in a foreign culture (Deardorff, 2004). 

During the 2008-2009 academic year, 113,494 international scholars with non­

immigrant visa status were teaching or conducting research on U.S. campuses, an 

increase of 7% from the previous year (Open Doors 2009: International Scholars 2009). 

In addition, in 2008-2009, there were 671,616 international students enrolled in U.S. 

higher education institutions, an increase of 7.7 % from the previous year (Open Doors 

2009: International Students in the United States 2009). In 2010, 53% of U.S. campuses 

reported increased overall enrollments of international students (Open Doors: 

International Student Enrollment 2010). In education, the number of the international 

students also increased from 17,775 in 2007-2008 to 18,120 in 2008-2009 (1.9 % 

increase) (Open Doors 2009: International Students in the United States 2009). The 

proportion of doctoral degrees awarded to international students rose from 11% in 1974 

to 31% in 2005 (Hoffer et al., 2005). Many of these international students choose to stay 

in the United States after completing their doctoral degrees and join academe as faculty 

members (Altbach, 2006). It is projected that by 2014 colleges, universities, and 
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professional schools will witness an employment growth of 35.3% (Bureau of Labor 

Statistics, 2010). Thus, issues of faculty satisfaction, retention, diverse approaches and 

philosophies, and persistence will become profoundly important for university 

administrators and education policy makers. 

The need to study foreign-bom faculty professional experiences at universities 

also stems from the fact that intellectual and social structures of higher education are 

changing over time (Altbach & Knight, 2007; Slater et al., 2002). Increasingly, women 

and minorities are more likely to occupy higher ranks of the professoriate. As senior 

faculty members retire at the leading U.S. universities over the next decade, it is likely 

that they will be replaced by younger faculty members who are women, under-

represented minorities and/or foreign-bom scholars (Collins, 2008; Rusch, 2004). 

According to the "National Study of Postsecondary Faculty" report on faculty and 

instructional staff, the percentage of full-time minority professors in degree- granting 

institutions has increased steadily to 24% from 16% in 2003, and 9% in 1990 (National 

Center for Education Statistics, 2010). 

As these census statistics show, impressive progress has been made in increasing 

the numbers of international students and minority faculty in higher education. This 

changing landscape of faculty members at U.S. universities will require that university 

administrators address issues related to faculty across a variety of personal and 

professional dimensions. The internationalization of American institutions has, therefore, 

created an important need to better understand the thinking and impact that foreign-bom 

faculty are having on U.S. institutions of higher learning and vice versa. 
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Cross-Cultural Differences in U.S. Academe 

Diversity of people on campus reflects the changing immigration patterns in the 

United States and growth experienced by higher education institutions during the last 

decades of the 20th century and the beginning of the 21st century (Collins, 2008; 

Stromquist, 2007). Ethnic and cultural diversity encourages a society where all people 

are equally respected, symbolizing society's democratic commitment to human dignity 

and equality (Taormina & Selvarajah, 2005). Moreover, ethnic and cultural diversity on 

campus allows professors and students to retain their personal identities, have a sense of 

belonging, take pride in their own heritage, gain an appreciation of their own and 

different cultures, and foster an appreciation of diversity among the entire college 

community (Stohl, 2007). The findings on professional productivity appeared linked to 

the U.S.-bom faculty members' exposure to faculty members from abroad (Schmidt, 

2009; Sheppard, 2004). Research suggests that all other things being equal, the larger the 

proportion of international faculty members on a campus, the more productive its 

domestic faculty members are (Seifert & Umbach, 2008). 

Foreign-bom faculty who accept an appointment at an American institution not 

only step into a potentially unfamiliar departmental context but also into the situations of 

increasing access to higher education for individuals from a wider variety of 

socioeconomic and educational backgrounds than to which foreign-bom faculty might be 

accustomed. This review of foreign-bom faculty's standing in U.S. higher education 

contributes to the conversation about diversity on American campuses. 

Foreign-Born as a Unique Group 

What do internationalization efforts and ideas look like to someone who does not 

share the same cultural perspective as a majority member, and why would studying this 
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view matter? The research defined the foreign-born as subjected to unique stresses in 

important ways (Thomas & Johnson, 2004). Included are the taxing process of 

immigration, language barriers, loss of important relationships, a less developed support 

system, and adaptation to the new culture (Basti, 1996). Additionally, the adoption of the 

values of the dominant culture is linked to a repudiation of past values, which may lead to 

a degree of self-rejections (Collins, 2008). Foreign-bom faculty must adjust and cope 

with differences in cultural authority structures, social relationships, education systems, 

and educational practices as well as student resistance (Collins, 2008). Culturally based 

differences in methods and styles of teaching may affect communication in the classroom 

(Foote, Li, Monk, & Theobald, 2008). A culturally based communication problem is 

sometimes misconstrued as a language barrier and the loss of traditional ritual structures 

prevent acculturated immigrants from effectively dealing with the stresses defined above 

(Han, 2008). 

Most foreign-bom faculty may be faced with many social and professional 

problems in their adaptation to U.S. campus life. Aside from language barriers, the 

foreign-bom faculty may have different values, attitudes about education, and 

instructional styles (Anderson & Smith, 2005; Hanson & Meyerson, 1995). Furthermore, 

the foreign-bom faculty may be adversely affected by institutional and individual racism 

in American society (Johnsrud & Sadao, 1998). 

However, the presence of foreign-bom faculty is beneficial (Corley & Sabharval, 

2007; Kavas & Kavas, 2008) and more research would provide insights and 

understanding that can enrich teaching and contribute to a more harmonious professional 

atmosphere in U.S. academe. 
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Research on Foreign-Born Faculty 

A few studies have examined experiences of U.S.-bom and foreign-bom faculty 

members in various academic settings (Corley & Sabharwal, 2007; Lin, Pearce, & Wang, 

2009; Mamiseishvili & Rosser, 2009; Skachkova, 2007; Taormina & Selvarajah, 2005). 

These studies explicitly categorize foreign-bom faculty as a distinct group and explore 

their unique experience in U.S. colleges and universities. Moreover, these studies 

produce conflicting results. 

According to Corley and Sabharwal (2007), U.S.-bom scientists benefit from the 

cultural influences of their immigrant colleagues and expand their research horizons. 

Immigrant scientists often gravitate to scientific problems of pressing interest back home, 

and they tend to build links between researchers in the United States and their country of 

origin as the way for increased global collaboration. However, in the study of foreign-

bom faculty across disciplines and nationalities, Liu (2001) found foreign-bom faculty 

have to work hard to prove constantly their capabilities as researchers, teachers, and 

colleagues. 

Foreign-bom faculty face greater challenges when it comes to advancement in 

their careers, and they are more likely to be stuck in lower ranks (Basti, 1996; Corley & 

Sabharwal, 2007). Facilitating the success of internationalization efforts has to involve 

the recognition of foreign-bom faculty (Basti, 1996). Foreign-bom faculty help promote 

campus internationalization as they represent educational and cultural resources. They 

enrich the learning experience but remain a largely untapped international asset for higher 

education. Importantly, foreign-bom faculty offer first hand intercultural learning 
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opportunities to the students and they add diversity to campus life (Basti, 1996; Thomas, 

2002). 

The culture of American colleges and universities is based on white European 

cultural values and norms (Manrique & Manrique, 1999). Foreign-bom faculty are 

frequently subjected to varied views of what being "foreign" means to others (Seagren & 

Wang, 1994). In addition to facing prevailing negative social views of immigrants, 

foreign-bom faculty must contend with the fact that they will be perceived as ethnic 

minorities. Accompanying this additional label are stereotypes which differ according to 

ethnic background (Skachkova, 2007). 

A separate segment of literature dealing with the experiences of foreign students 

and faculty concerns Asian minority, who appear quite different from the dominant 

culture (Lee, 2002, 2004; Lin, Pearce, & Wang, 2009; Liu, 2001; Wei, 2007). The 

majority of ethnic and racial minority faculty interviewed perceived that they must be 

bicultural to enter and advance successfully in the university setting (Wei, 2007). The 

faculty discussed biculturalism as a means of functioning effectively in two cultural 

milieus: their ethnic heritage and the white Western university system (Lee, 2002; Wei, 

2007). 

A nationwide opinion survey of 2,400 foreign-born faculty at various universities 

in the USA during the 1993-1995 period by Cecelia Manrique and Gabriel Manrique 

(1999) revealed the challenges foreign-bom faculty face at educational institutions in the 

USA. The survey results show that 22% of foreign-bom faculty recognize that their 

accent can be a barrier to their effectiveness in the classroom. However, the respondents 

believe that student reaction to their accent usually improves over time. According to 
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this survey, the longer a foreign-bom faculty member interacts with a native student, the 

more likely he or she is to allay student skepticism. The results also indicate that 

approximately one quarter of the respondents, mostly non-Europeans, report that they 

have experienced prejudice and discrimination at universities (Manrique & Manrique, 

1999). 

All foreign-bom faculty need help adjusting to a new academic environment 

(Collins, 2008; Hoffman, 2003; Thomas & Johnson, 2004). In particular, each needs to 

be equipped with profound intercultural competencies in the host country (Han, 2008; 

Hser, 2005). A study focusing on the effectiveness of foreign-bom economics faculty 

found that formal and informal constraints may hinder foreign-bom faculty from 

realizing their full potential in academic institutions (Marvasti, 2005). 

Several studies have also explored the relationship between academic research 

and teaching (Mamiseishvili & Rosser, 2009; North, 1995). By analyzing the 

employment patterns of immigrants and U.S. citizens, North (1995) found U.S. citizens 

are more likely to be employed in management-based positions, while immigrants tend to 

be employed in research and design. Even though these results are not specific to 

academic faculty, these findings can be used to hypothesize that foreign-bom academic 

scientists were likely to spend more time on research and less time on teaching when 

compared with U.S.-bom scientists. 

Another important indicator of professional activities is the number of research 

grants awarded to faculty members. Norris (2004) explored the relationship between 

grant acquisition and citizenship. It was found that the level of grant activity is more 

strongly and positively correlated with publication productivity for U.S.-bom professors 
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than for foreign-bom professors. Even though Norris (2004) found the relationship 

between grant funding and publication productivity is stronger for U.S.-born scientists, 

this does not mean foreign-bom scientists are receiving fewer grants. In fact, Lee (2004) 

found there was no significant difference in grant amounts and grant acceptance rate 

between native U.S. scientists and foreign-bom scientists. 

A modest body of research results provides an understanding into how foreign-

bom faculty are perceived on educational campuses (Alberts, 2008; Anderson & Smith, 

2005; Kavas & Kavas, 2009; Neves & Sanyal, 1991). The majority of respondents rated 

foreign-bom faculty very highly with regard to knowledge and competence in the 

subjects they teach, social skills, empathy level and interaction skills (Alberts, 2008; 

Kavas & Kavas, 2009). In another study, the perceptions of teaching ability ranged over 

a wider spectrum, but a majority of students would, if given a choice, prefer to have their 

classes taught by U.S.-born faculty (Marvasti, 2005). 

Difficulties in adjusting to different academic standards, grading system, student 

behavior, and support available to foreign-bom instructors that could help them avoid 

problems due to their 'foreignness', represent the issues that require additional 

investigation in institutional settings (Alberts, 2008). Many students find advantages to 

having professors who grew up outside the United States and hold a critical perspective 

of their home country (Collins, 2008; Foote, Li, Monk, & Theobald, 2008). Therefore, 

'foreignness' has both advantages and disadvantages, and cooperation is required of all 

those involved, i.e. foreign-bom faculty, students, institutional administration, to provide 

for the smooth reconciliation of differences and integration of multiple perspectives into 

the diverse picture of internationalization on U.S. campuses. Students note that foreign-
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bom professors have different teaching styles and interact with students differently 

(Kavas & Kavas, 2009). For some students, this is an advantage. However, higher 

expectations from foreign-bom professors may be the factor for some students to avoid 

their classroom (Alberts, 2008). 

Much of the previous qualitative research on foreign-bom faculty members has 

focused primarily on their adjustment issues, suggesting they experience the sense of 

isolation, marginality, and lack of collegiality on U.S. college campuses (Seagren & 

Wang, 1994; Skachkova, 2007; Thomas & Johnson, 2004). An early study in this area 

(Johnsrud & Sadao, 1998) asserted minority faculty experience academe differently than 

their majority counterparts. The majority of ethnic and racial minority faculty perceived 

they must be bicultural to enter and advance successfully in the university setting. They 

must find a balance that enables them to recognize which lens to employ when 

confronting a particular situation. It can be assumed ethnic and racial minority faculty 

must constantly compromise their cultural values and norms out of deference to Western 

values. The findings of Johnsrud and Sadao (1998) suggested ethnic and minority faculty 

members do understand the norms and standards of the academic culture. They are 

willing to accommodate in many respects, but they bring alternative perspectives to their 

academic careers which they believe deserve reciprocal accommodation from majority 

faculty members. The perceptions and experiences described by faculty in this study 

indicated that those alternative perspectives are not honored; rather, they are denigrated 

(Johnsrud & Sadao, 1998). 

One of the more recent qualitative studies by Skachkova (2007), particularly 

relevant to this research, focused on the experiences of women foreign-born faculty in 
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U.S. academe. The study drew on the interviews with 34 women faculty members who 

were bom abroad and were employed at a research university in New York State. The 

sample of women in the study was a very diverse group of individuals: they came from 

22 different countries and were from 26 academic fields. The researcher concluded their 

narratives were "immigration success stories but only a few of them were academic 

success stories" (Skachkova, 2007, p. 728). The findings of this study suggest of the 

adverse effect of social climate prevailing in the participants' departments and 

institutions that affects their academic careers (Skachkova, 2007). 

Given the evidence from the previous research, the framework of experiences of 

foreign-bom faculty in academe provides a rationale for further investigation. The 

foreign-bom faculty in the abovementioned studies described their efforts to 

accommodate to university culture. Despite their diversity, foreign-bom faculty are eager 

to blend with and contribute to the adopted country. Combined talents of the foreign-

bom certainly enhance the stock of human capital in this country. This faculty help 

infuse the campus and the larger society with greater respect for education. The foreign-

bom cannot but bring certain values from their countries of origin and experiences there 

that are beneficial to the USA. The presence of the foreign-bom certainly advances 

cultural diversity on any campus. Academic debate should be more concerned with 

better understanding the unique qualities and needs and determining what kind of support 

foreign-bon professors should receive in order to make them effective teachers and 

contributors to their institutions. 
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Theoretical Framework 

Based on the above review of relevant concepts, the prior literature has identified 

internationalization of higher education and cultural differences in the composition of 

faculty members as the factors that may contribute to or impact professional experiences 

of foreign-born faculty members working in educational leadership preparation programs 

in U.S. higher education system. The following section provides the theories structured 

around the following major factors relevant to this research: 1) theories of culture; 2) 

theories of leadership; 3) theories of cross-cultural approach to educational 

administration; and 4) theories of multicultural educational leadership. 

Theories of Culture 

Geert Hofstede is a central figure in the development of literature on cultural 

variation and the dimension-based approach to assessing and classifying cultures. In his 

foundational work on culture, Hofstede (1980, 1991) asserted that culture is "the 

collective programming of the mind which distinguishes the members of one group or 

category of people from another" (Hofstede, 1991, p. 5). Bamouw (1985) defined 

culture as "the way of a group of people, the complex of shared concepts and patterns of 

learned behavior that are handed down from one generation to the next through the means 

of language and imitation" (Bamouw, 1985, p. 5). Hofstede (1991) noted every 

individual is bom with and thus inherits a set of universal and generic characteristics of 

human nature. However, he highlighted the individual's personality is formed from both 

inherited and learned characteristics. "We begin to acquire the mental programming we 

call culture from the day we are bom, and the process continues throughout our life in a 

particular society" (Hofstede, 1991, p. 65). Therefore, culture, at its different levels, 
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appears to be producing a mediating influence to affect the learned part of behavior and 

personality (Hofstede, 1991). 

The most widely cited framework for exploring the influence of culture on 

management and leadership practice remains that developed by Hofstede (1980; 1991; 

1994, 2001). In his original IBM studies, Hofstede (1980, 1991) assessed many national 

cultures and created a descriptive matrix ranking the country in relationship to each of the 

four dimensions of culture. Table 1 lists the four cultural dimensions and the description 

of each dimension. 

Table 1 

Hofstede's Four Cultural Dimensions 

Power Distance The extent to which people accept unequal distribution of 
power. It suggests that a society's level of inequality is 
endorsed by its followers as much as by its leaders. It 
ranges from relatively equal (small power distance) to 
extremely unequal (large power distance). All societies are 
unequal, but some are more unequal than others. 

Individualism The extent to which individuals are integrated into groups. 
Individualism leads to reliance on self and a focus on 
individual achievement. 

Masculinity The extent to which assertiveness and interdependence 
from others are valued. High masculinity leads to a focus 
on interdependence, ambition, and material goods. 

Uncertainty Avoidance The extent to which a culture tolerates ambiguity and 
uncertainty. It implies the degree to which people in a 
country prefer structured over unstructured situations. High 
uncertainty avoidance leads to low tolerance for uncertainty 
and to a search for absolute truth. 

Note. Adapted from Hofstede, G. (1980). Cultures consequences: International 

differences in work-related values. Beverly Hills, CA: Sage. 

Hofstede's Four Cultural Dimensions provide a framework that functions as a 

starting point for examining different perspectives and paradigms held by diverse 
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populations. His study and the ensuing results garnered much attention from scholars not 

only in the business field but also in other disciplines in order to understand how culture 

explains patterns in not only economic but also social activities of individuals, groups, 

organizations, nations, or regions (Javidan, Dorfman, de Luque, & House, 2006). 

Cultural Dimensions 

To be open-minded and to understand the cultures of different countries, it is 

important to be able to compare one's own culture with other countries. Power and 

inequality are fundamental aspects of any society, and any individual with some 

international experience is aware that all societies are basically unequal, but some are 

more unequal than others (Ardichvili & Kuchinke, 2002). 

Power Distance is the degree to which members of a collective expect (and 

should expect) power to be distributed equally (Hofstede, 1980). A high power distance 

score reflects unequal power distribution in a society. Countries that scored high on this 

cultural practice are more stratified economically, socially, and politically; those in 

positions of authority expect, and receive, obedience (Hofstede, 1991). Businesses in 

high power distance countries like Thailand, Brazil, and France tend to have hierarchical 

decision making processes with limited one-way participation and communication 

(Hofstede, 1994) 

The second dimension, Individualism, implies the degree to which people in a 

country prefer to act as individuals rather than as members of groups (Hofstede, 1980). 

The opposite of individualism can be called Collectivism, so collectivism is low 

individualism. Institutional Collectivism is the degree to which organizational and 

societal institutional practices encourage and reward (and should encourage and reward) 
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collective distribution of resources and collective action (Hofstede, 1991). Organizations 

in collectivistic countries like Singapore and Sweden tend to emphasize group 

performance and rewards, whereas those in more individualistic countries like Greece 

and Brazil tend to emphasize individual achievement and rewards (Hofstede, 1994). 

Masculinity versus its opposite, Femininity, refers to the distribution of roles 

between genders as another fundamental issue for any society that may involve a range of 

solutions (Hofstede, 1980). It identifies the degree to which tough values like 

assertiveness, performance, success and competition, which in nearly all societies are 

associated with the role of men, prevail over tender values like the quality of life, 

maintaining warm personal relationships, service, care for the weak, and solidarity, which 

in nearly all societies are more associated with women's roles. Analysis of the IBM data 

(Hofstede, 1991) revealed that women's values differ less among societies than do men's 

values. The women in the feminine countries have the same nurturing values as the men; 

in the masculine countries they are somewhat more assertive and competitive, but not as 

much so as the men, so that these countries show a gap between men's values and 

women's values (Hofstede, 1991). People in highly assertive countries such as the United 

States and Austria tend to have can-do attitudes and enjoy competition in business; those 

in less assertive countries such as Sweden and New Zealand prefer harmony in 

relationships and emphasize loyalty and solidarity (Hofstede, 1994). 

The three dimensions described so far all refer to three types of expected social 

behavior: behavior toward people higher or lower in rank (Power Distance), behavior 

toward the group (Individualism/Collectivism), and behavior according to one's gender 

(Masculinity/Femininity). The values corresponding to these cultural choices are bred in 
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the family: Power Distance by the degree to which children are encouraged to have a will 

of their own, Individualism/Collectivism by the cohesion of the family with respect to 

other people, and Masculinity/Femininity by the role models the parents and older 

children present to the younger child (Hofstede, 1991, 1994). 

The fourth dimension found in the IBM studies refers to Uncertainty Avoidance 

that indicates to what extent a culture programs its members to feel either uncomfortable 

or comfortable in unstructured situations (Hofstede, 1980). "Unstructured situations" are 

defined as novel, unknown, surprising, or different from usual (Hofstede, 1980). 

Uncertainty-avoiding cultures try to minimize the possibility of such situations by 

adhering to strict laws and rules, safety and security measures, and a belief in absolute 

Truth (Hofstede, 1991). Uncertainty-accepting cultures are more tolerant of behavior and 

opinions that differ from their own; they try to have as few rules as possible, and on the 

philosophical and religious level they are relativist, allowing many currents to flow side 

by side (Hofstede, 1991). People within these cultures are more phlegmatic and 

contemplative; their environment does not expect them to express emotions (Hofstede, 

1991). Organizations in high uncertainty avoidance countries like Singapore and 

Switzerland tend to establish elaborate processes and procedures and prefer formal 

detailed strategies. In contrast, businesses in low uncertainty avoidance countries like 

Russia and Greece tend to prefer simple processes and broadly stated strategies. They are 

also opportunistic and enjoy risk taking (Ardichvili & Kuchinke, 2002; Hofstede, 1994). 

At the organizational level, differences among cultures in these four dimensions 

have many consequences for management practices (Hofstede & McCrae, 2004). For 

example, both Power Distance and Individualism affect the type of leadership most likely 
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to be effective in a country. The ideal leader in a culture in which Power Distances are 

small would be a resourceful democrat; on the other hand, the ideal leader in a culture in 

which Power Distances are large is a benevolent autocrat (Hofstede, 1994). In 

Collectivist cultures, leadership should respect and encourage employees' group loyalties; 

incentives should be given collectively, and their distribution should be left up to the 

group (Hofstede, 1994). In individualist cultures, people can be moved around as 

individuals, and incentives should be given to individuals. Masculinity and Uncertainty 

Avoidance affect people's motivations: competition is more effective in a masculine 

culture, and personal risk is more acceptable if Uncertainty Avoidance is low (Hofstede 

& McCrae, 2004). Power Distance and Uncertainty Avoidance together affect the image 

people form of what an organization should be; larger Power Distances are associated 

with greater centralization, while stronger Uncertainty Avoidance is associated with 

greater formalization (Hofstede, 1994). 

In sum, cultural dimensions differ from one nation to another in ways which are 

seldom fully recognized and often misunderstood. Every nation has a considerable moral 

investment in its own intellectual power, which explains why it is not easy to make 

cultural differences clearly discemable. This offers great possibilities for synergy and for 

learning from each other in a world which to an increasing extent demands intercultural 

cooperation and leadership effective across nations. 

Cultural Leadership Differences Across Nations 

Should we also expect that leadership processes, like management practices, are 

similarly influenced by culture? Existing empirical evidence indicates leader attributes, 

behavior, status, and influence vary considerably as a result of culturally unique forces in 
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the countries or regions in which the leaders function (Manning, 2003; Robertson & 

Weber, 2000; Walker & Dimmock, 2002). Graen, Hui, Wakabayashi, and Wang (1997) 

noted cross-cultural research is essentially focused on comparability, and that etics and 

emics are the foci. "Emics are things that are unique to a culture, whereas etics are things 

that are universal to all cultures. Emics are by definition not comparable across cultures. 

One task of cross-cultural researchers, hence, is to identify emics and etics" (Graen, Hui, 

Wakabayashi, & Wang, 1997, p. 162). 

Emanating from the previous research on culture, the two of the abovementioned 

factors - individualism-collectivism and power distance - seem to be relevant to the 

discussion. 

Individualism-collectivism. Cultures differ in the degree to which they encourage 

individuals to pursue their own interests and goals and to limit their compliance with 

demands made by groups. Individualist cultures (e.g., the 'mainstream' USA and 

Australia) do encourage this; in contrast, collectivist cultures (e.g., traditional Japan, 

Honk Kong, Venezuela) subordinate individual goals to those of important groups such 

as family and co-workers (Hofstede, 1980). Individualism fosters the development of an 

independent self-image, such that an individual focuses on his or her unique capabilities 

and seeks to apply these capabilities to his or her personal ambitions. Collectivism 

emphasizes one's interdependence with others and promotes the goals of fitting in and 

adjusting one's goals so as to maximize the well-being of the in-group (Hofstede, 1994). 

In collectivist cultures, people remain sensitive to the demands of the particular social 

situation, and are well aware of shifts in their own behavior to accommodate these 

demands (Taormina & Selvarajah, 2005). 
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Power distance refers to the degree to which a culture accepts the idea that power 

is distributed unequally. In cultures low in power distance (Denmark, Israel), hierarchies 

of status are relatively flexible and informal. It would not be uncommon for subordinates 

to address bosses or teachers by their first names or to socialize with them. In cultures 

high in power distance (Mexico, Singapore, Turkey), subordinates are often quite 

sensitive to their roles and statuses within organization (Hofstede, 1980). In educational 

setting, high power distance often manifests itself in classrooms filled with students who 

refrain from asking questions, which might be interpreted as a challenge to the 

instructor's expertise or authority. 

Broadly, Hofstede (1991) identified Anglo-American cultures as individualist and 

most Asian cultures as group oriented or collectivist. Conversely, however, collaborative 

learning, being generally acknowledged as an effective teaching method, appears to be 

more applicable for student socialization in group-oriented, rather than self-oriented 

cultures (Dimmock & Walker, 2005). 

Educational systems around the globe tend to reflect Western theories and 

practices with a little consideration of their cultural fit (Hofstede, 1994). Therefore, a 

focus on culture and cross-cultural comparisons can help generate theories of leadership 

for the countries that differ in subtle but significant ways, from the theories developed for 

Western societies to those applied in Asia and East (Dimmock & Walker, 1998). A 

cultural perspective on administrative leadership reframes current attempts to develop a 

knowledge base for professional practice in Western countries. Personality has been 

evidenced to have had important implications for managerial attitudes and behavior 

(Jepson, 2009). Individuals bring to their work environment and managerial positions 
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their cultural and personality traits. Culture is important because it shapes the different 

ways to recognize and react to events in work lives. It shapes how people experience the 

world of work and how they express meaning in their own work (Cunningham & Gresso, 

1993). 

Therefore, a cultural lens may stimulate the research to rethink the constructs 

identifying universally desirable and undesirable leadership attributes as a critical step in 

effective cross-cultural leadership. It may illustrate while there are differences among 

countries, there are also similarities. Such similarities give some degree of comfort and 

ease to leaders and can be used by them as a foundation to build on. 

Theories of Leadership 

Hofstede's cultural dimensions (1980, 1991) provided a useful framework to 

broaden our understanding of leadership research. Walker & Dimmock (2002) assumed 

leadership comprises eight interrelated elements as follows: collaboration and 

participation; motivation; planning; decision-making processes; interpersonal 

communication; conflict resolution; staff evaluation and appraisal; and staff development. 

They explored the above framework and offered a comparative investigation of 

educational leadership that can be conceptualized around six dimensions of societal 

culture, namely: Power distributed/ Power concentrated; Group-oriented/Self-oriented; 

Consideration/ Aggression; Pro-activism/Fatalism; Generative/ Replicative; and Limited 

relationship/Holistic relationship. Western societies' principals are more inclined to 

consider the individual needs of both teachers and students in the operation of schools 

(Cheng, 1998). On the other hand, in East-Asian societies, such as China, Thailand and 

Japan, education is seen as a means by which students adapt to the expectations of the 
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community (Dimmock & Walker, 2000). In such group-oriented societies, the role of the 

school and the principal may focus on developing and ensuring harmony among staff and 

enforcing common, standard approaches to governance, organization, curriculum and 

instruction (Walker & Dimmock, 2000). Internationalization has once again made us 

realize that a single dominant approach cannot work for an inclusive society. 

The two primary theories of school principalship have prevailed in recent 

decades—instructional leadership and transformational leadership (Hallinger, 1992; Heck 

& Hallinger, 2005). These two models focus explicitly on the manner in which 

educational leadership is exercised by school administrators and teachers to bring about 

improved educational outcomes (Leithwood & Jantzi, 2005; Southworth, 2002). These 

two leadership theories were chosen because they dominate empirical research on 

educational leadership and their research programs have yielded sufficient evidence for 

analysis (Hallinger, 2005; Hallinger & Heck, 1998; Leithwood & Jantzi, 2005; 

Leithwood, Tomlinson, & Genge, 1996). 

Instructional Leadership 

Instructional leadership models emerged in the early 1980s from the research on 

effective schools. This body of research identified strong, directive leadership focused on 

curriculum and instruction from the principal as a characteristic of elementary schools 

that were effective at teaching children in poor urban communities (Leithwood & 

Montgomery, 1982). 

Scholars conducted a substantial body of international studies on instructional 

leadership since 1980. A new global wave of principal preparation and development 

programs spawned during the late 1990s (Hallinger & Heck, 1998; Hallinger, 2005; 
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O'Donnell & White, 2005; Southworth, 2002). A review of the literature by Hallinger 

and Heck (1998) found instructional leadership was the most frequently studied model of 

school leadership over the past twenty-five years. Consequently, there is a more 

systematic knowledge base today than in 1980. 

Recent analyses have found a distinct programmatic emphasis on ensuring that 

principals are able to fulfill their instmctional leadership role (Hallinger, 2003; Huber, 

2004). Instmctional leadership assumes that "the critical focus for attention by leaders is 

the behaviors of teachers as they engage in activities directly affecting the growth of 

students" (Leithwood, Jantzi, & Steinbach, 1999, p. 8). The effective instmctional leader 

is able to align the strategies and activities of the school with the school's academic 

mission. Thus, instmctional leaders focus not only on leading, but also on managing. 

Their managerial roles include coordinating, controlling, supervising, and developing 

curriculum and instruction (Huber, 2004). 

The most frequently used conceptualization of instmctional leadership was 

developed by Hallinger (2003). This model proposes three dimensions of the 

instmctional leadership construct: defining the school's mission, managing the 

instmctional program, and promoting a positive school-learning climate (Hallinger, 

2005). 

This renewed focus on the improvement of learning and teaching has once again 

brought the issue of principal instmctional leadership to the forefront. There appears to 

be a new and unprecedented global interest among government agencies towards training 

principals to be instmctional and transformational leaders for the improved academic 

achievement in students. 



Transformational Leadership 

Transformational leadership redirects focus toward the emotional relationship 

between the leader and the followers (Bass, 1985). The essence of transformational 

leadership is to inspire, develop, and empower followers while meeting organizational 

goals (Hallinger, 1992). A work environment in which frequent and recurrent changes 

happen, transformational leadership guides the followers to enact revolutionary change 

(Bass, 1997, 1998). Notably, transformational leadership focuses on problem finding, 

problem solving, and collaboration with stakeholders with the goal of improving 

organizational performance (Hallinger, 1992; Heck & Hallinger, 2005). This augmenting 

effect of transformational leadership is due to the transformational leader's ability to 

motivate subordinates to perform beyond their initial expectations (Bass, 1998). 

Leithwood and colleagues have described and assessed the effectiveness of 

transformational leadership in schools (Leithwood, 1995; Leithwood, Dart, Jantzi,& 

Steinbach, 1993; Leithwood & Jantzi, 2005; Leithwood, Jantzi,& Fernandez, 1994; 

Leithwood, Jantzi,& Steinbach, 1999; Leithwood, Tomlinson, & Genge, 1996). 

Transformational leadership provides intellectual direction and aims at innovating within 

the organization, while empowering and supporting teachers as partners in decision 

making (Leithwood, 1995). 

An essential question arises: Is transformational leadership effective cross-

culturally? Bass (1997, 1998) relied on studies in many types of organizations across the 

world to support that claim. Den Hartog, House, and Hanges (1999), House and Aditya 

(1997) confirmed that elements of transformational leadership such as vision, proactivity, 

and ability to motivate are recognized universally as effective change leadership, while 
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leaders whose task and relationship behaviors are congruent with culturally accepted 

models of leadership are more effective in a given culture. 

Marks and Printy (2003) suggested although the importance transformational 

leadership places on vision building can create a fundamental and enduring sense of 

purpose in the organization, the model lacks an explicit focus on teaching and learning. 

Instmctional leadership, emphasizing the technical core of instruction, curriculum, and 

assessment, provides direction and affects the day-to-day activities of teachers and 

students in the school (Leithwood, Jantzi, & Steinbach, 1999). The action orientation of 

shared instmctional leadership moves a school staff forward to accomplish each goal thus 

enacting the vision. Transformational leadership builds organizational capacity whereas 

instmctional leadership builds individual and collective competence (Cooper, 2009). 

Instmctional leadership, if shared in that specific leadership function, is carried out by 

many people working in collaboration (Huber, 2004). 

Building on the premise outlined above, it is assumed that while transformational 

leadership is necessary for reform-oriented school improvement, it is insufficient to 

achieve high-quality teaching and learning. Shared instmctional leadership essentially 

describes the dynamic collaboration between the principal and teachers on curricular, 

instmctional, and assessment matters to further the core technology of schools—teaching 

and learning. Thus, a suggested line of inquiry follows the relationship of 

transformational and shared instmctional leadership to the pedagogical practice of 

teachers and to student performance on authentic measures of achievement. This study 

intends to look at the leadership practices as culturally perceived and used for the 
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working in U.S. higher education system. 

Theories of Cross-Cultural Leadership 

The recent surge in research on how cultural values impact human behavior calls 

for cross-cultural validation of leadership theories. For example, Hofstede (1980, 1994) 

argued that many leadership theories developed in North American culture may not be 

applied in different cultural settings because they are conceptually bounded within 

American culture. According to Hofstede (1994), U.S. theories of leadership do not 

allow a certain amount of cultural relativity and tend to be prescriptive with regard to a 

leadership style. Thus, these theories will only be valid in cultures where cultural 

dimensions are similar to those of the U.S. culture. The growing international 

commonality in educational policy and in institutional structures makes culture and 

cultural differences an important area gaining increased significance (Leeman, 2003; 

McCray, Alston, & Beachum, 2006). 

The most recent and comprehensive attempts to analyze differences in leadership 

across countries support the general argument that culture and leadership interact in a 

variety of different ways in a variety of different contexts (Cunningham & Gresso, 1993; 

Jung, Bass, & Sosik, 1995; Manning, 2003; Turetgen, Unsal, & Erdem, 2008). Dorfman 

(1995) argued the study of leadership across cultures is important for theoretical and 

practical reasons, and an understanding of cultures other than the West is important in 

order "to develop leadership theories that transcend cultures" (p. 269). The analyses of 

the qualitative interview data (Jepson, 2009) showed the importance and role of different 

contextual factors other than national culture. National origin was found to be just one of 
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many others influencing an individual's understanding of leadership (Ardichvili & 

Kuchinke, 2002). Definitions of leadership and descriptions of existing leadership 

differed in wording and content across individuals and reflect personal experiences 

(Turengen, Unsal, & Erdem, 2008). Yet, the analyses also found similarities within the 

definitions and descriptions of leadership that reflect the importance of national, 

organizational, hierarchical and departmental contexts on a participant's understanding of 

leadership (Jepson, 2009). The importance of these different contexts was identified as 

varying across individuals. Therefore, the application of a cultural lens as a contextual 

factor can be useful to study educational leadership across different nations. 

Cross-Cultural Educational Leadership 

In the past decade, societies have become more pluralistic, and educational 

demands and needs of interest groups in communities being more diversified and 

insistent than ever, are clearly identifiable (Walker & Dimmock, 2002). Additionally, the 

essential role of leaders in effective schools and successful school improvement 

processes has been established (Hallinger & Heck, 1999; Hallinger, 2003; Huber, 2004). 

Leaders in schools comprised of large numbers of ethnic minority students face 

different demands than those in more ethnically homogeneous settings (Marshall, 2004). 

It is, therefore, assumed if leaders in intercultural schools are to make a difference then 

they must leam to understand the cultural influences affecting their schools. This calls 

for the development of leader authenticity (McCray, Alston, & Beachum, 2006). 

Leadership authenticity within intercultural schools involves more than leaders simply 

clarifying and articulating personal values, beliefs and purpose statements (Robertson & 

Webber, 2000). Rather, it must carefully account for the cultures which comprise the 
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school and how these impact relationships, curriculum, learning and teaching, among 

other things (Walker & Shuangye, 2007). If this proposition is accepted, the issue 

becomes what leaders can do to build their authenticity in intercultural school contexts. 

If it is further accepted that schools and values configurations are constantly shifting, 

adapting and evolving within and outside organizations, seeking leader authenticity is 

actually a process of learning in and from the context within which leaders lead (Walker, 

2005). When leaders seek authenticity through understanding and valuing other cultural 

perspectives, they encourage like behavior throughout the school (Walker & Shuangye, 

2007). 

Cross-cultural studies help to better understand leadership behaviors in different 

cultures or in multicultural environments (Walker & Dimmock, 2000; Yan & Hunt, 

2005). They also provide useful advice and guidelines for practitioners to achieve 

leadership effectiveness in organizations with workforces and management teams that are 

getting more and more culturally, ethnically, and internationally diverse (Taormina & 

Selvarajah, 2005). 

Cross-cultural research into leadership has grown in importance and number of 

research contributions (Dickson, Den Hartog, & Mitcheson, 2003) but has, to date, been 

characterized by the modernist assumptions underlying much of the above-mentioned 

Western view on the individual leader (Jepson, 2009). Additionally, with rapidly 

increasing globalization, educational leadership in diverse contexts is gaining greater 

access to information and ideas from outside their own societies, but the information 

generated tends to emanate predominantly from Western perspectives (Walker & 

Dimmock, 2000). 



According to Dimmock and Walker (2005), culture has a significant influence on 

school leadership in and within different societies, because it helps shape school leaders' 

thoughts and actions about leadership followership, communication, teaching, and 

learning. They further suggest looking to "societal culture for at least partial explanations 

of school leaders' behaviours and actions" (Dimmock & Walker, 2005, p.21). 

Cross-cultural leadership theories consider the establishment of international 

learning networks that address the interrelationships among school and society (Walker & 

Dimmock, 2002). The importance of international learning networks was also asserted 

by Robertson and Webber (2002) who pointed out policy makers in different countries 

communicate with one another and are familiar with other nations' educational policies. 

Therefore, they argued, educational leaders should form parallel international learning 

networks. Similarly, Sen (1999) suggested that though we should respect cultural 

uniqueness, we also should strive for sophisticated understandings of cross-cultural 

influences and "not lose our ability to understand one another and to enjoy the cultural 

products of different countries in the passionate advocacy of conservation and 

purity"(p.244). 

Shield (2002) asserted the lack of coherency within the body of literature related 

to cross-cultural leadership in education. A comparative approach to educational 

leadership can add value from a position of diverse multicultural perspectives. Basically, 

it can promote understanding within the international educational community (Dimmock 

& Walker, 1998). The purpose for developing a cross-cultural comparative framework is 

to improve understanding of the influence of national or societal culture on educational 

leadership. Cross-cultural research may reveal data as to how different populations 
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conceive, identify and evaluate characteristics of effective leadership and behavior (Den 

Hartog etal., 1999). 

In summary, the investigation of educational leadership across cultural settings is 

potentially a rich area for empirical exploration. It may both broaden and deepen an 

understanding of how cultural context may impact the theory and practice of educational 

administration preparation for multicultural leadership. 

Theories of Multicultural Educational Leadership 

The 21st century realities of global interdependence and diverse institutions 

require schools effectively and appropriately respond to diverse groups in the school and 

school community and prepare all young people for positive interactions with people who 

are culturally different (Banks, 2006). As the demographics of communities change and 

a wider array of cultures is encountered in classrooms, the impulse that educators feel to 

raise students' awareness about culture cannot be ignored (McCray, Alston, & Beachum, 

2006). 

Society is becoming more diverse than ever before in its history, and many of 

U.S. school systems reflect this diversity in their student populations (Spring, 2008). 

According to the United States Department of Education (2010), public schools are 

becoming a nation of minorities. In the United States today, schools are composed of 

diverse students, faculty and staff population who come from differing, socioeconomic, 

cultural and language backgrounds that are unique to each culture (Leeman, 2003). For 

instance, today, one-third of the entire student population in America consists of minority 

students, and by the year 2020, one-half of all students in America will belong to a 

minority group (Suarez-Orozco, 2007). Furthermore, by the year 2050, the United States 
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will become a "nation of minorities," with less than half of the population being non-

Hispanic White (Suarez-Orozco, 2007). Due to this increasing amount of diversity that is 

taking place in society and schools, school principals must play a central role in initiating 

and infusing multicultural concepts and ideas into school cultures mainly because these 

individuals set the cultural climate for the school (Walker & Dimmock, 2002). 

The demographic shift in student enrollment from one mainstream culture to 

cultural pluralism has become a reality that calls for principals with multicultural 

competencies (Yao, Buchanan, Chang, Powell-Brown, & Pecina, 2009). Designed to 

achieve equal educational opportunity to all citizens, the U.S. Congress passed the No 

Child Left Behind Act of 2001 as a policy. The complex school leadership 

responsibilities and accountability, including the issues facing minority students, 

necessitate the demand to have a well-trained school leader to ensure that a standards-

based quality education is provided to culturally and linguistically diverse students and 

for students with special needs (Marshall, 2004). 

Multicultural leadership can be defined broadly in terms which enable principals 

to address diversity within a school setting through affirming cultural pluralism and 

educational equity (Shield, 2002). It can be conceptualized as the work principals do to 

ensure multicultural aims, objectives, curricular content, assessment content, and 

pedagogy are implemented effectively (Yao et al., 2009). In this endeavor, the moral 

growth dimension of transformational leadership is realized when administrators, faculty, 

and students are elevated by the actions that recognize and seek to accommodate diverse 

values (Leithwood & Jantzi, 2005). The confluence of various perspectives enables the 
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development of an environment in which mutual respect and caring is fundamental to 

achieving the goals of multicultural education. 

At the school level, the school leader is the designee appointed to ensure each 

student receives a quality education (Walker & Shuangye, 2007; Witziers, Bosker & 

Kruger, 2003). The effectiveness of a school's educational program is determined by the 

leadership and attitude of the school administrator (McCray, Alston, & Beachum, 2006; 

Robinson, Lloyd & Rowe, 2008). Cunningham and Cordeiro (2006) asserted educational 

leadership is the number one variable associated with effective schools. School leaders 

produce the climate that makes learning possible and programs successful (Riehl, 2000). 

Hence, they should play a key role in providing culturally responsive leadership for 

multicultural students. 

Clearly, administrators who embrace multiculturalism, recognize and address the 

differences of their teachers, students, and parent population (i.e., linguistic, ethnic, 

racial, socioeconomic, and learning differences) view student differences as qualities that 

make each individual unique and valuable; recognize and promote cultural differences; 

and provide opportunities for growth and development (Evans, 2007). Additionally, such 

school leaders are aware of their personal strengths and weaknesses as they collaborate 

with and empower teachers and other staff around them to help provide all students with 

support (Walker & Shuangye, 2007). 

School leaders who embrace and utilize multicultural practices in their schools 

exhibit a sense of self-confidence that allows others to feel comfortable, and they do not 

prohibit others from being themselves (Walker & Dimmock, 2002). They trust and 

motivate others to work together to meet the academic and social needs of all students 
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(Gardiner & Enomoto, 2006). In this learning community, school leaders establish a 

purpose and collaborate with teachers, parents, and community leaders to create a 

cohesive and cooperative environment that benefits all students, especially multicultural 

students (Yao et al., 2009). They do not look for ways to categorize students; they 

encourage individualities and build on them to create a multifaceted, multicultural and 

multitalented learning community (Riehl, 2000). This community works together to meet 

individual needs, value each member, and ensure higher learning through increased 

participation of various community members. 

School leaders need to cultivate a school culture that offers an appropriate 

education for immigrant students (McKenzie, Skrla, & Scheurich, 2006). The 

incorporation of students' languages, cultures, and experiential knowledge need not 

conflict with providing students with academic content knowledge and learning skills. 

Immigrant students come to school bringing their diverse cultures and assets. School 

leaders need to conceptualize the culture and language of immigrant students as assets 

rather than deficits in order to accept and celebrate these students' attributes and diversity 

(McKenzie, Skrla, & Scheurich, 2006). A unique cultural contribution of immigrant 

children is their cross-cultural expertise. Tsolidis (2002) emphasized that students with 

cross-cultural expertise are likely to be more successful global citizens than those who 

are monocultural. At the same time, immigrant students can offer their cultural 

knowledge to others and gain respect from native students as they do so since all students 

need to know how to function between cultures (Tsolidis, 2002). 

An inclusive school culture is one that reflects the ethnic and cultural diversity of 

the broader school community. Riehl (2000) defined an inclusive school culture as one 
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in which students from diverse racial, ethnic, and social groups believe that they are 

heard and valued and experience respect, belonging, and encouragement. To build and 

sustain an inclusive culture, the principals must promote the participation and 

representation of all students, teachers, parents, and community groups. They must 

establish structures for this involvement, such as student councils, professional 

development days, prefect systems, and community-linked groups (Walker & Dimmock, 

2005). 

It appears, therefore, understanding the concepts of multicultural education can 

help school leaders be more inclusive. Emphasizing diversity and fostering respect and 

caring are the concepts that school leaders can encourage. The exposure to the 

educational leadership faculty with a culturally diverse background can contribute to the 

development of school leaders' multicultural values and beliefs. The new leaders must 

have a better understanding of educational issues that are prevalent in education 

internationally and support the realization of diversity in schooling practices which, along 

with the increased progress in world communication, can broaden the possibilities for 

collaboration with colleagues holding similar interests in varied global settings. 

Summary 

This chapter reviewed the factors pertinent to the understanding of the context of 

studying professional experiences of foreign-bom faculty working in educational 

leadership preparation programs on U.S. campus. This review illustrated the cultural 

differences existing within U.S. higher education faculty. With an increasing number of 

foreign-bom scholars seeking academic employment in the United States, there is a need 

to go beyond just determining their status in academe. Previous studies focused on job 
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satisfaction and acculturation issues of foreign-born faculty in science and engineering 

departments. In an increasingly globalizing world it is assumed, therefore, that it is 

important to investigate which qualities in people and their cultures are universal, and 

which are culturally distinct. However, the empirical studies reviewed do not constitute a 

robust evidence-base for the professional experiences of the foreign-bom faculty in the 

programs related to educational leadership preparation. The consideration of the 

implications of the cultural context for the nature and forms of educational leadership at a 

time of reform, design, and restmcturing appears ubiquitous. Educational leaders and 

their staff need to be knowledgeable about diversity to provide education that is culturally 

sensitive to difference, is free from discrimination and prejudice, and promotes 

educational equity. School principals serve an important role. Because of the increasing 

amount of cultural and social diversity occurring in the society and schools, school 

leaders must create environments that promote cultural pluralism and provide every 

student with an opportunity to succeed. 
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CHAPTER III 

METHODOLOGY 

Introduction 

The proposed phenomenological study served two purposes. This study sought to 

describe the lived professionally related experiences of foreign-bom faculty working in 

educational leadership preparation programs in U.S. higher education. In addition, this 

study sought to reach an understanding of the cultural processes by which foreign-bom 

educational leadership faculty professionally adapt and adequately function in U.S. 

higher education system. It aimed at studying the impact produced by the cultural 

background on the professional approaches and self-perceived leadership styles. 

This study was guided by the major research question: 

What are the professional experiences of foreign-bom faculty serving in 

educational leadership preparation (ELP) programs? 

The three sub-questions were used to seek additional information on the theme: 

1) What role does culture play in professional experiences of foreign-bom faculty 

in ELP programs? 

2) What factors do foreign-bom faculty perceive as having impact on their 

professional experiences in ELP programs? 

3) To what extent, if any, do their ethnicity and culture affect their leadership 

philosophy as faculty members in ELP programs? 

The two techniques were used for data collection in this study: semi-structured 

interviews of individual participants and analysis of relevant individual and/or 

organizational documents and archival data about participants' professional experiences. 

The methodology employed to test the research questions is presented in this chapter. 
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The chapter is organized into five sections: 1) methodological framework; 2) selection of 

participants; 3) instrumentation; 4) data collection; and 5) data analysis. 

Methodological Framework 

The literature available on the professional experiences of faculty members who 

were bom into and grew up in a culture different from the U.S. identified cultural 

background as a factor affecting foreign-bom faculty's work attitudes and experiences. 

Given the limited literature examining the experiences of foreign-bom faculty working in 

educational leadership departments in U.S. higher education, the research questions were 

approached through the use of qualitative inquiry because exact variables and a theory 

base are unknown for this specific population. 

The methodological framework for this research was based upon the 

phenomenological tradition within the qualitative paradigm. According to Patton (2002), 

the phenomenological approach is characterized by "the assumption that there is an 

essence or essences to shared experiences. These essences are the core meanings 

mutually understood through a phenomenon commonly experienced" (p. 106). According 

to Bogdan and Biklen (2003), phenomenology assumes that "multiple ways of 

interpreting experiences are available to us through interacting with others, and that it is 

the meaning of our experiences that constitutes reality" (p.23). Thus, reality is assumed 

to be socially constmcted. As identified by Creswell (1998), "A phenomenological study 

describes the meaning of the lived experiences for several individuals about a [particular] 

concept or phenomenon" (p.51). In this study, professional experiences were the 

phenomenon under analysis. The lived experiences of foreign-bom faculty were referred 

to as their day-to-day experiences in academe. Thus, the study attempted to uncover how 

foreign-bom faculty make meaning of their everyday experiences in academe. This leads 
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to one of the most salient aspects of the qualitative paradigm - the challenge to gain the 

insiders' viewpoint (Bogdan & Biklen, 2003). 

According to Lincoln and Guba (1985), reality is "a multiple set of mental 

constmctions". The judgment of validity of the study depended upon the researcher, who 

represented these multiple constmctions and perceptions of reality in the context in which 

they are presented (Marshall & Batten, 2003). Internal validity measured the extent to 

which the findings were congruent with reality. A qualitative inquiry required that the 

investigator adopt a neutral stance where the researcher is not setting out to prove a 

particular perspective or predetermined results. The researcher needed to be balanced in 

reporting evidence which may confirm or may fail to confirm the initial assumption 

(Patton, 2002). 

Selection of Participants 

The sample was comprised of eleven foreign-bom faculty working within the 

University Council for Educational Administration (UCEA) institutions. The UCEA is a 

consortium of 86 public and private doctoral degree-granting universities. The 

participants were selected from the four regions of the United States: North, South, 

Midwest, and West. The target population of this study was foreign-bom faculty 

members working in educational leadership programs within the aforementioned 

academic association. 

The following steps were taken in selecting a certain number of foreign-born 

faculty for interviews. The first step was to contact a department of personnel at each 

university to inquire about the possibility to access a full list of foreign-bom faculty 

members in educational leadership preparation departments. In general, information on 
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was necessary to consider an alternative route to get access to the lists of foreign-bom 

faculty. Selecting foreign names from the university directories was considered as 

alternative. Due to the assumed difficulties in gaining access to the lists of foreign-bom 

faculty at each institution, it was not be possible to apply the same mode of selection to 

different institutions. 

As this is an exploratory study of under-investigated population, a heterogeneous 

sample of participants was sought. A purposive sampling strategy was used to collect as 

much rich data as possible and obtain an in-depth understanding of the phenomenon 

under study from the perspective of the participants. As noted by Seidman (1998), an in-

depth phenomenological interviewing of "a sample of participants who all experience 

similar stmctural and social conditions gives enormous power to the stories of a relatively 

few participants" (p.48). This study relies on the definition of those who were bom and 

earned bachelor's degree in foreign countries. Professorial status of the participants was 

considered not as a major criterion of selection. Table 2 presents gender and academic 

data of the participating faculty. 

Table 2 

Academic Qualifications of Interviewed Foreign-Born Faculty 

Gender Professor 

Assistant Associate Full 

Female 8 1 1 

Male 1 0 0 
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Additionally, in light of differentiating foreign-bom faculty, this study 

categorized them into two groups: (1) Those who come from neither Western nor 

English-speaking countries, and (2) Those who come from either Western or English-

speaking countries. 

Instmmentation 

The first instrument in this study was semi-stmctured, open-ended interviews with 

eleven participants working in U.S educational leadership preparation programs. 

Merriam (1998) defined semi-stmctured interviews as interviews that evolve from 

inquiry composed of a mix of both structured and unstructured questions. The 

unstructured questions were open-ended to allow the participants more freedom and 

creativity to respond to the questions. 

The semi-stmctured interview approach provided standard data across participants 

but also allowed the flexibility to probe answers more deeply and gather more 

information than is found in a structured interview (Gall, Borg, & Gall, 1996). All the 

interview questions were directly correlated to the research questions and based upon the 

Theories of Culture and Theories of Leadership presented in Chapter II. Questions were 

designed to allow participants an opportunity to reflect upon their professional 

experiences and how they relate to the abovementioned cultural and leadership theories. 

The second instrument in this study was the analysis of relevant individual and 

organizational documents and archival data about participants' professional experiences. 

As suggested by Patton (2002), documents and interviews should be used to supplement, 

complement, and reinforce one another in order to obtain as complete picture of 

phenomena being studied as possible. Therefore, document analysis was also employed 
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as a way to subsidize the interview data. The data derived from documents pertaining to 

the internationalization efforts of the participants' institutions were coded according to 

the three categories linked to the research questions: (a) the definition of the mission of 

internationalization, (b) the desired implementation of internationalization, and (c) the 

role of foreign-bom faculty. Document analysis provided this study with the information 

regarding organizational culture and other environmental factors that influence the 

foreign-bom faculty's professional experiences. 

The process of data collection and analysis were conducted concurrently. By 

conducting data collection and analysis simultaneously, the initial results of data analysis 

were used to adjust data collection strategies in order to provide a focus for future data 

collection so that needless repetition and extensive quantities of data were minimized 

(Merriam, 1998). 

Researcher as Instrument 

In this study, the primary role of the researcher was to "respond to the situation by 

maximizing opportunities for collecting and producing meaningful information" 

(Merriam, 1998, p.20). The researcher adopted the position of "empathic neutrality" 

(Patton, 2002, p.50) in order to understand the phenomenon as it unfolds, and to stay tme 

to complexities and multiple perspectives as they emerge in the process of the research. 

It was also considered important to keep balance in reporting all kinds of evidence with 

regard to any conclusions offered (Marshall & Batten, 2003). The researcher's 

background of foreign-bom proved to be advantageous in establishing rapport and 

communicating effectively with the participants. It was considered as important to have 

prior knowledge about the country of every participant in order to ask proper and relevant 
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questions. The researcher needed to adopt a cultural perspective on the interviewing 

techniques specific to the communicative peculiarities of each participant's nationality to 

be sure how deeply or comprehensively they can talk about some topics. 

Data Collection 

The two strategies for data collection were used for this study. They were semi-

stmctured interviews, and analysis of archival organizational and individual documents 

regarding to the organizational environment in general and the individual participants of 

the study. 

Semi-Structured Interviews 

This study employed semi-stmctured interviews as a dominant strategy for data 

collection. A semi-stmctured interview means that some general questions play a role in 

guiding the interview but the interviewer leaves space for the interviewees to construct 

the topic with their own categories and contents (Bogdan & Biklen, 2002). Semi-

stmctured interviews were conducted with purposefully selected participants to gain 

insights into how individuals perceive, attend to, or otherwise deal with incidents relevant 

to their professional experiences in academe. Comparison of nationality as one of the 

research goals was another reason for the choice of the semi-stmctured interview. For 

comparison, it was significant to get comparable data across the entire population of 

interviewees rather than to have simply diversified data without any common criteria 

(Bogdan & Biklen, 2002). 

The first phase in data collection included contacting the participants about their 

agreement to participate in the study. The pre-interview sheets were faxed to the 

participants explaining the purpose of this research and eliciting background information 
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on these foreign-bom faculty members. The questions included nationality, the place of 

the first degree (BA, BS, etc.), major field and specialty at present, rank at their 

university, gender, administrative position now and previously, and duration of 

employment at the university. Along with the interview consent forms, a request for a 

convenient time for the telephone interview was sent to every participant. Every 

participant of the interview was informed about the purpose of the study as well as the 

methodology employed in advance. To enhance the openness of the participant's 

responses, it was assured that the data will be collected without disclosing their names 

and private concerns and will not be used for any other purpose without their consent. 

Confidentiality was a high priority, given the foreign-bom faculty represent a small 

portion of faculty in their work units. 

A semi-stmctured interview protocol was used to provide a general framework for 

the interview in order to engage the participants into the critical reflection about the 

factors with regards to their professional experiences. In addition, the interview aimed at 

eliciting unanticipated but relevant issues that may be brought up by the interviewees. 

During the telephone interview, the participants were asked to reflect upon their 

professional experiences with respect to their cultural background. The participants were 

encouraged to give examples of situations, people, and organizations that fit their specific 

perception of the leadership theory, thus making the interview more of an informal 

conversational interview. The strength of the informal conversational approach to 

interviewing was that it allowed the interviewer to be responsive to individual differences 

and changes (Patton, 2002). One of the benefits of this type of the interview was that 

questions could be individualized to establish in-depth communication with the person 
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being interviewed (Patton, 2002). Interviews lasted approximately 45-60 minutes and 

were recorded and transcribed. Notes were typically made after the interview. Following 

the note taking, the interview record was labeled and dated. All interview records were 

reviewed as soon as possible. The records were listened to prior to transcription to get 

used to the speech patterns of the participants, thereby making transcriptions more 

efficient. It also allowed for the early identification of patterns and themes. Interview 

records were transcribed verbatim in preparation for data analysis. Confidentiality of all 

codes was assured by keeping them in a secure location and in the possession of the 

researcher. 

Notes were made during transcription that identified key issues and perspectives, 

seeming contradictions in an interviewee's perspectives, divergence between the 

perspectives of the interviewee and other data sources, and themes and issues to be 

followed up in the future data collection. The interview transcripts were then sent to the 

participants for their review to assure accuracy. All participants' responded, and only 

minor editing was done to some of the transcripts. 

Document Analysis 

The second phase of data collection included the analysis of the documents. 

Documents are primary data sources that provide direct information about events, 

decisions, activities, and processes (Patton, 2002). The study rested on the strength of 

this method of collecting data as "unobtrusive and nonreactive" (Marshall & Rossman, 

2006, p. 108). Another advantage of using documentary material is its stability. Even 

though less active or interactive when compared to other forms of qualitative data 

collection such as interviews, documents represent a useful and "a ready-made source of 

data, easily accessible to the imaginative and resourceful investigator" (Merriam, 1998, 
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p.l 12). Relevant institutional policies and programs announced and implemented in the 

organization under study with respect to diversity and international issues in education 

were sought for analysis. In addition, participants' professional CV's, personal written 

accounts of critical events with respect to diversity issues at their institution were 

collected and analyzed. 

Pilot Study 

Once the questions were produced and the necessary permission granted, a pilot 

study was conducted to verify the interview protocol. The pilot study of the interview 

protocol was undertaken in November 2010. The four foreign-bom faculty members from 

the researcher's institution agreed to be interviewed. They were interviewed about their 

professional experiences and the influence of their national background on their 

professional experiences. The interview questions appeared to elicit the desired 

information. The interview protocol was judged to be clear and understandable to the 

interviewees. It confirmed the content, structure, and sequencing of questions would 

allow the researcher to obtain useful data to answer the major and secondary research 

questions. Nonetheless, the pilot study permitted the further refinement of the protocol. 

The protocol underwent several iterations prior to its use during the actual study. 

Data Analysis 

One of the challenges of the data analysis in this exploratory study was discerning 

meaningful and significant findings when there is not a large sample population. The 

interpretive framework for this study was content analysis which was used "to identify 

core consistencies and meanings" (Patton, 2002, p.453) within the amount of collected 

data. The largely inductive qualitative data analysis was guided by Hofstede's (1980) 
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comprehensive study of how values in the workplace are influenced by culture. It was 

comprised of the analysis of similarities and differences, coding and categorizing, and 

constant comparison. The eleven telephone interview were recorded and transcribed 

word for word. Using the constant comparative method, the interviews were compared to 

each other as they were collected to determine similarities and differences. Categories 

were formed, coded, and triangulated for both the telephone interview data and document 

analysis data by using a color code representing different themes that emerged from the 

data. Themes were determined for each research question and those themes were 

compared to each other for further analysis. 

Additionally, themes from the data were compared to existing literature on cross-

cultural studies in educational leadership and the role of culture in professional 

experiences. Therefore, the constant comparative method provided for the beginning of 

the formal analysis early in the study and was almost completed by the end of data 

collection (Bogdan & Biklen, 1998). This method of data analysis was implemented 

after each phase of data collection, constantly analyzing and comparing each new 

interview received in the course of the study. 

The findings of the research were reported in the aggregate, without addressing 

differences by ethnicity, race, or nationality. Although significant differences within the 

aggregated group were acknowledged, the research was focused on the primary interest -

the extent to which foreign-bom faculty members serving in educational leadership 

preparation programs in U.S. higher education report common experiences in their 

approach to leadership preparation. 



Tnangulation 

Methods triangulation involves the use of multiple research methods in a single 

study so that one type of data verifies or supplements another, providing a more concise 

interpretation, and increasing the accuracy and credibility of findings (Patton, 2002). The 

reliability and validity of this study were addressed with the techniques of triangulation: 

member check and audit trail (Lincoln & Guba, 1985), and thick description of contexts 

and personal accounts of experiences (Denzin & Lincoln, 1994). Additionally, an expert 

team of university professors validated telephone interview questions for face validity. 

The content analysis of the documents was conducted to triangulate the findings 

of the study. The documents included organizational records relevant to foreign-bom 

faculty's professional experiences or institutional diversity initiatives. Initial themes were 

continuously identified. Theory triangulation was also used in this study as it relies on 

the research in the fields of psychology, sociology, organizational behavior, and higher 

education to triangulate the data. 

An audit trail was maintained at all stages of data collection and analysis by 

keeping detailed records of how data were collected, how categories were derived, and 

how decisions were made throughout the processes of the research. 

Limitations 

There are several inherent methodological limitations of this study. In view of the 

impact of language on interviewing, it is important to question how significantly 

speaking in a non-native language affects the quality of an interview. It is argued that 

"language is more than a means of communication about reality: it is a tool for 

constructing reality. Different languages create and express different realities" 
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(Spradley, 1979, p. 17). Given that the interview method is concerned not only with 

factual descriptive information but with implicit meanings embedded in the contents 

conveyed by the interviewee, it was a point of special consideration because English was 

the non-native language to the researcher and the majority of the participants of foreign-

bom background. 

There is also a possibility both of the researcher's bias in interpreting the 

interviews and a possibility that interview participants may not feel comfortable openly 

discussing issues related to their academic status with someone who does not share that 

identity. Therefore, the researcher made every effort to express an interest in responses, 

convey the worth of the project, and ensure anonymity to encourage uninhibited 

responses. 

Participants were the representatives of varied national and cultural backgrounds. 

This also posed challenges to the researcher as an individual who was brought up in a 

different culture. The interpretations of data may be subject to the researcher's personal 

and professional background. In addition, some cultures may be particularly reluctant to 

complain or admit to having conflicts with colleague. The discomfort in admitting to 

difficulties may contribute to altering or omission of some aspects in the responses of the 

participants. To counter this, prompts were given and follow up questions were asked. 

The sample size studied may also influence the findings. As with the number of 

questions addressing a given value, a small number of participants can lessen the 

importance of the finding. 

There are a few concerns about the limitation in the analysis of the documents. 

First, the research considered documents are not produced for research purposes, and the 
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information they offer may not be in the form that is useful or clear for the purposes of 

the study. In addition, the research determined authenticity and accuracy of the 

documents under analysis. 

However, this is an exploratory study and findings are intended to shed light on 

the understanding of foreign-bom faculty professional experiences with respect to the 

impact of their national background as well as to suggest areas for more in-depth 

research. The interviewing strategy was enhanced by the analysis of the relevant 

documents thus serving as a basis for future research. 

Summary 

This chapter restated the purpose of this study and presented the research 

questions. The participants were chosen through the purposive sample of foreign-bom 

faculty members working in educational leadership preparation programs of UCEA 

institutions. The selection of the eleven participant sample from the target population 

was discussed. In addition, the validity and reliability of the instruments were presented. 

The data collection procedures were also discussed in this chapter. Finally, the methods 

of data analysis were presented followed by a discussion of power analysis. Results of 

data analysis are presented in the following chapter. 



CHAPTER IV 

ANALYSIS OF THE DATA 

Introduction 

This phenomenological study analyzed the professional experiences of foreign-

bom faculty members serving in educational leadership preparation programs in the 

United States. The study explored how foreign-bom faculty members contribute to the 

cultural diversity on campus by collecting data about the influence of national 

background on the professional experience of those faculty members. In addition, the 

study attempted to ascertain the cultural contribution of the foreign-bom faculty members 

to the multicultural leadership preparation in educational leadership programs. The 

research process was guided by the following questions: What are the professional 

experiences of foreign-bom faculty serving in educational leadership preparation (ELP) 

programs? What role does culture play in professional experiences of foreign-bom 

faculty in ELP programs? What factors do foreign-bom faculty perceive as having impact 

on their professional experiences in ELP programs? To what extent, if any, do their 

ethnicity and culture affect their leadership philosophy as faculty members in ELP 

programs? The study utilized a qualitative approach to discern the phenomenon. The 

first stage involved the analysis of the eleven interviews using a sequential analysis of 

data for emergent patterns and themes. The data collected in this manner were then used 

in analyzing the documents pertinent to the themes gleaned from the interview process. 

The first part of this chapter presents the analysis of the interview data. The 

second part addresses the characteristics identified from the analysis of the documents. 

Each part examines the characteristics of the themes identified through the analysis of 
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data. The chapter includes both data analysis and the interview results. Tables depicting 

the data are included in each part. 

Participants 

Data were obtained from eleven foreign-bom faculty interviewed during Fall 

2010 - Winter 2011 academic year. The participants included ten female professors and 

one male professor serving in educational leadership preparation programs at eleven 

UCEA-affiliated institutions. The participants held the rank of assistant professor, 

associate professor, or professor. A detailed demographic overview of the participants 

was provided in Table 3 of the preceding chapter. Throughout the analysis, each 

participant is referred by a pseudonym. 

Data Analysis 

Qualitative data analysis attempted to comprehend the phenomenon under study, 

synthesize information, explain relationships, theorize about how and why the 

relationships appear as they do, and reconnect the new knowledge with what is already 

known, all in an interpretative way (Patton, 1990). In this study, the researcher became 

familiar with the data and transcribed the interviews. Interview transcripts and document 

analysis data formed the body of the data analyzed. The data were arranged by 

interviews, by interview questions, and by document review. Document review consisted 

of: (1) those pertaining to the individual academic and professional records of the 

participants; (2) those pertaining to the strategic plan for internationalization and 

diversity within the schools and departments. 

The interviews and document reviews were coded according to the themes of 

cultural diversity on campus, the impact of culture on professional life, and 

multiculturalism in educational leadership preparation. In developing coding categories 
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of the interview data, the two major domains were considered: participant codes and topic 

codes. For the participant codes, each interviewee was coded by country of origin, 

professorial status, gender, and currently affiliated institution. Topic categories were first 

elicited from the research questions. Some of the theoretical frameworks also contributed 

to developing topic coding categories. 

At the early stage of data analysis, the researcher read through the interview data 

several times in search for some regularities and patterns as well as for topics the data 

encompassed. Reading several times was important for expanding and elaborating 

coding categories. Repeated readings allowed emerging topics and themes to lead the 

researcher to reread other data again and understand it in new ways. Each of the 

questions from the interview was coded and the responses from each interview were 

categorized by theme. Interpretations and analysis from the themes coded from the 

interviews and document data were made on the basis of the extent to which culture and 

national background have impact on the professional life. Every participant was assigned 

a pseudonym to insure privacy. 

Interview Data Analysis 

Interviews and data analysis occurred simultaneously until the end of the study. 

Data were analyzed using the constant comparative method. The development of 

categories came from the data. Upon the receipt of new data the existing categories were 

tested and new categories were created, tested, and changed with each subsequent receipt 

of data. The process was continuous and emerging. Content analysis was used to 

identify themes and issues emerged from both sources (Patton, 1990). The researcher 

searched for words and phrases that represented themes, topics, and patterns. A coding 
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system was developed to organize the emerging themes from the collected data. After 

completing the coding, the units of data categorized by codes were cut and pasted on 

separate color cards. On each card, the researcher noted a participant's real name, pseudo 

name and a number of symbols to indicate nationality, professional status, gender and 

affiliated institution. At the top of each card, the researcher placed the major theme or 

topic of that specific part of data. A stack of cards were arranged along specific topics 

and themes so that a group of cards could be pulled out, when needed. The emerging 

themes were taken from the data instead of using a set of categories and themes that were 

"imposed on them prior to data collection" (Patton, p. 390). Regularities and patterns 

were noted. This resulted in discovering points of commonality and areas of significant 

divergence. 

The collected data were interpreted using Hofstede's Conceptual Framework for 

Assessing Culture (Hofstede, 1980, 1991, 1994). Hofstede gathered extensive data on the 

world's cultures, which were generated into the scale to help to better understand the 

many sublet implications contained in his raw data (2001). In this study, as the interview 

transcripts were examined and re-examined, the data were coded according to the 

framework. New categories emerged as the transcription examination progressed. With 

each new transcript, the researcher continued to watch for the emergence of potential new 

categories. The constant comparison led to the categories that were both descriptive and 

explanatory (Lincoln & Guba, 1985). 

The four overarching themes identified throughout the data analysis process were: 

(1) Issues of internationalization of U.S. higher education; (2) Cultural competencies of 

the foreign-bom faculty members serving in educational leadership preparation 
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programs; (3) Cultural approaches to leadership as identified by the interviewed foreign-

bom faculty members; and (4) Contributions of the interviewed foreign-bom faculty 

members with regard to multiculturalism of American education. 

Foreign-bom Faculty Interview Findings 

This section presents the results gleaned from the eleven foreign-bom faculty 

member interviews conducted during Fall 2010 - Winter 2011 academic year with 

regards to their professional experiences. The interview questions are located in 

Appendix D of this document. The researcher asked questions about the participants' 

beliefs and perspectives, about the facts, feelings, motives, past and present behaviors, 

standards of behavior as to what people thought should be done in certain situations, and 

conscious reasons for actions or feelings (Silverman, 1993). The interview responses 

contained the beliefs, thoughts, and ideas of the person being interviewed. Because the 

research data were derived from these responses, it was important the questions be 

appropriate and deliberate. Probes were also used as necessary to elucidate additional 

details of various statements. During the interview, the researcher had control over the 

line of questioning and could record the information as it was revealed. The researcher 

was familiar with the questions and their sequence so that the interviews flowed smoothly 

and with a conversational tone that refrained from expressing approval or surprise at the 

responses. At the end of each interview, the participant was asked if there was anything 

else she or he wanted to say about their experiences reported. The interviews were 

carried out over several months. Attempts to minimize threats to validity arising from 

personal biases were carried out by the researcher and the participants' not knowing each 

other. 
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The research questions asked during the interviews with the foreign-bom faculty 

members were derived from the themes in the literature review. Theories of culture 

promoted themes that emphasized the impact of national background on the professional 

life. The questions that were concerned with the participants' multiculturalism attempted 

to ascertain the promotion of multiculturalism in educational leadership preparation 

programs. 

Table 4 lists competencies from several sources. Competencies listed in Column 

#1 are a presentation of responses collected from the participants' interviews and the 

analysis of the documents. During the interviews, the participants were asked about the 

influence of their national background on their professional experiences. The participants 

were not limited to a single response. Each participant provided multiple competencies. 

The data analysis consisted of the identification and coding of data according to emergent 

patterns. Several concepts emerged from the data and formed a supplementary coding 

scheme related to each research question. The participants' perceptions of the mission to 

internationalize were coded by attitude to internationalization, relevance to subject area, 

and desired scope of internationalization. The emergent concepts pertaining to the 

participants' perspectives of their daily professional experiences included instmctional 

style, interaction with students and colleagues, rationale for service opportunities and 

experiences, and rationale for grant opportunities and experiences as influenced by the 

multicultural educational backgrounds of the participants. Characteristics associated with 

the national background of the participants are included in the table. Column #1 

competencies are clustered under several overarching themes. The competencies under 

each cluster are listed regardless of frequency or order of occurrence. Column #2 items 
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are the competencies collected from the literature reviewed during the course of the 

study. 

Table 3 

Cultural Competencies 

Column #1 
Competencies sited by study participants 

Column #2 
Competencies sited by literature 

Internationalization 

Importance 
Contemporary issue 
Diversity on campus 
Diversity in educational system 
Broader perspective 
Impact on students 
Impact on teaching 

Cultural Competencies 

Power Distance 

Individualism/Collectivism 
Masculinity 
Uncertainty Avoidance 

Internationalization as a current issue 

Chan & Dimmock (2008) 
Mamiseishvili & Rosser (2009) 
Spring (2008) 
Stromquist (2007) 

International curricula 

Chan & Dimmock (2008) 
Deardorff (2004) 
Ellinboe(1998) 
Hanson & Meyerson (1995) 

New structures and expectations 

Seifert & Umbach (2008) 
Spring (2008) 

Diversity on campus 

Hser (2005) 
Taormina & Selvarajah (2005) 
Theobald (2008) 
Stohl (2007) 

Cultural Dimensions 

Hofstede (1980,1991,1994,1997, 
2011) 
Hofstede & McCrae (2004) 
Han (2008) 
Hser (2005) 
Marvasti (2005) 
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Table 3 

Cultural Competencies (continued) 

Column #1 
Competencies sited by study participants 

Column #2 
Competencies sited by literature 

Different patterns of communication 

English as a second language 

Approach to Leadership 

Definition 

Defined by national culture 

Conditioned by professional life 

Multiculturalism 

Biculturalism/Multiculturalism 
Impact of graduate school 
Influence on teaching 
Relation to research interests 
Relation to grant experiences 
Reflection in service 
Impact on relationships with colleagues 
Beneficial overall 

Foote, Li, Monk, & Theobald (2008) 

Han (2008) 

Manrique & Manrique (1999) 

Leadership across nations 

Dickson, Den Hertog, & 
Mitchelson (2003) 
Manning (2003) 
Stogdill (1974) 
Dimmock & Walker (1998, 2005) 
Jepson (2009) 
Cunningham & Gresso (1993) 
Dorfman (2009) 

Cross-cultural differences 

Alberts (2008) 
Collins (2008) 
Foote, Li, Monk, & Theobald (2008) 
Johnsrud & Sadao (1998) 
Han (2008) 
Hser (2005) 
Kavas & Kavas (2009) 
Marvasti (2005) 
Neves & Sanyal (1991) 
Norris (2004) 

The importance of internationalization of U.S. higher education was stressed by 

all the participants. National background was identified as important in each of the 

participants' professional experiences. The analysis of the data indicated foreign-bom 

faculty underwent similar experiences in the academic environment. In general, they 
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engaged in similar types of activities related to service opportunities on campus. 

Foreign-born faculty faced similar challenges as they learned their new roles in academe. 

Their national background influenced their socialization. In particular, culture influenced 

the nature of their interactions with students and colleagues. Some of the faculty 

experienced the lack of collegiality through the lens of their own cultural expectations 

regarding interactions with peers. 

Overall, by becoming a faculty member in the United States, foreign-bom faculty 

members have changed at their professional level, and they have acquired a broader 

worldview that enhanced both their professional and personal lives. Their experiences 

have been rewarding on the whole, and their multicultural experiences have increased the 

scope of their professional life. Therefore, they are likely to have adapted well to the 

academic profession in the United States. The following section presents the analysis of 

the interview data with regards to the aforementioned aspects. 

Internationalization of Higher Education 

The internationalization of American higher education is a topic gaining much 

more attention today. There are numerous approaches to provide higher education with 

an international dimension, such as recmitment of international students, faculty, 

scholarly and student exchange, and study abroad programs. The presences of foreign-

bom faculty and the positive impact of their presence can certainly serve as stimuli for a 

broader perspective in teaching methods. In this study, hiring and retention of foreign-

bom faculty for U.S higher education was identified as important by 9 out of 11 

participants. Professor Ten noticed, "I think it's a part of what makes the system 

viable.. .Having new fresh blood and perspectives." Professor Two commented on the 

nature of his institution, "The university is, I would say, vibrant in terms of providing 
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opportunities for international faculty, international issues. There are so many programs 

that are geared to fulfilling that mission of the university." Professor Six spoke in general 

terms that foreign-bom faculty-members add value to American higher education. She 

said, ".. .1 think anything that introduces difference and novelty adds to academic life of 

any kind of organizational or work life." Professor Two stated passionately: 

If we don't have internationalization, if we don't include international elements in 
our style, in our knowledge building in terms of the examples we give to our 
students, in terms of the assignments we want them to work on what we know in 
this country... So if we are looking forward into the 21st century, which is actually 
now, I think it's not a choice to have multicultural faculty, but a necessity. 

The value added by foreign-bom faculty members can be viewed from different 

dimensions. Regarding educational leadership programs, foreign-bom faculty talent adds 

to the substance of the faculty pool. Professor Two accurately observed: 

I think it's important to have international faculty on board because that would 
really add one major angle and perspective to the program. Schools today are 
loaded with so many diverse students and we are preparing principals for those 
schools as well. Leadership for social justice requires understanding the cultural 
perspective of those children in order to promote their learning and how to 
prepare leaders for those schools. And we are to bring international faculty 
members who may understand the cultural needs and perspectives of these 
principals when these principals come to our leadership programs. 

In addition, foreign-bom faculty bring more diversity and different perspectives to 

the system, which broadens the horizons of its members. Professor One, who felt 

strongly about the importance of foreign-bom faculty as a part of the internationalization 

processes, commented: 

They [students] don't acknowledge how important the international education 
system is. Most of them are never really exposed to the eastern culture of multi-
culture. . .you know... different cultures.. .1 definitely think that introducing 
international education, or internationalization, or globalization and anything 
related to that is very important to open my students' eyes. 
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Professor Eleven mentioned foreign-bom faculty members are resourceful in their 

international connections, and this facilitates new academic cooperation between the 

institutions where they work and foreign countries. Professor Eleven stated: 

I think international faculty can not only provide that insight, but also can become 
liaisons with institutions and faculty overseas to do joint programs. Now I have 
been thinking with the technology I know and have joint programs with the 
faculty around the world and research projects. You need international faculty to 
understand the cultures and the systems overseas to create those partnerships. 

In general, foreign-bom faculty were cognizant of the world events emphasizing 

the power and size of the United States usually lead Americans to be self-focused. 

Professor Eleven commented on the different approaches Americans and foreigners take 

toward education with regard to the benefits of having foreign-bom faculty on campus: 

They [Americans] have a culture of not looking at the rest of the world and learn 
lessons. It's a big difference with my country where we constantly learn from 
other countries. And I think it's a very enriching experience... But you see, the 
problem is the United States being in the world for so long that the rest of the 
world is catching up. And they are actually doing much better in many aspects, 
especially in education. And it's time for them [Americans] to start looking at 
other models.. .And I see it as having international faculty with that outlook, with 
that understanding teaching domestic students. 

All faculty members agreed with the obvious that foreign-bom faculty members 

contribute to the element of diversity on campus. The diversity of student population is 

nothing new, and the diversity of faculty is gaining importance: 

You need to really try as much as possible to bring in as much cultural diversity 
as possible. And when we talk about educational leadership programs, people 
who have experience in their countries, for example, as teachers, people who have 
experience as school principals or educational administrators bring really different 
perspective, different experience. That helps you to see the educational system 
from a broader perspective rather than really bringing in people with the same set 
of experience (Professor Two). 

The number of foreign-bom students enrolled in American higher education has 

been growing, foreign-bom faculty members can serve as role models for these students. 
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This would facilitate success on the part of the foreign students and enhance their positive 

experience in the United States. Professor Eleven provided personal stories describing 

her interactions with students: 

I attract international students. Many of them, especially those who come to me 
and many times they want to know how I made it. I find myself doing a lot of 
mentoring to non-English speakers on how I did it, how I handle English... So 
that's important. And then, I see a lot of students that are interested in the issues 
of diversity and international exchange programs. 

Professor Two reiterated: 

Many international students seek my advice. They choose me as their dissertation 
chair. They always want come talk to me so that I am aware they have cultural 
clash. They see me as a resource person. 

Foreign-bom faculty members bring a different perspective to viewing and 

solving issues, which can be extremely beneficial to all students, foreign and domestic. 

Foreign-bom faculty members help broaden students' perspectives by their presence. 

Professor Nine's explanations were revealing: 

I think they [foreign-born] provide other perspective about American society and 
the culture here in this country. I think just being a foreign-bom broadens the 
perspective of the students here. They [foreign-bom faculty] have a different way 
of looking at things. They have a different set of cultural values. They have been 
educated in different system, and they have different worldviews. All of that 
contributes in a great way to how the courses are taught, or what perspectives and 
views they bring in how to teach courses. And different kind of service.. .And 
what kind of service they get involved. 

Professor Eleven stated about the benefits of using multicultural international perspective 

for the curriculum: 

I talk about all those [multicultural] experiences teaching my diversity class. And 
also the other class on organizational theory that I teach, I always talk about other 
systems in (native country), in Europe, in the world, and I am trying to see the 
trait this isn't only the United States to have international students. So I am trying 
to be comparative... .And now I am applying this to my research doing 
international comparative work. 
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This approach was endorsed by a number of other faculty members. Professor Four was 

adamant about the value of her teaching approach: 

My teaching is firmly based and that is also my current research on the pedagogy 
which I call 'A Two-Way Treat'. The research right now on the international 
students is very limited. It's only focused on the deficits of international students. 
And with my students, with my teaching I try to work toward another conceptual 
framework, which is an equal one when both sides have to leam from each other. 

Finally, the researcher tried to identify whether the interviewed faculty perceived 

the international perspective was valued on their campuses. 5 out of 11 participants 

agreed the international perspective was appreciated. Professor Eight shared her positive 

experience: 

Even before I came to my university, when I checked the Web-site of the 
university, there was a clear statement about how they tried to be international 
kind of focus of the university. They stated that in their mission statement. So 
from that point I thought, "So this university emphasizes international 
perspective." When I came to this university, there was research or grant 
opportunities for the international research. 

Professor Nine reiterated and provided additional detail: 

I've received scholarships, I've received funding for my projects. Especially for 
my service projects I've received a lot of funding and I've had access to other 
opportunities.. .So I know that perspective is valid. 

However, the interview data analysis identified 6 out of 11 interviewed foreign-

bom faculty expressed concern about the support provided for the issues of 

internationalization at their current institutions. Professor Ten contemplated: 

It's a tricky question because on the surface of it yes, you know... 
internationalization and globalization are huge words... that are used in lots of 
planning and rhetoric. In practice though it's been difficult to actually 
internationalize the university.. .and it's not been done because of the lack of 
resources, financial and human, and interests and commitment. 
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Professor Eleven was reflective: 

They are trying... There's a big push from the administration and it's 
increasing... I don't see that much in the actual faculty... We'll see what happens 
but I don't see it in the faculty. I see it in the administrators. 

Professor One reiterated and was firm: 

Definitely they need to provide the service related to the internationalization of 
education. They have to realize how much this international education is 
important. They need to open up a bit... 

Professor Five summarized the issue and provided additional insight on the problems 

with internationalization: 

I think they have a long way to go... There's sort of rhetoric about 
internationalization and that stuff and if it brings money everybody is happy but 
sort of moving beyond what it means to be an international university or what we 
would need to do if we have an international student body... I don't think we are 
even realizing what it would mean. On one level, I think it's understandable 
because the majority of people that are in charge are US-bom, many have never 
travelled outside the country, or if they have, they have been on brief tours... but 
never lived in another cultural environment. So, on some level I can understand 
where the lack of knowledge and understanding comes from... 

Overall, the interview data findings were consistent with the literature on the 

issues of internationalization of U.S. higher education. The interviewed foreign-bom 

faculty members noted the importance of this institutional policy. They confirmed the 

value of contributions of the international faculty to the processes of internationalization. 

However, many faculty members expressed concern regarding the process of 

implementation of internationalization at their respectful universities. The findings of the 

study emphasize the need to explore the aspect of internationalization with regard to a 

broader scope of factors related to the issue. 
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Cross-Cultural Comparisons 

The analysis of the data suggested cross-cultural comparisons may be useful in 

understanding the experiences of the foreign-bom faculty under consideration. Hofstede 

(1980, 1991, 1994, 2001) developed a model that identifies four primary Dimensions to 

assist in differentiating cultures: Power Distance, Individualism, Masculinity, and 

Uncertainty Avoidance. The Dimensions were generated into the Cultural Dimensions 

Scale with the scores assigned to a particular culture in regards to the abovementioned 

cultural categories. The sections in the data that appeared to give evidence of one or more 

of cultural dimensions proposed by Hofstede (2001) were coded and used for close 

inspection. Even though all the participants were educated in the United States, they still 

portrayed vivid examples of the influence of culture on their professional experiences in a 

host culture. However, not all sections that were identified provided clear evidence of a 

specific cultural dimension. This confirmed Hofstede's (2001) caution about variations 

within each group of dominant culture characteristics. In this regard, behavior could be 

attributed to something else, not just cultural attributes. 

Power Distance 

This dimension refers to the extent with which the less powerful members of 

organization expect and accept that power is distributed unequally (Hofstede, 2001). 

Professor Eight presented the case a "big gap" between her and her supervisor. She 

explained: 

For example, in terms of my relationship with my department chair, I respect my 
department chair and I try to listen to what the department chair says. For me, the 
department chair is superior to me. 
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On Hofstede's scale (2001), the national culture of Professor Eight ranked 60 out of 100. 

This is probably the evidence of high power distance. 

A contrasting case that exhibit different ends of the spectrum was identified for 

Professor Nine whose national culture ranked 77 out of 100 of the power distance scale. 

When asked about the character of her interactions with students in class, Professor Nine 

revealed: 

We are negotiating with the class on how you want to do assignments or how you 
want to submit or what the deadlines are. I think creating that contract for class 
has brought a lot of value. I think some classroom discussions have really been 
very constructive... I think that's been really very rewarding. 

Professor Nine appeared appreciative of collaboration and equality regardless of status in 

the classroom which would probably be the evidence of low power distance. That 

finding would contradict Hofstede's (2001) identification on the power distance scale. 

Professor Eleven presented the case of a well culturally established power 

distance identity. Professor Eleven was very self-reflective about her own leadership in 

professional life: 

I think I have very specific and well established standards, ethics, work ethics. 
My work ethics is very important to me. So I guess I have done well in leadership 
because I have respected work ethics, but at the same time, that has created 
problems for me, because not everybody has the same level of ethics that I have. 
And that becomes a source of frustration for me... But because I am a junior 
faculty, I am not tenured yet, I have felt powerless to do something about it. That 
has been very frustrating to not been able to speak up. 

The national culture of Professor Eleven ranked 67 out of 100 on Hofstede's (2001) 

power scale. That would be the evidence of a high power distance. 

In sum, the Hofstede's (2001) findings about the power distance dimension 

identified in his IBM studies and applied for this research yielded results but the findings 



would require additional consideration with regard to the specifics of academic 

environment. 

Individualism 

This dimension reflects the degree to which members of a society value close 

relationships versus loose ties between individuals. The case that confirmed Hofstede's 

(2001) placement would be Professor One. She explained the nature of her interactions 

with students by applying the concept of individualism and collectivism to characterize 

the differences between the higher education in American academe and her native 

country: 

I normally try to be very accommodating. It looks like American teachers and 
professors are very strict - deadline is deadline, you know. I have a strict 
deadline too... Along the way, I try to listen to them more so that they know I try 
to understand them and I try to accommodate them. And they also get to know 
better who I am as a course goes. I try to become more flexible in terms of 
meeting their needs. And also, I am inviting them to my place sharing with me 
(national culture) food so that they understand who I am. Some of my students 
appreciate that. 

Professor One's national culture ranked 18 out of 100 on Hofstede's (2001) individualism 

scale. Professor Eleven described her experiences with students enthusiastically: 

When the climate in my class is easy and they are learning, they are relaxed and 
having fun. They are engaged. I think I enjoy that and seeing they are working 
and I see their joy. Just pure joy being in class and being engaged doing things... 
That's great. 

The national culture of Professor Eleven ranked 13 out of 100 on Hofstede's (2001) 

individualism scale. Professor Ten referred to her relationships with the colleagues in the 

department: 

We work together well on different committees, they are very collegial. I mean 
everybody is kind of isolated because everyone has to do their own things and has 
to teach their own stuff and research... But we exist as a program, as the 
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department because we meet together, discuss things and make decisions and 
that's been I consider a collegial atmosphere. 

Professor Ten's national culture was placed 39 out of 100 on Hofstede's (2001) 

individualism scale. 

There were, however, some anomalies with regard to this dimension. For 

instance, Professor Three spoke about her interest and sensitivity while interacting with 

different people in her professional experience: 

I am very sensitive to other individuals who come from cultures different from 
the United States, to international student. I am always interested in hearing 
what their background is and I ask them whatever we are talking about 
something that is relevant to the United States and I ask them to give input and to 
make comparisons. 

Yet, this participant's national culture scores toward the top of Hofstede's (2001) 

individualism scale with a rank of 90 out of 100. This transformation may be contributed 

to the impact of professional events in a new country. 

One of the criticisms of Hofstede's (2001) framework was that the cultural 

dimensions may reflect IBM culture. The counter argument is that while organizations 

can exhibit their own cultural type, the people in the organizations will behave 

accordingly to their own cultural norms (Hofstede, 1997, 2001; Ting-Toomey, 1999). 

However, this anomaly can be explained by the cultural difference between the corporate 

world and the academic world. As noted earlier, some faculty experienced the lack of 

collegiality in their departments. This suggests cooperation and connectedness might be 

more valued in academic culture than in corporate culture. Therefore, while Professor 

Ten comes from the culture that generally values lose ties among individuals, the 

professional academic culture may reflect contrast to the dominant cultural values of their 

countries (Hofstede, 2001). 
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Masculinity 

This dimension described the extent to which a society's gender roles overlap. 

Masculine cultures are "tough and focused on material success"; in feminine cultures, 

gender roles overlap and "both men and women are supposed to be tender and concerned 

with the quality of life" (Hofstede, 1997, pp. 82-83). Hofstede suggested one of the 

attributes of a feminine culture is the emphasis on "working to live" rather that "living to 

work". A typical case of a low masculine culture was presented by Professor Five, 

whose national culture ranked 5 out of 100 on the Hofstede's masculinity scale. She 

stated: 

I try to bring art, for example, into my teaching. So I try to basically teach in 
relation to what students are learning so the idea that there are multiple ways of 
knowing, multiple ways of coming to know. I try my examples and practices that 
adhere to that so they come to know, come to understand through different arts-
based processes.. .1 think helping students make connections between the course 
content and everyday life and how those pieces relate can be important... I think 
it's important for students to find their voices I think as scholars, as thinkers. 

Professor One attributed this particular cultural value to the nature of her interactions 

with colleagues: 

A lot of times I invite them [colleagues] to my place and we cook (national 
culture) food together. Those kinds of things make our relationships with 
colleagues strong.. .1 normally try to be kind and cooperative. Maybe, this is 
more (national culture) way of making a working environment I guess. 

On Hofstede's scale, Professor One's culture ranked 39 out of 100 on the masculinity 

index. 

Professor Ten was another representative of a feminine culture. She described the 

most rewarding experiences with her colleagues and was revealing: 

Going to and discussing symphony. We have a nice symphony in (local name)... 
I do love symphonic music and it's nice a lot of my colleagues do too and so we 
all kind of go to symphony and we discuss the events. So that's been really good. 



In sum, the interview data analysis confirmed the cultural dimensions of 

masculinity/femininity identified by Hofstede (2001) with regard to the cultural 

differences shaped by the national cultural background in a higher education workplace. 

Uncertainty Avoidance 

This dimension indicates the extent to which members of a society deal with 

uncertain or unknown situations. It essentially reflects how cultures tolerate the 

unpredictable (Hofstede, 2001). Professor One would be a specific excerpt in the data 

that gave evidence of a strong uncertainty avoidance culture. She described the ways she 

preferred handling a conflict or situation in her professional life: 

In the first semester, at the beginning, some students sent emails directly to the 
director of my department... I mean I am not a scary person and why you can't 
talk to me when you are having some issues? I talked to my director and my 
director sent me an email saying, "Hey, I am going to your class tomorrow." I 
went into her office, "What's going on?" If my students complain, I have to 
know. She should have told me and discuss with me rather than "Hey, I am going 
to your class tomorrow" and try to supervise me. I am your faculty, I am your 
colleague and I am not your employee, right? 

Professor One's national culture's uncertainty avoidance index is 85 out of 100 on 

Hofstede's (2001) scale. Interestingly, the power distance index for this culture would be 

60 out of 100 as identified by Hofstede (2001). 

Professor Eleven shared her experiences about the influence of her national 

culture on her professional experiences in U.S. academe: 

Here, in this Anglo-Saxon culture, they are avoiding conflict. And being from a 
(national culture) perspective too politically correct is saying things in very subtle 
ways. That's not (national culture) style. (National culture) can be actually very 
aggressive or violent or confrontational... So that has been something I have to 
work on in my meetings. (National culture) can be very passionate and I kind of 
leam how conflict is approached here which I have found very frustrating many 
times... Many times they just covered the conflict and nobody really wanted to 
deal with it the way I am used to doing it. 
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Professor Eleven's national culture ranked 80 out of 100 on Hofstede's (2001) scale for 

uncertainty avoidance. Therefore, these countries score toward the top of the scale, 

evidence that these cultures do not tolerate unpredictability well. 

Professor One felt students should not challenge professors and she seemed more 

comfortable teaching in a structured rather than open-ended format: "The students in 

(local name) are very uptight and critical and they are skeptical. They are judging 

professors rather than appreciating them." Based upon their observations about the 

nature of student-faculty interactions in the U.S., one might infer they come from strong 

uncertainty avoidance cultures. The national culture of Professor One ranked 85 out of 

100; this seems logical as it is towards the top of the scale. 

A caveat with attempting this type of analysis is to note that Hofstede (2001) set 

out to measure and identify specific constmcts. The purpose of the present study was not 

to test the efficacy of Hofstede's constmcts. Therefore, making inferences about 

Hofstede's dimensions would not be a valid approach. However, the analysis does raise 

the possibility for further exploring the use of such models to better understand the 

experiences of foreign-bom faculty. It also suggests that it may be possible to develop 

ways to measure existing constmcts within the worldwide academic population, which 

might even lead to the development of new constructs that solely reflect an academic 

context. 

Communication Patterns 

Hofstede's cultural dimensions (2001) offered cultural characterizations of two 

communication patterns - high-context and low-context. In high-context culture, the 

meaning and the context of a message are two inseparable parts of a whole, while in the 
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low-context culture, little meaning is placed on the actual context, the whole emphasis 

being placed on the language code. The latter results in communication that is specific, 

explicit, and analytical, as opposed to the less specific, context dependent communication 

of the former. 

According to Hall (1976, 1990), Asia, Africa, and South America are relational, 

collectivistic, intuitive, and contemplative. This means that people in these cultures 

emphasize interpersonal relationships. In these cultures, people are less governed by 

reason rather than by intuition or feelings. Relating to the impact of her national 

background on her experiences in U.S. academe, Professor Eleven described: 

The communication patterns are different. In the United States, people are very 
linear in their thinking and communication style. They start and finish it. From 
beginning to end. And communication continues on from that endpoint to the next 
one, and that is very linear. In (national culture), we tend to be very disorganized 
in talking. It's small contextual. You start something here, then you branch and 
turn things, you come back... You may never come back at some point 
(laughing)... There is a lot of interruption which is considered rude here. In 
(national culture), we interrupt each other all the time. And there is more 
contextuality. Many times you don't say things specifically, but there is a lot of 
contextual information that the person can get... So all things I have to learn - to 
listen until people finish, to leam to communicate and to not interrupt. Even in my 
teaching with my students. And I am very self-aware of that. 

In a classroom, differences between low-context American culture and high-

context culture mean that imparting information is not enough for a representative of the 

latter. In this case, information must be carefully contextualized, eliciting group 

responses with more high-context characteristics. Professor Two presented another case 

of a high-context culture. He stated his vision for an appropriate student interaction in his 

class: 

In many cases, when students take their concerns easily that's not what real 
education is for. Real education makes students fight over ideas. Fighting over 
ideas I don't mean fighting with each other. It's how you fight with ideas but you 
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don't personalize those fights... So that is the kind of environment I had when I 
was a graduate student in my country when you kind of clash over ideas is the 
kind of environment that I'd like to introduce in difficult classrooms here in the 

US. 

The cultures of North America and much of Western Europe are low-context 

group which is logical, linear, individualistic, and action-oriented. People from low-

context cultures value logic, facts, and directness. Lox-context communicators are 

expected to be straightforward, concise, and efficient in telling what action is expected 

(Hall, 1976, 1990). When asked about her preferred way of handling a conflict, Professor 

Five explained, "I would want people to come and talk to me about it and we can actually 

look at the specifics. You know you can make a good case why you think you deserve a 

different grade. I don't believe you should just get a good grade without having achieved 

that level of performance." 

In summary, the findings of the study established the relationship between 

Hofstede's cultural dimensions (2001) and communication patterns shaped by a particular 

cultural group. The interaction between cultural dimensions and patterns of 

communication requires additional exploration considering all the variables pertinent to 

academic culture. 

A Second Language 

In this study, the majority of foreign-bom faculty members used the English 

language as a second language. One participant was a native English speaker. Among 

the foreign-bom faculty interviewed, 3 out of 11 participants explicitly stated about their 

challenges with English at some point of their professional careers in American higher 

education. They agreed the language difficulty was probably the first and foremost 
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obstacle they needed to overcome as non-native English speakers. Professor Eight 

commented on the detrimental effect of English to effective professional life and career: 

Sometimes I don't want to speak English... When I do not feel like I want to 
speak English, then I just stop talking. And I don't like going to a meeting or 
conference where I need to speak English. That sometimes influences my 
professional world as well. 

Professor Eleven conferred: 

Things that I have noticed that affect my teaching because of my culture besides 
my accent and mistakes which I make here and there when I speak and write and I 
apologize. That does affect my self-confidence in class, and at the presentations 
and conferences. With time, it's getting better... But it was very difficult the early 
years building credibility because of the language barrier and you have to prove 
yourself. And you are also self-aware of your limitations and the students can 
perceive the level of insecurity. But I am getting much better with years. 

The language problem did not occur exclusively among the faculty members who 

were non-native speakers. A native English-speaker who was interviewed for this study 

revealed she would sometimes mn into situations where she would pronounce words 

differently and would have hard time been understood: 

Every time I open my mouth, it is clear to everybody in the room that I am not 
American. And so that influences me... In the beginning, as I said, I didn't say 
anything very much because I didn't want to draw attention to myself. And even 
now if I am in a very large group I won't say anything very much, because again I 
don't want people to say, "I don't know what you are saying", or "I don't 
understand you". I don't want people to dismiss my ideas because they think they 
are foreign ideas. 

Professor Two shared a different perspective with regard to the impact on students: 

When you speak English with an accent and the students have never had anybody 
who speaks English with an accent influenced by his own language they may not 
feel comfortable. But when they see you in the class and see how much 
knowledge and perspective, they start to respect you. 

To conclude, foreign-born faculty members encountered difficulties in some 

aspects of their professional lives. Depending on each individual's cultural background 



and preparation, different issues may present themselves as challenges, such as language, 

faculty-student communication, and cultural conduct. 

Cross-Cultural Leadership 

Hofstede (1980, 1997, 2001) provided a major breakthrough in the application of 

the cultural constraints to leadership and organizations. Dickson, Den Hartog, and 

Mitchelson (2003) posited no clear understanding of the definition of leadership and its 

boundaries exists, and that adding a cross-cultural factor to the mix of leadership research 

makes the whole process even more intricate. Stogdill observed, "there are almost as 

many definitions of leadership as there are persons who have attempted to define the 

concept" (Stogdill, 1974, p.259). 

In this study, the foreign-bom faculty were interviewed about their approaches to 

leadership and whether those approaches are impacted by their national culture. 4 out of 

11 participants confirmed their leadership philosophies have been developed by their 

cultural background. Interestingly, 4 out of 11 participants denied the influence of their 

national culture on their leadership approaches, and 3 out of 11 interviewed faculty 

members had difficulty identifying the roots of their leadership philosophies. As stated 

by Professor Ten, "I suppose at some point I just absorb some of the western definitions 

of leadership." Professor Eight highlighted the importance of knowledge in leadership: 

They [leaders] have to have the expertise in their professional field. And with an 
expertise, they also need to care about their employees or followers... So I think 
to become a leader, the most important thing is the expertise in the field, they 
have to know what they are doing. Without knowing that and knowing only how 
to manage people or how to deal with people is not enough. 

Professor Nine spoke about her approach to leadership as related to an 

individual's self-development. She stated, "Leadership is about personal change more 
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than anything else." Professor Five described the leadership which she believes is 

influenced by her cultural background: 

I am interested in the leadership that is transparent, I think collaborative to the 
extent possible, honest, authentic, sort of collaborative piece based on thinking 
together how to be able to do things together... I think different people will need 
to take a lead in consultation with others.. .1 think there is the way in which 
people get together and come to great results. It takes more time, it's a more 
difficult process, but I think in the long run it's worthwhile. 

Professor Three contemplated about the influence of her traveling experiences on her 

leadership philosophies: 

I would say my experience of being in an Asian culture certainly influences my 
leadership approach because I had to become much more comfortable with group 
processes making sure that everybody has a lot of opportunities to discuss issues 
instead of making decisions. So that certainly influences me. 

Professor Four highlighted empowering and organizing qualities of a leader: 

A leader is someone who helps others to find their strengths and puts groups 
together. A leader is not someone who stays always on top but in the background 
and is a convener and an organizer of effective group activity... A leader may be 
an expert on some topics but not always. 

Professor Two reiterated by emphasizing collaborative leadership effort: 

A leader should be somebody who galvanizes and works with other people in the 
organization in order to get some result but basically my philosophy is that a 
leader should be somebody who uses leadership as a collaborative undertaking. A 
leader connects the different entities, units of the organization in a systemic way 
so that the integration of those units transforms organization to a higher and new 
level. A leader that leads by himself will fail.. .A leader should lead by people 
and not by himself or herself. 

In addition, when asked about the influence of the national background on his leadership 

philosophies, Professor Two was very revealing: 

Actually, on the contrary to what my background suggests... In my culture, 
leadership is very hierarchical, it's a top-down orientation. Leaders are the ones 
who set the vision rather than setting the vision in collaboration with the members 
of the organization. So I have to re-shape or undo much of what I know from 
what a leader should do when I was in my country. 
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Overall, the interviewed foreign-bom faculty members adhered to a particular 

leadership philosophy shaped by their national background, extensive travelling 

experiences, and professional experiences in U.S. academe. In addition, the participants' 

approaches to leadership may be influenced by their involvement in socialization 

processes related to their personal and professional life. 

Multicultural Professional Experiences 

Most interviewed faculty members claimed they have completely assimilated to 

American culture. By assimilation, one assumes becoming bicultural or multicultural 

while discarding some native elements. The capacity of being bicultural or multicultural 

was affirmed by most members, but the duration of their stay may reduce their original 

cultural sensitivity. This may not be a desired result, but being away from their native 

countries makes it almost impossible to maintain their native sensibilities. Since all the 

faculty members who were interviewed for this study came to this country during their 

adult years, it would not be easy for any of them to become completely "Americanized". 

In fact, they have maintained their own cultural roots, and they are proud of their cultural 

orientation. In the meantime, they would intentionally bring a different cultural 

orientation and a different perspective to their work and seek to educate Americans about 

the diversity in the world. 

Among the foreign-bom faculty members interviewed with regard to their 

bicultural or multicultural identities, 4 out of 11 participants interviewed in this study, 

identified themselves as multicultural; 2 out of 11 participants referred themselves to the 

group of bicultural individuals; 2 out of 11 participants established themselves in the 

group of people with both bicultural and multicultural identities. Interestingly, 2 out of 11 
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faculty members preferred to be referred by their original culture; and one participant was 

established as possessing intercultural identity. Table 4 presents the results of 

participants' cultural self-identification. 

Table 4 

Cultural Identities 

Area of Origin Years in U.S. Academe Self-Described Cultural Identity 

Eastern Asia 

Western Europe 

South America 

Northern Europe/Africa 

Southern Hemisphere 

Eastern Europe 

Africa 

South America 

Eastern Asia 

South Asia 

Eastern Europe 

4.5 

24 

19 

6 

16.5 

15 

6 

5.5 

8 

0.6 

6 

Multicultural 

Multicultural 

Multicultural 

Multicultural 

Bicultural 

Bicultural 

Bicultural and Multicultural 

Bicultural and Multicultural 

Original 

Original 

Intercultural 

In addition, 7 out of 11 interviewed faculty members stated they never 

disassociated themselves from their original cultural background for the sake of their 

professional careers. In alignment with the idea of multiculturalism, almost all professors 

stressed the importance of maintaining their original cultural identity. When asked about 

the evidence of downplaying her cultural identity, Professor Six was passionate: 
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I honestly say that I do not recall any instance where I was tempted or prompted 
to downplay my heritage. It would be like denying my birthmarks... It's all over 
me, who I am. I am proud to be (national culture), to know that beautiful 
language, its expressive music, its way of being with others. I have found nothing 
in my life to match that enough that I would make a choice to deny my 
background. 

In summary, the analysis of the interview data provided foreign-bom faculty 

experienced challenges related to teaching, balancing workload, and interacting with 

students. They tended to value teaching and interacting with students, as well as having 

the opportunity to conduct research. The following section provides the analysis of the 

multicultural professional experiences of the interviewed foreign-bom faculty members. 

The Role of U.S. Graduate School Training 

The foreign-bom faculty who were educated in the U.S. began to leam values, 

norms, and culture of U.S. academe during their graduate training. Graduate school 

training and the duration of their stay in the U.S. were the important factors mentioned by 

the faculty members. All of them were trained in American graduate schools where they 

learned about faculty roles and faculty responsibilities in the United States. A number of 

faculty members stated their professors helped them leam about how to be a faculty here. 

Although being a faculty member and being a graduate student are quite different, 

graduate study, especially for those who were pursuing their doctoral degrees, was a 

natural channel that exposed them to some aspects of academic life. This is why many 

faculty members stated by the time they became faculty members, they already knew 

about American culture and the expectations in academe. Professor Eight said, "My 

instmctional style I think is more influenced by my graduate college experience in the 

United States." By the same token, Professor Nine commented: "In terms of teaching or 

training or making presentations here in the U.S., I would say I incorporate teaching 
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norms I learned here in the US rather than those norms I was taught when I was growing 

up in (national culture). So that's a big difference." 

Many interviewed foreign-bom faculty members expressed the view they 

maintained good relationships with most of their colleagues and their students which give 

them incentive to go on. They received a lot of help from their colleagues in the 

department as well as in the discipline. Some participants confronted culturally different 

expectations with regard to the nature of faculty-faculty interactions and relationships. 

Professor Eleven commented: 

I don't really have a lot of collegiality in work, unfortunately. I have great 
relationships with faculty through the association maybe because of my 
attachment to the national association. I have great friendships and collaborations 
writing papers with faculty in other university. 

Few participants confronted culturally different standards with regard to work 

expectations: 

As an assistant professor, I have to do the research and scholarship that is 
recognized here and be the part of this course of research in the United States... 
So I have been tied. Now when I am approaching tenure, I feel less pressure and I 
want to do more work that involves (national culture), and is more comparative 
and is more critical. So being an international person and trying to make it here, I 
have to follow the rules of the game (Professor Eleven). 

Among the interviewed foreign-bom faculty members, there was little evidence of 

discrimination, prejudice, or marginalization. For example, Professor Eleven mentioned 

experiencing prejudicial behavior being an international graduate student in the U.S.: 

My English was not good at that time... Of course, there were a lot of cultural 
barriers. I didn't interact well with the faculty. I felt very intimidated by them. 
Plus all of them were males, senior faculty males. I was a (national culture) 
girl... It just didn't go very well, and I had a lot of problems. 

Nonetheless, it is expected that some foreign-bom faculty will experience discrimination, 

prejudice, and marginalization. 
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Most faculty members responded that in their opinion, foreign-bom faculty 

members have been treated fairly. More precisely, most of the faculty members did not 

think nationality matters with regard to being respected and appreciated by their 

colleagues. Professor Eight was adamant: 

It's not because of my cultural differences. Because of my professional 
achievement I can be respected. It's not because I am from a different country. If 
I am from a different culture, I don't' think they would respect me, but because I 
am doing fine in my professional work is why I am respected. 

That is, American academe values performance; it is a merit-based system in which 

nationality or other non-performance related variables do not count. 

The following section provides the analysis of the interview data with regard to 

the cultural contributions of the foreign-bom faculty members to multicultural teaching 

and learning environment in U.S. education system. 

Cultural Attitude Toward Teaching 

The way professors interact with students is different from country to country. In 

some cultures, the teacher-student relation is more relaxed; in some other cultures, the 

distance between professors and students is profound. Each of the interviewed foreign-

bom faculty member confirmed the influence of their cultural background on their 

teaching experiences in U.S. academe. Professor Two described: 

I was hired to bring my own perspective which is actually built in my cultural 
background. I always want students to debate. I want students bring their own 
ideas. To some degree, I am flexible... But I am also strict. So I don't really 
water down the curriculum in order to meet the demands of students. In my own 
perspective, I always have high expectations and I push students to work hard, 
and I don't bend around rules. This is something that is consistent with my own 
cultural perspective. 

Several participants displayed commonalities in their attitude to teaching 

profession in their countries of origin. In their cultures, teachers, particularly university 
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professors, are highly regarded. Professor One explained in her country teachers on all 

levels were considered part of the elite, and university professors were particularly 

venerated. She said, 

In (national culture), students are very respectful. They respect their professors, 
and I've never seen anybody who was trying to challenge their professors... But 
here, in the U.S., professors are those people who provide them with educational 
service. So their attitude is, "You are a service provider and I have a right to get 
this service. You have to spoon-feed me." 

Professor Eight reiterated about the respect for higher education professors in her culture: 

From my own experience as a faculty, I was highly respected by the students in 
(national culture). When I teach here, if students respect me in the way I usually 
respect my faculty then I like it more. And the student behavior is not the one that 
I think is proper. Sometimes I get really offended... So I kind of expect some 
respect from my students and I think that influences my teaching. 

Given the fact American students who come into the classroom are not 

necessarily prepared to take a plunge into the subject matter with great enthusiasm and 

motivation, Professor Two admitted that is sometimes hard to take in order to generate 

interest and motivation: 

Not all students are really to leam... Some students are here just to get their 
certification and go back, which means they are not motivated. They may be 
there just because the rules require them to be in the classroom but they are not 
fully engaged. When you see that type of students, it's not rewarding. You 
always fight and you always try to push those students and you may not get any 
results. 

In the meantime, several participants noted their students also served as the source 

of inspiration that sustained their curiosity, interest, and motivation in their careers. 

When asked about her relationship with her students, Professor Ten responded: 

I have graduated so far four doctoral students, four Doctors of Philosophy... I 
think guiding them from their acceptance to their research projects, through the 
design, through the implementation, and data collection, has been rewarding. 
They all have different projects and all different ideas, different stmggles, 
different approaches, different learning styles. That's been very rewarding. 
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With regard to the impact the foreign-bom faculty may have on students, 

Professor Three said, "I think a lot of students will find it interesting. I think students are 

curious... Some students no, but some students I think find it very interesting." Professor 

Two emphasized the positive nature of his interactions with students: 

In most cases, maybe 95% of my students really believe that I move them 
forward. They receive the perspective I believe from my national background 
which is very useful and vital to their understanding profile. By teaching local 
students from an international perspective, I really believe I really define their 
misconceptions and help them to see their gains. 

In addition, Professor Two explained how his cultural background influences the content 

of his classes: 

What I always do is I try to include one class in my course on current international 
issues, particularly in my country in the course I teach... So I always build 
something in the syllabus that would help my students to see or to have a broader 
perspective beyond the US horizons as they understand leadership from the 
international perspective. 

In an overview, the cultural differences analyzed among the interviewed foreign-

bom faculty as related to teaching were identified as viable and impacting the 

professional experience of those faculty members. The majority of the participants have 

adapted to their professional life by learning on the job. Most foreign-bom faculty 

members have become familiar with the way the system works, the people interact, and 

the way teaching and research operate. 

Research Topics 

The researcher attempted to establish the connection between the national culture 

of the participants and their research areas. The areas of the research topics identified by 

the participants with regard to their national background are presented as follows: 4 out 

of 11 participants related their research interests to their national background; 5 out of 11 
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participants did not find any ties between their national background and their research 

activities; and 2 out of 11 professors partially related their research work to their national 

background. The majority of the interviewed foreign-bom faculty members were 

interested to expand their research area doing international research work. Professor One 

explained: "One of my colleagues is from Jordan so I want to do some research in that 

country too. I am definitely interested to expand my research to an international arena." 

Some faculty members intentionally maintain professional connections with colleagues 

back home. Professor Two demonstrated characteristics of an integrationist stance 

because he maintains his affiliation with his original ethno-group, while showing an 

interest for U.S. academe: 

Now I am working with my home university in [national culture] building their 
Ph.D. program. I am advising three doctoral students for them right now, 
working with the curriculum and helping some faculty members from [U.S. 
institution] who work as dissertation advisers for students in my home country... 
So I am giving back to my home university where I came from. 

Additionally, Professor Two highlighted the international character of his research 

interests: 

I know international context and I still have access to some secondary data from 
my country and to some people with whom I work in collaboration. I want to 
give back to my country, to contribute not only service-wise, but also in terms of 
my research too. 

When asked about the influence of the national background on her research interests, 

Professor Seven commented: 

My work is on American schools overseas... And when I was hired here, I was 
hired because of my knowledge of international issues in education. The main 
point for my coming was that to be a professional here. 

Overall, the research interests of the interviewed foreign-bom faculty members 

were established as related to some extent to their cultural background. The degree of 
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connection may vary with regard to the individual cultural dimensions of a faculty 

member and institution type. 

Experiences with Grants 

The majority of the participants identified some kind of problem with relation to 

their experiences with grants in U.S. academe. Professor One said, "There is a limited 

number of grants which are provided to the international students and at the same time 

international faculty, too." Professor Two referred to the experiences of a junior faculty 

member: "You have to establish yourself as a professor and a teacher, and also researcher 

and the third piece and component comes once you stand on a grant." Professor Four, 

who achieved recognition with international grants, stated: 

I had to leam it all here because of the application process, and how you do it, and 
the review system are quite distinct... culturally distinct... So I learned it here, it 
has nothing to do with my culture. 

In summary, the data analysis identified the challenging experiences of the 

interviewed foreign-bom faculty members with obtaining grants. That may be related to 

the international faculty status in addition to the overall challenges with grants in 

American higher education. 

Experiences with Service 

When asked about the experiences with service and diversity, Professor Four 

highlighted her service experiences related to international arena: 

I am serving on national advisory boards in other countries which do an 
assessment of the doctorate study in my country. I serve here on national 
advisory board for the big U.S. grant giving agency. I am asked frequently to 
serve on many international committees... So actually, my service is very broad 
at a national and international level. 
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Professor Eight shared her experience with diversity initiatives: "When I am 

participating in a diversity workshop, I think I was chosen because I am from a different 

country or my nation. They [other committees] are more about my research, not just 

because of my international background." Professor Ten reiterated and was explanatory: 

I've been on different committees for my school and for the college. I've been on 
the college internationalization committees... You do tend to see international 
folks, international faculty being attracted to or placed or nominated for 
internationalization committee. 

Professor Three provided an insight on why she is often chosen to participate in service 

and diversity events: 

I always encourage people to take a global perspective. I often ask the questions 
about the international dimensions. I ask in whatever I am doing service activities 
I always keep in mind the situation of students from other cultures and countries... 
And when I work with my professional organizations, I try to represent and make 
sure that my colleagues from other cultures are being heard. 

Professor Six was excited about her participation in the department committee work: 

I get the most of enjoyment out of that because when issues come up, we have to 
do with the values .. .or focus on research and teaching or if someone isn't treated 
well, how do you acknowledge that... make it a more constmctive kind of 
experience... So that probably has been the things I enjoy most. 

Professor Nine's service experience for the local communities was unique: 

.. .1 brought about a lot from my culture that I've shared with the local 
communities... I served in several organizations and couple of them were 
(national culture)-based organizations. Then I also worked in the local community 
and the city council bringing.. .programs. 

Overall, all interviewed faculty had some experience serving on the college 

research or internationalization committees. Some faculty members utilized their 

national background and were active participants in the local communities' events. 

Those findings were consistent with the literature on the role of foreign-born faculty 

members in academic and social serving opportunities on campuses and beyond. 



96 

Professional Values 

Since many cultures are gathered in U.S. higher education, it has become a 

forum where faculty can interact and work with people from many different backgrounds 

who carry different frames of reference. Such experiences certainly enhance professional 

development of those faculty members. Professor Three thought most academic 

professionals share a common set of professional values which include dedication to 

providing students with a good education, conducting valid and pertinent research, and 

maintaining a set of professional ethical values. She stated: 

My colleagues expect that I will have a (national culture) perspective. They 
expect that I know a lot about what's going on in (national culture). And they ask 
me if I can recommend readings and research studies that come out of (national 
culture). Yes, they expect me to be able to help them if they are interested in my 
area... And then, when we have comparative conversation and we are able to pull 
up the best things that do not necessarily belong to one culture. I think this is 
rewarding when we can identify good practices regardless of cultural context. 

Professor Eight related her national background to her professional life in the department: 

Because of my background, I am influenced by my own cultural background, the 
ways I see things or issues are different. So sometimes I raise questions or I raise 
some concerns about some issues that many other faculty do not even consider as 
problems... Maybe I can give some fresh ideas or fresh perspective about certain 
things that people don't even question about. 

Those foreign-bom faculty members were, therefore, influenced by their national 

cultures, society cultures, work cultures, and individual personalities. 

Since all the faculty members interviewed were adults when they left their native 

countries, they carried substantial cultural backgrounds with them. It was common to see 

that junior faculty members were still able to retain a national cultural outlook. As 

conferred by Professor Eight, "I think I am still heavily influenced by (national 

background) culture, but I have a lot more open mind to U.S. culture or cultures. So I am 
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now more open, but truly not a multicultural person yet". For senior faculty members, 

their native cultures obviously diluted. Professor Ten described why cultural 

identification may be blurred throughout the course of professional experiences: 

Sometimes I want to tell people that my allegiance is not to a country or to a 
university. It is to the profession and to the field, to the research. This is how you 
socialize in graduate schools. This is what happens when you become a 
professor... But speaking of identity, this socialization component, academic 
socialization component becomes so prominent that is becomes difficult to answer 
any question about cultural influence, cultural background. 

The interview analysis suggests this phenomenon is not exclusively a matter of 

the length of stay in the U.S., but of multiple factors at work, such as personality, the 

distance between cultures, and language. Faculty members from East Asia were 

influenced by their oriental philosophies and Confucianism. They were perceived by 

their own work ethic and their approaches to interpersonal relations. For example, 

Professor Eight provided: 

For example, in (national culture), to stay humble is really important. So in my 
professional world, for me it is really hard to advocate my professional outcomes. 
I try to... Because being humble is more important than showing what you have 
accomplished so far. In a sense, it has influence on my professional life. 

They tended to maintain informal relationships with their colleagues and students. These 

tendencies mean they needed more time and effort to adjust to American culture. 

On the other hand, faculty members from western cultures may immerse 

themselves in American culture more easily because of the similarities between cultures. 

While it is easy to assume faculty members from European countries might have outlooks 

similar to Americans, it would be erroneous to ignore or oversimplify the cultural 

differences among various western cultures. Although it may be easy to invoke the 

concepts of collectivism and individualism to explain the cultural differences between the 



98 

East and the West, there are also similarities shared by both sides. On top of it, it is 

important to realize these foreign-bom faculty members were influenced by their 

respective disciplines and by the institutions they are affiliated with. Therefore, in some 

aspects, people from different countries may, in fact, resemble each other. The data 

analysis attempted to identify how the participant were shaped by their native, 

disciplinary, and institutional cultures as they strived for successful careers in the United 

States. 

In general, the data analysis showed the foreign-bom faculty members have a 

positive experience in American academe. They have achieved successful careers 

without experiencing many significant problems. They felt they have been valued, 

appreciated, and respected, and that the process of becoming an American faculty 

member has enriched their personal and professional life immensely. Overall, the 

foreign-bom faculty appeared energetic, motivated, and successful individuals, and 

although they have experienced challenges in their professional life, they have retained a 

rather positive attitude about their past experiences and a positive outlook about their 

future. 

Document Analysis 

This qualitative study attempted to derive a holistic general picture of the 

institutional context as it relates to internationalization and diversity on U.S. campuses. 

Specifically, relevant policies and programs announced and implemented in the 

participants' institutions were identified and mapped out through document analysis with 

regards to its history, mission, vision, values, implementation, and desired outcomes. In 

addition, to gain a better understanding of the participants, the researcher collected their 
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professional curriculum vitae on the website and asked for personal documented accounts 

of critical events with respect to diversity issues at their institutions. 

Document analysis was employed in this study as it enabled the researcher to 

discover information, insights, and meanings relevant to the study purposes. Documents 

provided direct information about the events, decisions, activities, and processes. 

Specifically, documents concerned the administration's commitment to promote diversity 

at the institution, how these efforts were perceived as reported in the public media and as 

reflected by the participating foreign-bom faculty, and how the participants accounted for 

their psychological and emotional responses to certain events concerning diversity issues 

on campus. A number of aspects were noted when analyzing the documents. These 

included the titles of the documents, the targeted readers, the documents' purposes, 

nature of the information, emerging themes or patterns relevant to the research questions, 

significance and desired outcomes of the document, implications, and consistency with 

other sources of information. 

With the availability, accessibility, stability, and potential richness of documents, 

the information was obtained regarding internationalization and diversity on the 

participants' campuses. The analysis of the obtained information confirms the strategies 

prioritized for internationalization and cultural diversity in every participant's institution. 

Internationalization was often referred to as a 'second nature' of an institution. Among 

the themes identified for the development and implementation with regard to academic 

internationalization and diversity the following areas were clearly emphasized: fostering 

and promoting multicultural environment, developing international physical presence, 

and increasing visibility, communication, and advocacy for international engagement. In 



addition, the majority of institutions were found as attempting to gamer their 

international research status and enhance the quality for international learning 

experiences for both students and faculty. Internationalization of the curriculum that 

reflects international and cross cultural perspectives was identified as a top priority 

targeted on many campuses with regard to the strategies for internationalization and 

diversity. 

Overall, the results of the document analysis were consistent with the issues 

identified in literature with respect to the current trends in U.S. higher education. The 

analysis of the documents assumes the importance of the issues of internationalization 

and its vital role in the life of the participants' higher education institutions. 

The results of the document analysis were used for triangulation of the interview 

data. The results of the interview data were not consistent with the internationalization 

outlook identified through the document analysis. 5 out of 11 interviewed foreign-bom 

faculty members perceived internationalization as an important strategy being used in 

their institutions' policies, while 6 out of 11 participants stated internationalization was 

not valued on their campuses. Those results may be pertinent to the contextual 

educational framework of each institution. In addition, other aspects of the faculty's 

experiences in addition to professional events may shape the outlook and perception of 

the desired outcomes. 
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Summary 

Methodology in this qualitative research consisted of data collected from 

interviews and documents related to the research questions. These two methods 

complemented each other and overcame each other's shortcomings thus providing a 

closer exploration of the current standing of foreign-bom faculty in American higher 

education. The foreign-bom faculty members serving in educational leadership 

preparation program in U.S. higher education were interviewed. This method was useful 

because each faculty member had unique experiences that usually cannot be captured by 

implementing quantitative methods. 

All participants relayed stories about their professional experiences, which 

provided evidence of the impact of their culture. They perceived their cultural 

background influenced their interactions and relations with students and other faculty. In 

addition, their cultural identity influenced how they perceived themselves and felt others 

perceived them. The researcher assembled data and created a narrative rich in detail and 

descriptions so that the information possessed transferability. Bias control was attempted 

through self-reflection and distancing relations between the interviewer and participants. 

This qualitative study offers information about the influence of culture and national 

background on the professional experiences. The study offers suggestions as to how 

recognize, promote, and utilize cultural diversity of the foreign-bom faculty on U.S. 

campus and multicultural educational leadership preparation. The following chapter 

presents the discussion of the implications for policy and practice and offers suggestions 

for additional research on this topic. 
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CHAPTER V 

DISCUSSION 

Introduction 

The purpose of this study was to gain an understanding of professional 

experiences of foreign-bom faculty members serving in educational leadership 

preparation programs in the United States. The purpose dictated the methodological 

approach used to navigate the contours of the study. The methodological approach 

employed for this study was phenomenology. The instruments used to gather data on the 

professional experiences of foreign-bom faculty were interviewing and document 

analysis. The data gathering instruments yielded a rich volume of thick descriptions of 

experiences which were categorized and thematically analyzed under various research 

questions. This chapter presents the discussion of the findings. It is divided into six 

sections: (1) Summary of findings; (2) Significance of themes; (3) Limitations of the 

study; (4) Implications for future research; (5) Recommendations for practice; and (6) 

Conclusions. 

Summary of Findings 

The summary of findings is presented in relationship to the four research 

questions that framed and guided the study. 

Findings Related to Question I 

Research Question 1: What are the professional experiences of foreign-born 

faculty serving in educational leadership preparation (ELP) programs? 

This research question sought to gain an understanding of the professional 

experiences of the interviewed foreign-bom faculty members with regard to their 

professional role U.S. educational leadership preparation programs. The findings 
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associated with research question 1 concern the issues of internationalization of 

American campus. Professional experiences of the interviewed faculty members were 

identified as related to the extent the issues of internationalization are implemented on the 

participants' campuses. 

The interviewed foreign-bom faculty members confirmed those institutions that 

are considered successful in campus internationalization have taken the concept of 

"comprehensive internationalization" to heart and are not just concerned with rhetoric, 

but rather with a variety of indicators (Altbach, 2006; Altbach & Knight, 2007; Chan & 

Dimmock, 2008). Internationalization is in their mission statements being systemically 

encompassed in institution's pedagogy, curriculum and learning goals, campus life, 

available funding, institutional policies and practices, as well as in faculty and staffs 

level of international competency. The participants' institutions had designed and 

implemented a series of initiatives to promote cultural diversity on campus. 

However, the interviewed foreign-bom faculty confirmed individual schools 

cannot be entirely held accountable for their level of internationalization efforts. The 

findings of the study are in compliance with the proposition the internationalization 

phenomenon in higher education is far more complex and much harder to achieve 

(Childress, 2009; Mamiseishvili, 2011; Stromquist, 2007). Additionally, the findings 

support the recent studies regarding the responsibility for implementing 

internationalization policies apparently rests on the shoulders of U.S. government and the 

higher education field as a whole (Chan & Dimmock, 2008; EUingboe, 1998). First, the 

nation has historically neglected higher education internationalization as a top priority to 

the extent that it has been reflected in federal programming (Hanson & Meyerson, 1995). 
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In the past fifty years government support has been little and modestly funded (Hser, 

2005; Lee, 2002). Second, U.S. higher educational system has not maintained one 

commonly accepted definition of internationalization, nor have there been industry-wide 

overarching indicators that measure a school's success or failure at campus 

internationalization (Altbach, 2006; Horn, Hendel, & Fry, 2007). 

While traditionally teaching, research, service, and grants have been seen as 

separate endeavors, some foreign-bom faculty members interviewed in this study have 

begun to integrate their efforts in these areas in hopes of enhancing each by the topics 

related to international or intercultural education. 

Most of the participants classified their experiences with colleagues as collegial 

and friendly. They intimated having a good working relationship with their colleagues. 

They also said their scholarship and views were respected. The interviewed foreign-bom 

faculty members saw themselves as contributors to the learning environment of their 

institutions. They confirmed being team players and generally well-liked and respected 

by their colleagues in the department. This finding was in agreement with Lee (2004) 

and Mamiseishvili and Rosser (2009) about the character of interactions between foreign-

bom and U.S-bom faculty in U.S. academe. 

While there is no substitute for a climate that fosters camaraderie among senior 

and junior colleagues, many interviewed faculty members observed formal mentoring 

structures in their institutions offered a framework for establishing and accommodating 

environment for handling conflict situations with regard to professional experiences of 

the foreign-bom faculty. The outcome of a collegial department was expressed for the 

early-career faculty members to feel confident in being able to ask questions and seek 
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advice from senior faculty, while senior foreign-bom faculty believed it was their 

responsibility to provide support and receive appreciation for shepherding new foreign-

bom members of the department. The level of collegiality in a department was perceived 

differently by the participants, but intra-departmental communications mentioned by the 

participants offered strong evidence of cooperation. 

The data revealed some participants have maintained close professional 

relationships with their home countries through professional engagement with institutions 

and colleagues there, membership in professional societies, participation in conferences, 

or by other means. Building and maintaining professional links and contacts with their 

home country was established to be incredibly important to the interviewed foreign-bom 

faculty members, and they tend to make special efforts to do that. 

When asked how their institutions view diversity, many participants of the study 

interpreted the term as related to externally visible markers. The findings indicate no 

matter the statement from the institution, the interpretation of diversity signified the need 

to increase the underrepresented groups among the ranks of faculty and students. 

Language and accent were additional stresses for many interviewed foreign-bom 

faculty members. This finding justified the proposition of Marvasti (2005) about English 

as a major concern for institutions when hiring foreign-bom faculty. There were both 

communication and perception issues affecting interaction as identified in the interviewed 

faculty members. 

All interviewed participants noted they felt comfortable with American higher 

education system as a result of having attended graduate school in the United States. 

They additionally mentioned the benefits of the acquired body of knowledge on teaching 
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and research they were introduced to while in U.S. graduate school. This finding 

confirms the literature reviewed about the importance of graduate school for the 

prospective faculty members to begin to gain the norms and values of their new 

professional environment (Marvasti, 2005; Sheppard, 2004). 

Some foreign-bom faculty interviewed in this study expressed concern about their 

interaction with students. They revealed the importance of additional skills and 

institutional opportunities to consider how to address those issues in their classroom. In 

addition to interaction issues, several participants provided general observations about 

student behavior and specific comparisons with other countries. These comments were 

representative of early-career foreign-bom faculty at a variety of institutions and range 

from the view that there are simply cultural differences to overcome between teacher and 

student to those who decry the poor preparation and limited understanding of American 

students' worldview. These findings confirm the recent research about the need to 

increase foreign-bom faculty familiarity with American student norms and expectations 

(Alberts, 2008; Collins, 2008). 

In sum, in spite of challenges, the interviewed foreign-bom faculty members were 

perceived as successful in their professional experiences. They culturally adjust to 

different extents, but remain appreciative of many aspects of individualistic American 

culture - in particular, the value of tolerance. Their cultural difference also provides 

benefits to the institution. Several foreign-bom professors shared how they perceive the 

university is enhanced by the presence of foreign-bom faculty. They feel their 

multicultural backgrounds make them more worldly, more open-minded, and better able 

to relate to and mentor international students who are prominent in their departments. 



Findings Related to Question 2 

Research question 2: What role does culture play in professional experience of 

foreign-bom faculty in ELP programs? 

This question sought to explore the impact of the cultural background on the 

professional experiences of the foreign-bom faculty members serving in U.S. educational 

leadership preparation programs. The findings suggest the interviewed faculty members 

worked on U.S. campuses within a national culture that may be vastly different from their 

own. They also worked within the cultures of the profession, the discipline, and the 

institution, which are largely influenced by U.S. national cultural norms. 

The findings of the study confirm national culture provided the interviewed 

foreign-bom faculty with deeply rooted values. Those values affect participants' 

interpretations of their professional experiences and then affect their relationships with 

their students, colleagues, and their employing institutions as well. The impact of one's 

home culture, however, as indicated by the participants, changed with gaining 

multicultural experiences. All foreign-bom faculty members expressed appreciation for 

their national culture. However, they also reported uneasiness when juggling two 

different cultures and felt a clash between their own values and enacted institutional 

values. Such uneasiness may result in reduced professional effectiveness of foreign-bom 

faculty. This theme suggests there is a relationship between specific cultural values and 

certain aspects of professional attitudes and behavior (Skachkova, 2007; Stohl, 2007). 

In a broad sense, the findings of the study demonstrate the national culture in 

which an individual is raised can have a profound influence on the value system - even in 

the work environment and even among those who chose to leave their native culture and 

have lived for several years in a new culture. Equally important is the notion that, in 



spite of the difference in the value system, the participants of the study discussed 

succeeding in a society that allowed them to maintain the values of their native culture 

and enjoyed what they perceived to be a new tolerant culture (Theobald, 2008; Thomas & 

Johnson, 2004). 

Culture and values played a significant role in a foreign-bom faculty member's 

ability to be professionally effective. In a discussion of cultural differences, the findings 

suggest generalizations are broad in scope, with an implicit understanding that there are 

individual exceptions and variations. The findings of this study reveal tendencies 

regarding collectivistic and individualistic groups to respond about their professional 

experience and their faculty role in a higher education institution (Hofstede, 1980, 1991, 

2001; House et al., 2004). The interview findings suggest the foreign-bom faculty may 

overestimate the extent to which the U.S. is an individualistic society, and, therefore, 

underestimate the expectation for or value of socializing in this environment. 

In academe, how people relate to authority is reflected in relationships between 

students and faculty as well as relationships between new and senior faculty. The findings 

of the study confirmed cultural clashes may be expected in the classroom if a foreign-

bom faculty comes from a high power distance culture where greater difference is given 

to the teacher than is customary in the U.S. 

The individualism/collectivism dimension was also identified as critical and 

reflected in the nature of relationships among the department faculty. For instance, the 

foreign-bom faculty from strong collectivist culture may expect closer ties and 

connections with departmental colleagues than as established in the U.S. 



According to Hofstede's typology (2001), the U.S. has a strong masculine 

orientation. Therefore, it is expected the foreign-bom faculty encounter a culture with a 

strong work drive influenced by competition. This assumption was confirmed by the 

interviewed faculty members with an attitude from a collectivistic cultural background. 

The placement of the U.S. toward the end of uncertainty avoidance index 

(Hofstede, 2001) suggests Americans are fairly comfortable with uncertainty. In the 

study, this was reflected in the interviewed participants' comfort level with students who 

may welcome debate. However, the foreign-bom faculty from strong uncertainty 

avoidance cultures reported the need to adjust their instmctional approach to 

accommodate U.S. students who may be accustomed to challenging the professor. 

This research question was designed to additionally explore the phenomena of 

global mindset: What enables the foreign-bom faculty member to cultivate a global 

mindset, change their thinking, and embrace a new cultural paradigm. Individuals who 

embrace a global mindset are receptive to ideas differing from their own and readily 

accept change. The findings of the study confirm the tendency of acculturation reflected 

in the discussion of the issues of biculturalism and multiculturalism in the professional 

experiences of the study participants. Acculturation of the interviewed foreign-bom 

faculty members was investigated through their cultural identity. The majority of the 

interviewed faculty members did not show their resistance and/or anxiety of being 

acculturated into the dominant culture. They were increasingly vocal in their ability to 

function well in a new culture preserving their native cultural values and cultural 

identities. 
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Findings Related to Question 3 

Research question 3: What factors do foreign-bom faculty perceive as having 

impact on their professional experiences in ELP programs? 

This research question sought to identify the key competencies that were 

perceived by the participants of the study as pivotal in their professional experiences in 

U.S. academe. The findings suggest the importance of acculturation in a new culture as a 

critical condition for successful functioning in a new professional environment. 

Multicultural experiences of the participants of the study were in agreement with Berry 

and Sam's (1997) four strategies for psychological acculturation: integration, 

assimilation, separation, and marginalization. Characteristics of both individual 

immigrants and the host culture might affect the strategy chosen. The participants who 

were highly open to experience were likely to seek integration, because they can 

appreciate the values and perspectives of both the original and the acquired culture. 

Gaining bicultural or multicultural status by the participant of the study would justify 

their acculturation in a new environment. Some participants mentioned they found 

themselves in a high uncertainty avoidance culture, and the deviations from the 

prescribed norm were perceived as threatening. Therefore, they may be forced to 

assimilate or face marginalization. In such ways, the lives of the interviewed faculty were 

shaped by the interaction of culture and personality. 

Many participants of the study conferred they perceived their international 

background was a disadvantage in their professional experiences with obtaining grants, 

even though in terms of formal structure and policy they were treated equally and fairly. 

However, a chilly climate could be felt by the participating foreign-bom faculty as shown 
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in their concerns with regard to partaking a research in their own area of interest prior to 

getting a status of a tenured faculty. This finding is in agreement with the findings of 

Collins (2008) with regard to the challenges faced by foreign-bom faculty on American 

campuses. 

Despite the participants' nationality, a theme of attempting to minimize their 

foreign identity at their work place was expressed. The participants all stressed it was 

their diligence and excellent work that won them recognitions. They expressed the wish 

to be regarded or treated in the same manner as their U.S.-bom colleagues, as they 

believed they could do as well as their colleagues. 

In sum, while international programs and global perspectives have increased on 

American campuses - as reported by the participants of the study - the foreign-bom 

faculty members have not felt they play major roles in this process. This, in part, may 

stem from the insular nature of department, which already feel pressured to provide 

representatives to serve on institutional committees, and who define their faculty as 

resources of research and teaching rather than ethnicity. Personal anecdotes of the 

interviewed foreign-bom faculty members in educational leadership preparation 

programs testified to their volunteering on campus, taking an active role as a foreign 

student adviser, or serving on committees of international or general concern to the 

institutional community. 

Findings Related to Question 4 

Research question 4: To what extent, if any, do their ethnicity and culture affect 

their leadership philosophy as faculty members in ELP programs? 
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This research question was designed to explore the influence of national 

background on the leadership philosophy as perceived by the interviewed foreign-bom 

faculty members. The data revealed different communication styles, different attitudes 

toward conflict, different approaches to completing tasks and decision-making styles, as 

well as different approaches toward knowing, were the key factors that influenced the 

leadership philosophies identified in the interviewed faculty members. 

The complexity posed by the challenges and conflicts between leadership and 

cultural pre-dispositional attributes contribute to the need for a dynamic leadership model 

that adapts to its environment. Global leadership requires leaders to adapt and promote 

both individual and cultural respect within the organization. The principles embedded in 

managing respectfully across cultural boundaries include communicating effectively, 

giving and seeking feedback, valuing unique contributions, promoting teamwork, and 

setting the example (Magee & Galinsky, 2008; Manning, 2003). 

The interviewed foreign-bom faculty members confirmed leadership competency 

should include the ability to understand and/or recognize and relate to any group of 

people in a way that does not conflict with their attitudes, values, belief system, and way 

of life. Globalization has placed a boundary on how leadership concepts can be migrated 

to other cultures who do not shear the same attitudes, values, and beliefs or even 

integrated pattern of knowledge from the concept's place of origin. The interview data 

analysis of the study identified predominant characteristics of group cognition and 

behavior may differ across cultures. 

Additionally, the analysis of the responses by the representatives of Western and 

Eastern cultures supported the findings of Magee and Galinsky (2008), who described the 



113 

"Western culture as one that focuses on individual rewards, gains, and success" (p.56) in 

contrast to the East Asian and African focus which stresses that productive societies 

should have a relationship and group centered focus. 

Finally, the findings of the study were consistent with the studies by Walker and 

Dimmock (2002), who addressed the influence of culture on leadership styles by arguing 

leadership styles indicate that in addition to differences in preferred styles by followers in 

different cultures, there are specific differences in behavior within each context which 

suggest that effectiveness of a leaders' style may vary from culture to culture. 

Significance of Themes 

The results of the study replicated and extended the findings from earlier 

qualitative studies that examined professional experiences of foreign-bom faculty 

members in U.S. academe. The results enriched insight and understanding of the 

influence of national background on the professional life. They assist in a heightened 

awareness of understanding diversity in the educational work environment. The results 

of the study address the concerns of diversity and highlight the importance of gaining 

knowledge and skills which can aid in the quest to create a multicultural work 

environment which gives acceptance to the values, attitudes, and beliefs of all. 

Cultural Diversity on Campus 

Cultural diversity provides a platform for the expansion of distinctive talents that 

can be leveraged for advancement of humanity in society. Diversity-competent 

organizations embrace comprehensive diversity definitions which assist in the ability to 

continue to strive for excellence (Connerley & Pederson, 2005). Brown (2004) 

contended communication of the diversity promotion in higher education offers an 

expansive variety of choices to students and makes higher education accessible by 
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matching educational learning needs and skills which enables institutions in determining 

organizational missions for colleges and universities for the increased success of higher 

education institutions. Organizations which value visible social characteristics display 

respect for the broad assortment of cultural and individual differences (Suarez-Orozco, 

2007). 

The findings of the study are in agreement with the underlying assumption the 

future and diversity of higher education in the United States are ultimately linked to the 

strength of institutions (Sanderson, 2008; Spring, 2008). Therefore, it is important for 

colleges and universities around the country to continue to attract and retain faculty and 

students who are racially/culturally diverse. This is the strategy in response to the 

changing demographics of the country and the increasing awareness of groups who are 

underserved. In addition to studying how to implement system-wide programs able to 

include diverse groups in myriad of ways, a higher priority should be placed on educating 

all faculty members about the issues of diversity on campus (Taormina & Selvarajah, 

2005). To do this, college and university administrators should consider investing time, 

effort, and funds necessary to create and maintain meaningful diversity programming for 

faculty development. If diversity is tmly valued on campus, it sends a strong message to 

all potential students, faculty, and staff about the multiplicity of abilities, experiences, 

and cultures that may lead to innovation and creativity. This could certainly have 

implications for few developments and varied sources of funding. 

The level of interest in and commitment to diversity varies greatly across 

institutions. Colleges and universities are advised to think of diversity as an opportunity 

to shape the institution's future (Tsolidis, 2002; Wei, 2007). 
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The data of the study revealed many colleges and universities have developed 

mission statements or formalized processes to increase the diversity of the student body, 

faculty, and curriculum. However, the past problems indicate few campuses have 

adequate information about the institutional impact of the diversity and about measurable 

progress toward the espoused goals. In addition, many campuses tend not to be aware of 

the connection between their programs and institutional goals for diversity. The data of 

the study support only those institutions engaged in the day-to-day work on diversity 

efforts remain focused on diversity results. 

The findings of the study confirm the empirical research about the importance of 

diversity in preparing students for participation in a global and diverse work environment 

(Hser, 2005; Stromquist, 2007). Students who are educated in diverse arenas are more 

prepared for participation in the heterogeneous democracy that exists in the United States 

and worldwide (Gardner & Enomoto, 2006; Sheppard, 2004). In addition, academic 

experiences with diversity have positive effects on a wide range of desirable learning 

outcomes (Frattura & Capper, 2007). Finally, greater exposure to diverse experiences 

has been shown to enhance the cognitive development of critical thinking and need for 

cognition (Banks, 2006; Riehl, 2000). 

Impact of Cultural Background on Professional Life 

The culture in which a person is raised is an important aspect of life, and no 

matter how long one lives in another culture, a person tends to see many things from the 

perspective of the culture in which they were bom or raised (Hofstede, 1980, 1991). 

Culture is obtained while in youth and then impacts individuals' actions, behaviors, and 

interpretations of the world (Hall, 1976). Culture is what is used when responding to the 
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environment, and it is how the members of one group are distinguished from another. At 

present, cultures intermingle constantly. As countries continue to connect in multiple 

ways, cultural borders define and redefine the understanding of how to respond both 

positively and effectively to the opportunities afforded by crossing (Ting-Toomey, 1999). 

The findings of the study affirmed in order to function as world citizens, we 

should be able to understand the value differences that come with nationality differences. 

Above all, we should be aware of the position of our own national value system as 

compared to those of various other countries with which we interact. Cultural programs 

differ from one nation to another in ways which are seldom fully recognized and often 

misunderstood. Every nation has a considerable moral investment in its own intellectual 

capacity, which explains why it is not easy to make cultural differences discussable. 

According to Hofstede (2001) and Triandis (1994), the values and beliefs held by 

members of a culture have a direct impact on the degree and the type of behavior enacted 

within a culture. Culture directly provides a contextual force that determines the type of 

leadership that the people come to view as effective (Cunningham & Gresso, 1993). This 

view of culture agrees with the argument by Magee and Galinsky (2008) that differences 

in societal culture are associated with differences in personal values and sensitivities to 

ethical issues. The findings of the study are in agreement with the proposition in an 

inclusive and supportive work environment, administration should not only facilitate 

foreign-bom faculty in getting access to cultural capital of the dominant group by 

designing both structured and informal activities (e.g. mentor programs and social events 

with communities), but also help foreign-bom faculty identify and build up their own 

cultural capital by promoting foreign-bom faculty's pride in their home cultures and 
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celebrate multiculturalism (House et al., 2004). Specifically, this can be achieved by 

recognizing, valuing, and rewarding integration of diversity into every part of 

organizational life in academe, such as development of course content and multicultural 

knowledge. This would not only build up foreign-bom faculty's self-confidence but 

communicate the value system of the institution. Meanwhile, it provides the majority 

group with more exposure to multiculturalism. The institution will benefit from making 

full use of rich and diverse cultures on campus and an increased organizational 

productivity among its foreign-bom faculty. 

Impact of Culture on Leadership 

With increasing globalization, there is a need for a greater understanding of the 

impact of national culture on leadership (Javidan et al., 2006). There is a demand to 

understand how the attributes of societal culture may influence the choice of acceptable 

and effective leadership behaviors in any given culture (Hall, 1976; Walker & Dimmock, 

2002). This knowledge can be beneficial for assessing the effectiveness of current 

leadership theories and their application. It can also help leaders and decision makers 

alike to devise effective structures and leadership strategies for the well being of the 

organization. 

Javidan et al. (2004) observed two central aspects of interaction between culture 

and leadership have dominated cross-cultural research: cultural-generalizable and 

cultural-specific studies. Cultural-generalizable attributes are those common to all 

cultures, while cultural-specific attributes occur in only a subset of cultures and are not 

comparable across cultures (p. 19). Ardichvili and Kuchinke (2002) pointed out 

leadership exists in all societies, and is essential for functioning of organizations within 
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societies. However, the leadership attributes observed to characterize effective leadership 

may vary across cultures (Den Hartog et al., 1999). 

The value system of the culture and organizational context in which leadership is 

practiced determines the acceptable leadership model (Bass, 1997; Hofstede, 2001). 

Since norms and values differ significantly among different cultures (Hofstede, 1980, 

2001), the concept and prototypes of leadership are expected to be different across 

cultures. Therefore, the need for cultural validation of leadership has been highlighted 

(Hofstede, 1980, 1994, 2001). This need emerges from the realization a vast majority of 

leadership theories have been developed in the USA and for the American cultural 

setting, and those theories may not have a universal application in other cultures 

(Dimmock & Walker, 2000). The findings of the study identified a variety of different 

approaches to leadership revealed by the interviewed foreign-bom faculty members. 

However, some participants had difficulty explaining whether their leadership philosophy 

was a reflection of their national background. It was, therefore, concluded the leadership 

approach may develop and merge with a dominant culture with relation to a new 

environment or related professional experiences. 

Multicultural Leadership for Social Justice 

The growing numbers of English language learners in U.S. schools has created 

urgency for change to occur in public education to be able to meet the needs of this new 

diverse student population (Marshall & Oliva, 2006). Administrators and teachers are 

seeking ways to improve education for students who are English language learners in an 

effort to close the dismal achievement gap that exists between fully English proficient 

students and the growing numbers of students who are English language learners 
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(Johnson, 2006). Multicultural education can have a strong influence on how children 

think and how they develop attitudes, opinions, and beliefs. Cultural diversity can be a 

catalyst that helps children internalize and adopt these beliefs about themselves, others, 

society, and life. Understanding cultural conceptions is important when conceptualizing, 

developing, and implementing an effective multicultural education that meets the needs 

of all students (Connerley & Pederson, 2005). 

School populations are becoming more racially and culturally diverse, with many 

schools initiating bilingual education programs to help immigrant children make 

successful transition within the public schools (Bustamante, 2006). Some students speak 

different languages and may possess unique cultural ways that differ from the cultural 

norms in United States society. Students need to understand different values and 

behaviors of people from other cultures to help them form friendships despite their 

inherent differences (Banks & McGee-Banks, 2004). Educators need to ask students 

from different cultures to share their experiences to help students understand diversity 

should be celebrated and not feared (Frattura & Capper, 2007). 

Leadership that embraces and supports students from diverse linguistic and 

cultural backgrounds and promotes school-wide cultural proficiency provides the 

framework for change that needs to occur in educational practices to ensure student 

success. Marks and Printy (2003) identified this as transformative work to create 

"diversity-enhanced" schools and school districts that engage the entire school 

community to support all students. Since cultural diversity is important to minority 

students, it is suggested for the multicultural individual heightened sensitivity to cultural 

diversity would also be very probable. 



Banks (2006) asserted pedagogical approaches from a multicultural perspective 

have to affect the demographic ideologies within society. Banks (2006, 2008) theorized 

multicultural education as a reflection of educational equity conceptually based on 

accommodating the educational needs of diverse populations of students. 

Multiculturalism is a position and movement that believes the gender, ethnic, racial, and 

cultural diversity of a pluralistic society should be reflected in the staff, values, 

curriculum, and student body of educational institutions (Banks, 2008; Brown, 2004). It 

promotes and fosters all cultures so that students experience pride in their country and 

background (Cambron-McCabe & McCarthey, 2005). 

It is clear school leaders already have so many constraints on their time because 

of state-required testing and directives from the No Child Left Behind Act (2001). 

However, initiating school requirements dealing with cultural diversity, as well as 

encouraging schools to utilize the knowledge of culture and history that immigrant 

students possess, will enhance the cultural capital of the immigrants and augment a better 

understanding of cultural diversity and tolerance of native students. School leaders can 

promote the communication of knowledge between immigrant students and native 

students in mainstream classes by sharing this vision with their faculty. Shield (2002) 

emphasized the incorporation of students' lived experiences within a multicultural 

curriculum legitimizes their diversity as distinctive. Multiculturalism is a necessary part 

of school curricula, especially in this world which is increasingly affected by 

globalization (Connerley & Pederson, 2005). Immigrant students and native students will 

all benefit in this global society from learning about different cultures and becoming 

tolerant of cultural differences (Frattura & Capper, 2007). The mismatch of cultures will 



be addressed through multiculturalism embedded in the school curriculum so that there 

will be less dominance by established cultural groups and more equilibrium in the school 

culture. 

In sum, school leaders are faced with many demands, the utilization and 

communication of cultural diversity by means of immigrant students persists as a major 

issue, given the demographics in today's society. As the enrollment of students in public 

schools shifted to multiculturalism, the need to design a curriculum that is responsive to 

the needs of diverse students has been recognized in the school system. Concerning 

multicultural education, Banks (2002, 2006) suggested the United States public education 

system needs to establish schools across the nation that are multicultural and student 

centered. Banks' thought was congment with the study findings. All participants in the 

study agreed education all over the nation is becoming multicultural thus requiring 

educational equity and empowerment to address the needs of culturally and linguistically 

diverse students. 

Culturally-Responsive Leadership 

The findings of this study reminded of the importance to create a tolerant, 

collegial, and inclusive organizational culture where foreign-bom faculty may utilize 

their unique cultural experiences as a form of capital to succeed in U.S. academe. 

Sensitivity to the divergent viewpoints of the representatives from different cultures may 

lead to the awareness and understanding of their definite contributions to the dominant 

culture. 

Culturally-responsive leadership acknowledges the cultural backgrounds of 

various ethnic groups and utilizes their cultural history and customs in the curriculum of 
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mainstream classes (Leeman, 2003). The ethnic heritage and the native language of the 

immigrant students can be cherished as a benefit which augments society. Assimilation 

will eradicate their language and heritage so that they are lost to the immigrants as well as 

to the native students and society. The acculturation process, according to Brown (2002) 

and Bustamante (2006), may be the main approach that leads immigrant students to a 

lasting success in schools. 

The culturally-responsive leader aspires for social justice and interfaces with 

larger community efforts for social change (Bustamante, Nelson, & Onwuegbuzie, 2009). 

This leader encourages the academic community of students and teachers to support and 

increase the cultural capital of immigrant students by valuing their culture and diversity. 

Since immigrant students do not belong to the dominant culture group, they are at a 

disadvantage because they are unfamiliar with the culture and language and may be 

unable to translate them into academic and social success (Brown, 2004). Ultimately, the 

educational leader empowers immigrant students to communicate their culture to the 

student body in classes and in extracurricular activities (Cheng, 1998; Gardiner & 

Enomoto, 2006). Additionally, culturally-responsive leadership encourages culturally-

responsive teachers to develop intellectual, social, emotional, and political learning by 

imparting knowledge, skills, and attitudes through cultural references and maintaining 

cultural identity (Evans, 2007). 

Finally, transformational leadership theories and instmctional leadership theories 

also encompass ideas from culturally-responsive leadership in that they encourage 

sensitivity to the diversity of other cultures. Transformational leadership theories 

emphasize the use of charisma, inspiration, and tmst to generate awareness and motivate 
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others (Den Hartog et al., 1999), while instmctional theories contribute to the 

understanding and creation of shared learning communities and empower both teachers 

and students to share and achieve (Bustamante, Nelson, & Onwuegbuzie, 2009). 

In sum, culturally-responsive educational leadership profoundly embeds cultural 

diversity in school curriculum with multicultural themes, emphasizes diversity issues, and 

acknowledges the legitimacy of the cultural heritages of different ethnic groups. Those 

aspects have been established as important regarding the demographic realities of today's 

U.S. society. 

Limitations of the Study 

This study attempted to provide a conceptual pattern of thinking about the 

influence of national culture on the professional experiences of foreign-born faculty 

members serving in U.S. educational leadership preparation programs. The findings of 

this study can be transferred to a variety of academic settings that are interested in hiring 

and retention of foreign-bom faculty. However, the findings of the study and the 

recommendations are based upon findings in educational leadership area. To be relevant 

outside this area, findings may need to be adapted to the uniqueness and peculiarities of 

other fields. 

The participants' experiences were representative of a small number of national 

cultures. Findings may have been different if a broader range of national cultures had 

been studied. 

The participants of this study were the foreign-born faculty members who 

received their doctorate in the United States. In addition to other variables that were not 

included into this study, it could also have impact upon the findings. Gender and age of 



the participants could influence the development, perception, and description of their 

professional experiences. 

The findings of the study may be subject to other interpretations. One of the 

philosophical assumptions underlying qualitative research is that "reality is not an 

objective entity; rather, there are multiple interpretations of reality. The researcher thus 

brings a constmction of reality to the research situations" (Merriam, 1998, p. 22). 

Another limitation of this study is reliance on participants' recollections of events 

and experiences retrospectively. Time can alter memories and participants may recall 

events and experiences not as they tmly happened, but as they remembered them. They 

may selectively remember important events or experiences. This limits confidence that 

can be placed in the findings. For example, memories more emotionally laden frequently 

are recalled much more readily and may be biased and/or distorted. Experiences of 

distress may be more marked in minds compared to the experiences of support. 

Therefore, longitudinal research designs are important to address these issues in future 

studies in this area. 

Finally, in this study, data were not collected regarding the actual university 

setting or specific educational leadership preparation program. Data regarding campus 

and program demographics, including race, ethnicity, gender, socioeconomic status, 

degree types and geographic location were not obtained and therefore were not examined. 

Given the importance of context in influencing professional experiences, one or more of 

these factors could have been significant for foreign-bom faculty members. Collection of 

such contextual data for future research is important. 



Implications for Future Research 

The results of this study indicated there is an influence of national culture on 

professional experiences of foreign-bom faculty members serving in U.S. academe. 

Cultural values are a key factor in an individual's ability to function effectively in a new 

professional environment. More research in the area of the influence of national 

background on professional experiences is needed. Based on the findings of this study 

further research is needed to create a competency model for foreign-bom faculty. 

The following are recommendations for future research: 

1. Replicate the study with a larger sample to determine if the results are similar 

to the ones in this study. 

2. Investigate the students' perceptions of the importance and effectiveness of 

foreign-bom faculty in educational leadership preparation programs. 

3. Compare the professional experiences and awareness of issues related to 

multiculturalism between the foreign-bom faculty members and U.S.-bom faculty 

members in educational leadership preparation programs. 

4. Conduct a longitudinal study to measure the professional effectiveness of 

foreign-bom faculty members in educational leadership preparation programs. A 

longitudinal study might also reveal whether foreign-bom faculty alter their 

cultural values with regard to years in U.S. academe. 

5. Research recmitment and retention efforts taken by the institutions related to 

foreign-bom faculty members in educational leadership preparation programs. 



Recommendations for Practice 

The abovementioned findings shed light on the professional experiences of 

foreign-bom faculty serving in educational leadership programs in U.S. higher education. 

A better understanding of those experiences in the first step toward addressing the issues 

associated with professional life of the identified faculty members. The results of the 

study have implications for administrative practices geared toward improving foreign-

bom faculty's professional experiences. 

For Academic Affairs 

For the U.S. to sustain its global leadership in academic and scientific 

accomplishments, academic administrators must be willing to accommodate and 

successfully integrate academic leaders of foreign cultures by enacting institutional 

changes that groom cross-cultural acceptance and understanding. It is imperative for the 

administration to pay attention to the professional experiences of the foreign-bom faculty 

and initiate organizational change to create a more inclusive environment. A starting 

point for achieving this goal is to incorporate a foreign culture education in the leadership 

training programs of higher education institutions in the U.S. The curriculum in 

educational leadership should be reviewed to accommodate studies in the issues of cross-

cultural leadership. Educational administrators should be trained to value cross-cultural 

differences and also develop a better attitude in relating to people of other cultures in and 

outside the U.S. Such changes in the curriculum will not only create a welcoming 

environment for foreign-bom faculty members to perform their professional duties, they 

will also enhance the nurturing of students that are ready to face the challenges of a 

multicultural environment. 



For Higher Education Administration 

There are currently more foreign-bom faculty members in U.S. higher education 

than there were a decade ago (Altbach, 2006). Therefore, academic administrators must 

be strategic in minimizing culture shocks and challenges foreign-bom faculty members 

face as they integrate into the American education system. Academic leaders in 

American higher education institutions should be encouraged to study and understand at 

least one foreign culture and how the values of that culture influences the professional 

environment. Based on the study findings, administration should design and implement 

tailored diversity initiatives to attract and motivate foreign-bom faculty by addressing 

their specific needs. The training team should be culturally responsive and incorporate 

people of different cultural knowledge and backgrounds. The content of training should 

address concerns and problems in foreign-bom faculty's professional lives. It is also 

recommended the institution establish an easily accessible repository of culturally-

appropriate resource materials and experiential programs. Benefits of knowing more 

about another culture should be communicated to every member of the campus 

community to identify and confront the stereotypes and myths that people may have 

about those who are different from themselves. 

The idea that leadership must be carried out the American way has to change. In 

the 21st century, leadership is no longer limited by geographical boundaries; it is about 

the ability of the leader to manage across boundaries where different cultural, 

educational, and economic systems are encountered. This is a new frontier in leadership 

American academic leaders have to embrace in order to be relevant around the world. 

Learning more about other cultures around the world is a path to achieving this goal. 



For Foreign-born - US-born Academic Professional Relations 

There is a need for better communication between foreign-bom faculty members 

and their U.S.-bom counterparts on the cultural values that dominate in their relevant 

cultures. Therefore, institutions should encourage dialogue that will educate all groups 

on the uniqueness of the cultures and how differences in culture can affect the 

perceptions of an identity and professional life of an individual. 

Since a university environment requires interactions with colleagues at meetings, 

on committees, and through collaborative efforts, foreign-bom faculty are not exempts 

from the implications of cultural value differences. An increased awareness of U.S. 

faculty regarding the perspectives of their foreign-bom colleagues might facilitate better 

relationships among them. This would apply to understanding cultural issues, as well as 

serving as a better mentor to a foreign-bom colleague. This increased awareness can also 

serve as the basis for institutional, departmental, and personal initiatives. 

An orientation program for foreign-bom faculty could review basic cultural 

differences and outline more subtle cultural expectations. The importance of self-

promotion, independent research, and networking can be reinforced through such a 

program. The department might address a lack of familiarity with techniques of self-

promotion by creating a sample of resumes, grant proposals, tenure packages, or other 

materials that could serve as an example to a foreign-bom faculty member requiring a 

model for these items. The results of this study demonstrate foreign-bom faculty place a 

great value on their professional adjustment and recognition. At the same time, they can 

be modest to advertise. Thus, a public commendation of a foreign-bom professor's 

success, either informally or at a departmental meeting, can help to fulfill the professor's 



desire for recognition. Establishing an image of an accomplished researcher early on 

may facilitate the tenure process for more withdrawn candidates who could be perceived 

by others to lack initiative. Such traits and expectations can be culturally redefined so 

that candidates can be viewed as assertive researchers even though they can be soft-

spoken. 

Finally, the department members should be sensitive to and recognize the fact 

foreign-bom faculty from collectivist cultures may place a greater emphasis on harmony 

and might, therefore, be less likely to speak out or disagree with colleagues at meetings. 

Their opinion might be sought privately, following meetings initially, and then, as their 

comfort level increased, they might be invited during the debates. 

For Education Leadership Preparation Programs 

Multicultural education has become an imperative consideration in the 21st century. 

Problems facing student success can be alleviated if educators acknowledge the cultural 

values of other people and acquire skills from multicultural perspective. Theoretical 

knowledge toward multiculturalism is a strategy for recognizing, promoting, and 

utilizing cultural diversity of immigrant children. In this time of demographic changes, 

school leaders have the opportunity to leam more about and implement multicultural 

research and cultural diversity. The following recommendations should be considered 

when conducting additional research in the areas of multicultural education: 

1. While the numbers of minority students in public schools are increasing 

rapidly, higher education institutions should consider incorporating multicultural 

educational competencies into principals and teachers preparation programs. 



2. Institutions should understand the local dominant cultures of the school in 

order to train professionals to make sustainable and relevant reforms that would 

address the needs of all students. This practice will fundamentally change the 

attitude and perception of people, ensure power sharing, cultural pluralism, 

equality, and empowerment and evade inequalities, racism and prejudice in the 

system of education at all levels. 

3. School leaders should be trained to examine the objectives of multicultural 

education in a critical manner. They should be able to identify whether those 

objectives emphasize diversity and cultural differences on a daily basis as part of 

the curriculum so that increasingly diverse public school populations could leam 

from them. 

4. Culturally-responsive school leaders should hire a culturally-diverse staff and 

promote culturally-responsive pedagogy and diversity. These teachers with their 

diverse backgrounds model diversity for immigrant students and help them 

become bicultural. 

Conclusion 

This study is an initial step toward understanding professional experiences of 

foreign-bom faculty members in U.S. educational leadership preparation programs 

through investigation of the impact of national culture on the professional life of those 

faculty. The demographics of the United States continue to change, and the ethnical and 

cultural landscape changes along with it. Exploration and understanding of cultural 

differences, promotion of multicultural diversity and awareness on campus would 

essentially sustain multicultural efforts and the critical role of institution in building 

diversity and cultural initiatives. The findings of this study provide support for the 



implementation and development of internationalization and multiculturalism in U.S. 

education. Given the early stages of research on the topic of professional experiences of 

foreign-born faculty members in educational leadership preparation programs, the 

findings emerged in this study provide a preliminary foundation for a better 

understanding of this population in U.S higher education institutions and a launching 

point for further inquiry into the professional life of foreign-bom faculty. 
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APPENDIX A: FOREIGN-BORN FACULTY INVITATION LETTER 

Dear Prospective Participant, 

I would like to invite you to participate in the dissertation study entitled A Cultural 
Approach to Understanding Professional Experiences of Foreign-born Faculty in U.S 
Educational Leadership Preparation Programs, which will examine the experiences of 
foreign-bom faculty through their national background. This study will explore the 
influence of the national background and culture on the professional experiences and 
approaches to the leadership preparation. 
You were identified as a possible participant of this study of foreign-bom faculty in 
Educational Leadership Programs based on the information about your national and 
academic background. With your help, the answers to the interview questions will assist 
in the effort to understand the impact of national background and culture on the 
professional life of foreign-bom faculty. 
The interview will take approximately 45 minutes to complete. The interview questions 
are designed to address professional issues and are not personal in nature. Please be 
assured your responses will be held strictly in confidence and will not be identified by 
name in the final report. Your responses will be audio-taped and kept by the researcher 
in a strictly confidential place. Your responses will not be available to any unauthorized 
individual. If I use your responses to open-ended questions in my writing, your 
confidentiality will be preserved. You name will not be used in the study document and I 
will only use quotes that would not reveal your identity. All tapes and files will be 
destroyed once the analysis is complete. 
If you have decided to participate in this study, please understand your participation is 
voluntary and you have the right to withdraw your consent or discontinue participation at 
any time. You have the right to refuse to answer any question(s) for any reason. If you 
do not email me that you do not want to participate, I will contact you to further arrange a 
time for the interview and to answer any questions you may have. 
If you have decided not to participate in this study, please accept my apologies and 
respond via e-mail so that I may remove you from the sampling pool. If you know of 
other foreign-bom faculty members who serve in Educational leadership programs in 
your institution or elsewhere in the United States, please alert me so that I may contact 
them regarding this study. 
Thank you for your time and attention. If you have any question, please feel free to 
contact me at ikhrabro@odu.edu or by phone at 757-683-6277. 

Sincerely, 
Iryna Khrabrova 
Doctoral Candidate 
Educational Foundations and Leadership 
Darden College of Education 
Old Dominion University 
Norfolk, VA 

mailto:ikhrabro@odu.edu


APPENDIX B: INFORMED CONSENT 

OLD DOMINION UNIVERSITY 

PROJECT TITLE: A Cultural Approach to Understanding Professional 
Experiences of Foreign-born Faculty in U.S. Educational Leadership Preparation 
Programs 

INTRODUCTION 

The purposes of this form are to give you information that may affect your decision 
whether to say YES or NO to participation in this research, and to record the consent of 
those who say YES. The study of the professional experiences of foreign-bom faculty 
serving in Educational Leadership programs will be conducted by phone in a 45-minute 
interview which will take place at your institution. 

RESEARCHERS 

This study is conducted by the following investigators: 

Responsible Principal Investigator: Dr. Karen S. Cmm, Assistant Professor, Department 
of Educational Foundations and Leadership, Darden College of Education, Old Dominion 
University, Norfolk, Virginia. 

Investigator: Iryna Khrabrova, a Doctoral Candidate, Educational Leadership program, 
Department of Educational Foundations and Leadership, Darden College of Education, 
Old Dominion University, Norfolk, Virginia. 

DESCRIPTION OF RESEARCH STUDY 

Several studies have been conducted looking into the subject of foreign-born faculty in 
U.S. higher education. None of them have explained the professional experiences of 
foreign-bom faculty serving in Educational Leadership programs. If you decide to 
participate, then you will join a study involving research of the influence of national 
background on the professional life of those faculty members. The purpose of this 
exploratory study is to shed light on the role of national background in professional 
experiences of foreign-bom faculty by contributing to literature regarding experiences of 
those faculty in social sciences. This study will be performed by phone in forty-five 
minute interview with the participant on the issues of culture and educational leadership. 
If you say YES, then your participation will last for forty minutes at the location of your 
choice. Approximately twelve foreign-bom faculty members will be participating in this 
study. 



EXCLUSIONARY CRITERIA 

You should have completed the Demographic Sheet. To the best of your knowledge, you 
should not have withdrawn the information that would keep you from participating in this 
study. 

RISKS AND BENEFITS 

RISKS: No risks to participants are anticipated. 

BENEFITS: The main benefit to you for participating in this study is the information on 
how the institution is accommodating foreign-born faculty and giving consideration to 
their cultural diversity on campus. No direct benefits to participants are anticipated. 

COSTS AND PAYMENTS 

The researchers are unable to give you any payment for participating in this study. 

NEW INFORMATION 

If the researchers find new information during this study that would reasonably change 
your decision about participating, then they will give it to you. 

CONFIDENTIALITY 

All information obtained about you in this study is strictly confidential unless disclosure 
is required by law. The results of this study may be used in reports, presentations and 
publications, but the researcher will not identify you. 

WITHDRAWAL PRIVILEGE 

It is OK for you to say NO. Even if you say YES now, you are free to say NO later, and 
walk away or withdraw from the study — at any time. The researchers reserve the right to 
withdraw your participation in this study, at any time, if they observe potential problems 
with your continued participation. 

COMPENSATION FOR ILLNESS AND INJURY 

If you say YES, then your consent in this document does not waive any of your legal 
rights. However, in the event of harm or illness arising from this study, neither Old 
Dominion University nor the researchers are able to give you any money, insurance 
coverage, free medical care, or any other compensation for such injury. In the event that 
you suffer injury as a result of participation in any research project, you may contact Dr. 
Karen Crum, the responsible principal investigator, 757-683-6698, or Iryna Khrabrova, 
the investigator, 757-683-6277, or Dr. David Swain the current IRB chair at 757-
683-6028 at Old Dominion University, who will be glad to review the matter with you. 



VOLUNTARY CONSENT 

By signing this form, you are saying several things. You are saying that you have read 
this form or have had it read to you, that you are satisfied that you understand this form, 
the research study, and its risks and benefits. The researchers should have answered any 
questions you may have had about the research. If you have any questions later on, then 
the researchers should be able to answer them: 

Dr. Karen Cram, the responsible principal investigator: 757-683-6698; kcmm@odu.edu 

Iryna Khrabrova, the investigator: 757-683-6277; ikhrabro@odu.edu 

If at any time you feel pressured to participate, or if you have any questions about your 
rights or this form, then you should call Dr. David Swain, the current IRB chair, at 
757-683-6028, or the Old Dominion University Office of Research, at 757-683-3460. 

And importantly, by signing below, you are telling the researcher YES, that you agree to 
participate in this study. The researcher should give you a copy of this form for your 
records. 

Subject's Printed Name and Signature Date: 

INVESTIGATOR'S STATEMENT 

I certify that I have explained to this subject the nature and purpose of this research, 
including benefits, risks, costs, and any experimental procedures. I have described the 
rights and protections afforded to human subjects and have done nothing to pressure, 
coerce, or falsely entice this subject into participating. I am aware of my obligations 
under state and federal laws, and promise compliance. I have answered the subject's 
questions and have encouraged him/her to ask additional questions at any time during the 
course of this study. I have witnessed the above signature(s) on this consent form. 

Investigator's Printed Name and Signature Date: 

mailto:kcmm@odu.edu
mailto:ikhrabro@odu.edu


APPENDIX C: PARTICIPANT DEMOGRAPHIC SHEET 

ID Number (to be completed by the researcher): 

Gender: Female Male 

Age: under 30 30-39 40-49 50-59 60 and above 

Native country: 

Current Citizenship country: 

Race/Ethnicity: Black/African Asian Hispanic/Latino Native American 
White/European Multiethnic Other not specified: 

Native language: 

Years of service with this institution: 

Years of service at previous institution(s): 

Academic department: 

Your present job (please circle): part-time full time 

If full time, your title: Lecturer Assistant Professor Associate Professor 
Professor 

Approximately how many students you teach in all of your classes combined (please 
circle): 

Fewer than 25 25-50 50-75 75-100 more than 100 

What classes/subjects(s) do you teach? 

What kind of academic activities do you perform (please circle): 

teaching research administration service 

Please provide any additional information you would like us to know about you: 

Thank You! 



APPENDIX D: INTERVIEW PROTOCOL 

PROFESSIONAL EXPERIENCES OF FOREIGN-BORN FACULTY IN 

EDUCATIONAL LEADERSHIP PROGRAMS 

Directions: I'm going to ask you a number of questions about your experience as a 
foreign-bom faculty member in educational leadership. I'm interested in understanding if 
your experience as a faculty member from another country and culture has shaped your 
experiences in academia. 

1) Tell me a bit about yourself, what nationality/culture do you belong to? 
a) Would you consider yourself hi/multicultural? 
b) How does this impact your professional life? 

2) Do you find it important to have foreign-bom faculty in American higher education? 
Why (not)? 

3) What kind of perspective do you think a foreign-bom professor may bring to US 
academia? 

4) I'd like you to share with me any ways that being a foreign-bom faculty member may 
influence your work. I'm particularly interested in how culture may influence 
teaching, research, service and grants. I'd like to explore each of these one at a time. 

4.1 Is your teaching influenced by your cultural background? 
What experiences with teaching have you had that are related to your cultural 
background? 

More specifically, does this background influence 
(1) Content? 
Does your cultural background influence your classroom 
(2) Pedagogy? 
2.1 What are some cultural approaches that support your teaching? 

Does your cultural background influence 
(1) Assessment strategies you use? 
a) How might your student be impacted by having a foreign-bom professor? 
b) How do you learn about the expectation of your students for your class? 
c) Do you experience conflicts regarding those expectations? What are they? 
d) How do you adjust to your students' expectations? 

4.2 What have your most/least rewarding experiences been with your students? 

4.3 What are some other things related to teaching you would like to share? 
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4.4 What is your leadership philosophy? 
Does your cultural background influence your Leadership philosophy? In 
what way(s)? 

4.5 Is your research agenda and research itself influenced in anyway by your 
cultural background? 
a) Do your research interests take on more of an international perspective? 
Why (not)? What are the examples of few? 

4.6 Is your service to your institution and the leadership field nationally influenced in 
anyway by your cultural background? 
a) What experience have you had participating in diversity initiatives on 
campus? 
b) Would you describe your university as the one that values international 
perspective? Why (not)? 

4.7 What about your grant activities, are there any ways that your background impacts 
your efforts around grants? 

4.8 More specifically to the field of educational leadership, are there any ways 
that your cultural background may impact your work with colleagues in this area? 
a) What have your most rewarding experiences been with your colleagues? 
b) Do you feel respected/recognized/appreciated by the people you work with? By 
your students? Why (not)? 
c) Have you had any experiences when you had to disassociate yourself from 
your ethnicity and/or culture for your career? Why (not)? 

5) What other perspectives, experiences, and suggestions would you like to share that 
are related to the topic of our conversation? 
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