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The problem addressed by this study is the lack of
knowledge concerning the relationship between levels cof
intercultural sensitivity of principals and students in
both international high schools and American public high
schools. The purpose of the study was to discover if a
relationship exists between the level of intercultural
sensitivity of principals and their students. 1In addition
the study attempted to determine any significant
difference in the levels between the international
principals and students and the American public high
school principals and students.

The principal scores were ranked and their students
combined mean scores were ranked. A Spearman rank
correlation was calculated from the sets of rankings. It
was determined that there was a statistically significant
relationship between the score of the principal and the
score of their students at the alpha .05 level of
significance. A one-way analysis of variance was run on
the American high school students mean and the
international high school students mean. A critical F

value was calculated and the value fell in the critical

region thus confirming that there was a statistically



significant difference between the mean scores of
international high school students and American public
high school students at the alpha .05 level of
significance. A one-way analysis of variance was run on
the scores of international high school principals and
American public high school principals. A critical t
value was calculated and the t value was found in the
critical region thus confirmed the fact that there was a
statistically significant difference in the mean scores of
international high school principals and American public
school principals at the alpha .05 level of significance.
Further analysis was done by looking at the
difference in scores of the different groups of the
respondents on the eight sub-scales of the instrument.
Also, further analysis was done on the responses of the
respondents based on various independent variables

responded to by all principals and their students.
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CHAPTER I

INTRODUCTION

In this final decade of the twentieth century a
barrage of changes target citizens representing all social
strata of every continent. The traditional routines
governing all areas of daily existence are systematically
being challenged, modified, and, in some instances,
radically replaced. Never in history has communities had
to assimilate so much.

Change encompassing economic, political,
technological, and ecological procedures have exploded on
a seemingly unsuspecting world. Societies are struggling
to comprehend and to deal with the ensuing demands. 1In
particular, societies are looking to the structures of
public and private education to assist them in preparing
their citizens for the twenty-first century.

In the twenty-first century, schools in America and
around the world will work with children more aware of
other cultures than any previous generation. The world’s
population explosion, increased ability of human global
mobility, and the evolution of the information and
technology age have given humans the need for and the

ability to exchange information and to be informed of



international events instantaneously. Events around the
globe suddenly relate directly to "our world."

The world has become an international global
community. In the 1980s the phrase "international crisis"
was coined. During the 1980s and early 1990s our world
witnessed events that lend credence to the term
"jnternational crisis." cCherynobyl was an international
environmental crisis. The Wall Street crash was an
international financial crisis. Terrorism was an
international issue periodically elevating to crisis
levels. In the 1990s the Persian Gulf War was another
graphic example of internationalization. Not only did
nations unite globally against a common foe for the first
time through the vehicle of the United Nations, but also
citizens around the world witnessed global negotiations,
global support, and global media coverage of the events.
The growth of global interdependence, the erosion of
western dominance, and the decline of American hegemony
have all contributed to the international globalization of
our planet. Major and minor events all over the globe
will continue to influence our existence.

International business corporations influence many
of the decisions that affect our world today. The
globalization of business is a well-documented fact.

Currently we see national economies melting into regional



economic systems in Europe, the Pacific rim, and the
Americas. Wanniski (1979) states:
The world is not fragmented, but integrated,
which means that every economic event that

takes place someplace in the world is felt
virtually everywhere in the world. (p. 19)

and Reich (1989) reports:

America itself is ceasing to exist as a system of
production and exchange separate from the rest of
the world. One can no more meaningfully speak of
an "American economy" than of a "Delaware economy."

We are becoming but a region--albeit still a

relatively wealthy region--of a global econony,

whose technologies, savings, and investments move

effortlessly across borders. (p. 23)

The number of international businesses continues to
rise globally; the world market flourishes,
internationalism drives economies to compete, political
unification and social assimilation follow. Diverse
cultures, led by economic multinationalism, are meshing.

Moving into the twenty-first century, isolationism
will become increasingly difficult to practice. The
changes wrought in the last decade in Eastern Europe and
the ongoing convulsions of change in the Soviet Union
testify that governments must provide the opportunity for
people to have more than the basic goods for survival.
Citizens demand a voice in their destiny. Accomplishing

this requires involvement with the rest of the world

economically, politically, and socially.



Not only is the world becoming an international
community, but also American hegemonic econcmic dominaticn
is subsiding, and the American nation is becoming
increasingly diverse. After World War II America stood
unparalleled as the economic ruler of the world. The
European nations and Japan lay in ruin. However, as the
U.S. lent a hand in rebuilding these nations, it became
inevitable that some day they would grow to compete with
us economically in world markets. That day has arrived.
Americans can no longer dictate the world on their terms
by economic strength or intimidation. It will be
difficult for Americans, who by the very course of history
and self-survival were taught to be self-reliant and
autonomous, to become "others" conscious and team players.
Not only has America lost its economic hegemonic powers,
but it also is undergoing tremendous demographic changes.
The following statistics support the view of a changing
America towards an even greater cultural pluralistic
society.

The face of America is changing. Look into

her schools, classrooms, and work place.

Peer out into her small towns, large cities,

and rural communities. No longer is her

cultural portrait one with predominantly

Western-European features. Nowhere are the

demographic shifts better reflected than in

the nation’s public schools. From 1976 to

1986, white, non-Hispanic student enrollment

declined by nearly 13 percent while the

total minority enrollment increased by more
than 16 percent. By 2020, demographers



predict minorities will comprise nearly one-

third of the U.S. population and nearly half

of the school-age youth. (Steinberger,

1991, pp. 8-13)

American public schools have always been recognized
as second only to the family in giving children the care
and skills they need to relate to their fellow Americans.
Their task is growing increasingly difficult with the
increased diversity of the American school-age population.
Educators are being forced to face the reality of the
internationalization of our world and an increasingly
culturally pluralistic America.

During the entire decade of the eighties it was my
privilege to work with the international schools in East
Asia. International schools serve the multinational
business community, the international diplomatic
community, and the mission community. These schools, with
instruction in an English medium, reflect high levels of
ethnic and national diversity. Generally, they are
preparing their students for acceptance in Western
institutions of higher education. Historically, these
schools have been challenged to meet the needs of their
student body with their exceptionally high degree of
cultural diversity. I have chosen to include them in this
study because of their experience in dealing with high
levels of cultural diversity and intercultural

activities.



wEffective Schools Research" of Edmonds and
Lezzotte has demonstrated that schools make a difference
and that some schools are more effective than others; in
addition, the research shows that principals are an
important part of effective schools (Levine & Lezotte,
1990). One of the seven correlates of effective schools
research was the correlation of principals who were strong
instructional leaders with effective schools. Another
correlate was the correlation of positive home~school
relations with effective schools.

Effective schools research stressed the importance
of schools bringing communities together to focus on
shared purposes and values. The principal is the catalyst
to bring the community together; principals do impact
their schools. Leithwood (1989) writes:

Principals are effective in improving their

(schools) to the extent that they have a

well defined set of legitimate purposes as

well as the skill and the knowledge to use

even apparently unrelated opportunities to

move the school toward achieving those

purposes. Effective principals are, in this

sense, the glue holding the many different

parts of the school together in some

coherent framework; a significant part of

their role is to help others in the school

meaningfully interpret school life in terms

of such an overriding sense of purpose. (p.

76)

In view of the increasing cultural diversity of our

schools and the internationalization of our world,



intercultural sensitivity skills will be imperative for

the effective principal of an effective school.

ose

This study focuses on the levels of intercultural
sensitivity of principals in selected international
schools and American public schools and the relationship
they have with the level of the intercultural sensitivity
of their students.

The purpose of this study is to discover if a
relationship exists between the level of intercultural
sensitivity of principals and their students in both
international high schools and American public high
schools. In addition the study will attempt to determine
any significant difference in the levels between the
international principals and students and the American

public school principals and students.

Problem

The problem addressed by this study is the lack of
knowledge concerning the relationship between levels of
intercultural sensitivity of principals and students in
both international high schools and American public high

schools.



Conceptual Base

Although social scientists do not all agree on the
precise meaning of the term "culture," it is possible to
abstract from their writings a definition that represents
key elements on which many scholars would agree. When
Kroeber and Kluckhohn (1963) performed this task of
abstraction by analyzing over 100 authorities’ works, they
produced the following definition:

Culture consists of patterns, explicit and

implicit, of and for behavior acquired and

transmitted by symbols, constituting the
distinctive achievements of human groups,
including their embodiments in artifacts:;

the essential core of culture consists of

traditional (i.e., historically derived and

selected) ideas and especially their

attached values, cultural systems may on the

one hand be considered as products of

action, on the other as conditioning

elements of further action. (p. 137)

Intercultural sensitivity is the ability of one
person to understand a person from another culture using
skills that enable him/her to decipher the symbols used in
the other culture.

Schools in the twenty-first century will have to
foster a true appreciation for cultural diversity.
Successful schools will not only provide students an
appreciation for various cultures but also develop

students’ skills to accurately interpret culturally

significant symbols in cultures other than their own.



These schools will not only create productive national
citizens but also productive weorld citizens. This
fostering of intercultural sensitivity and development of
intercultural skills will be one of the paramount
distinctions of successful schools in the twenty-first
century.

"Effective schools research in the past two decades
has shown that the leadership ability of the successful
school principal is critical in school improvement"
(Purkey, 1983). The principal has the ability to help
create, establish, and sustain the necessary climate,
ethos or atmosphere for faculty and students to produce a
"community" which is the term used to define an effective
school’s climate. An effective school climate results
when parents, administrators, teachers and students agree
on a system of shared values and purposes for their
schools. In an increasingly multiethnic and multicultural
population it would seem logical to conclude that a
principal’s cultural sensitivity will be an important
variable in his/her ability to create community.

Gordon Cawelti, Executive Director for the
Association of Supervision and Curriculum Development,
defines cultural pluralism day to day in the school in
this practical way; (The School Administrator, April,
1991) ". . . first we have to help children understand

what it means to become part of a school. Ultimately, it
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is here where children will learn to make sense of
differences and where they will discover the common bonds
that hold us all together." Deal (1985), in reviewing
the symbolism of effective schools states, ". . .
understanding the symbols and culture of a school is a
prerequisite to making the school more effective." To
create an effective school the principal must consider the
cultural diversity of the school community to enable
him/her to understand, to communicate, and to focus the
various cultural groups on a system of shared values and
purposes. More importantly, it appears that students who
first understand and are accepted in the school culture
can then begin to deal with their own similarities and
differences and, as Cawelti (1991) states, "make sense of
differences and discover the common bonds that hold us all
together."

Minimally, intercultural sensitivity is one of the
dynamics of school climate and the principal will have a
significant impact in the development of that part of the
school’s climate.

Therefore, the identification and analysis of the
research and literature about intercultural sensitivity
will follow. Connections to school climate and culture
and the ability of the principal to have an impact on
school climate and culture will be studied. The

literature will be analyzed and synthesized; an attempt
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will be made to discover gaps in the research and to add
to the professicn’s kKnowledge base regarding the
relationship between the intercultural sensitivity level
of a principal and the level of intercultural sensitivity

of the students in a high school.

Hypotheses

In order to test the relationship of levels of
intercultural sensitivity skills the following null
hypotheses will be tested:

1. There is no statistically significant
relationship between the scores of inter-
cultural sensitivity levels of principals and
those of their students (at the alpha .05 level
of significance).

2. There is no statistically significant
difference between the mean scores of inter-
cultural sensitivity of American public high
school principals and the mean scores of
international high school principals (at the
alpha .05 level of significance).

3. There is no statistically significant
difference between the mean scores of inter-
cultural sensitivity of American public high

school students and the mean scores of
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international high school students (at the

alpha .05 level of significance).

ssumptions

There are several assumptions to this study:

1.

Certain attitudes and actions which enhance a
person’s ability to relate and communicate with
another culture more effectively.

There is an instrument which can measure inter-
cultural sensitivity.

The instrument can be administered validly to
varying age groups.

Administrators with high levels of inter-
cultural sensitivity have direct and indirect
impact on their student’s intercultural
sensitivity level.

Intercultural sensitivity is important for
school administrators and for students in
twenty-first century schools around the world.
Some principals have higher intercultural
sensitivity levels than other principals.

Some schools have students with higher inter-

cultural sensitivity levels than other schools.
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Significance of the Study

The awareness and mingling of different cultures
does not guarantee increased understanding; it might even
lead to a higher level of misunderstanding. In the
twenty-first century there will be an increasing need for
humans with intercultural aptitude or intercultural
sensitivity. People able to adapt and to work with people
from a culture different from their own will be able to
maximize their efforts in an increasingly intercultural
world. Those without the skills to adapt interculturally
will feel more and more isolated, frustrated, and
defensive. This could lead to greater misunderstanding
and lack of trust between peoples, nations, and regions of
the world, eventually threatening the globe with the
continuing plague of violence.

Multicultural schools will continue to be one of
the places in society where cultures are forced to come
into contact with one another. How these schools equip
students to deal with their cultural differences and build
on their universal commonalities will shape the world of
the future. If we can learn to be community while we learn
at school, we will have built a foundation of
relationships that will enable us to bring different
ethnic communities together, which could unite nations in

a truly global community. Failure, however, could lead to
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further misinterpretation of cultural symbols leading to
continued confrontaticn and the potential for threats and
violence.

The effective school principal will have to harness
the cultural diversity in his/her community and bring it
together, focusing on common values and purposes to create
an effective school climate and culture and in turn help
the students deal with their cultural differences and
commonalities. Those who are unable to create community
will find cultural diversity a point of division and
frustration within their schools leading to a
nonproductive learning environment.

My investigation into the literature has revealed
significant works in the area of intercultural orientation
and training but very little quantitative evaluation of
intercultural aptitude or intercultural sensitivity
skills. The effective schools research demonstrates that
the principal is directly related to school climate and
culture. It also implies that a student’s acceptance into
the school culture enables the him/her to deal with
his/her own cultural identity and differences. Therefore,
quantitative evaluation of the level of intercultural
sensitivity of principals and the level of intercultural
sensitivity of students and any existing relationship

appears to be needed in this field of study.
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Many men push through the darkness,
Carrying candles burning bright;
Each claims that his is the only,
Yet all use the same source of light.
(unknown, Asian author)

The following limitations have been placed on this

research study:

1. The study has been limited to a selected group
of International high schools and American
public high schools.

2. The accuracy of the results found in this study
are dependent upon the degree of objectivity
and honesty by individuals responding to the
instrument.

3. The perceived intercultural sensitivity levels
utilized in this study will be limited to those

measured by the instrument.
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CHAPTER II

REVIEW OF THE LITERATURE

Introduction

This chapter presents pertinent literature and
research which lend significance to my investigation of
the role of the principal in impacting school climate and
culture in a way that helps break down cultural barriers
for all students and enhances intercultural education.
This is by no means inclusive of every aspect of
multicultural or intercultural education, but focuses on
the principal’s role in impacting factors effecting the
education of all children under their domain of influence.
It will review the basic elements and history of the
effective school movement, specific correlates of the
effective school research addressing the principal’s role
and school climate and culture, and effective training
components and strategies for successful intercultural and
multicultural education.

The chapter has been divided into six subtitles:

(1) introduction; (2) effective schools: history and
development of research; (3) effective schools: principal
as instructional leader and school culture/climate; (4)

changing school climate and culture: effective components
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and strategies for improving multicultural education for
students; (5) effective intercultural communication,
orientation, and training and its history:; and (6)

summary.

Effective Schools: History and
Development of Research

For my purposes, the literature on school
effectiveness begins with the Coleman Report (1966).
Pupil cognitive gain became a measure of school
effectiveness only in very recent years, and Coleman was
instrumental in effecting that change (Greer, 1977; Katz,
1977). Until the twentieth century, public schools were
judged almost exclusively on the basis of their ability to
teach those behaviors and attitudes that prepared young
people for compliant participation in the work force.
More importantly, schools sorted young people into social,
interest, aptitude, and ability groups that were a virtual
mirror image of the stratified American social order
(Katz, 1977; Tyack, 1974).

Coleman’s (1966) summary remarks stated:

Schools bring little influence to bear on a

child’s achievement that is independent of his

background and general social context . . . this

very lack of an independent effect means that the

inequalities imposed on children by their home,

neighborhood and peer environment are carried

along to become the inequalities with which they
confront adult life at the end of school. For
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equality of educational opportunity must imply

a strong effect of schools that is independent

of the child’s immediate social environment, and

that strong independent effect is not present in

American schools. (p. 325)

The Search for Effective Schools project began by
answering the questions raised by the Coleman study and
others. Are there schools that are instructionally

effective for poor children? (Lezotte, Edmonds, & Ratner,

1974). In Search for Effective Schools: The

Identification and Analysis of City Schools that are
Instructionally Effective for Poor Children, Edmonds and

Frederiksen (1978) presented unusually persuasive evidence
to the thesis that all children are eminently educable,
and that the behavior of the school is critical in
determining the quality of that education. The research
findings were exciting news. Finally, there was
subjective information documenting schools that were
bringing academic success to all students regardless of
the barriers including cultural blockades. Over the years
that followed the research on unusually effective schools
found that certain characteristics, or frequently referred
to as "correlates," existed at these schools (Levine &
Lezzotte, 1995). These correlates included (1)'a school-
wide emphasis on basic skills and academic achievement,
(2) a system for monitoring and assessing pupil

performance that is tied to the school’s instructional
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objectives, (3) a safe and orderly environment, (4) a
consensus belief held by the adults that all children can
learn, (5) strong instructional leaders as principal, and
(6) a productive school climate and culture reflecting
shared values.

In particularly, the last three correlates

mentioned above appear effective in breaking down cultural

barriers for students.

Effective Schools: Principal as Instructional
Leader and School Culture

Principals, of course, have long been considered
central figures in the overall scheme of education because
of their functions as chief administrative officers at the
local level (McCurdy, 1983). David L. Clark and
associates reviewed 97 studies of urban school achievement
and drew these conclusions about principals: (1)
principals are crucial in determining school success, (2)
their influence is felt through the attitudes they breed
and the motivation they impart in creating a climate of
achievement, and (3) successful schools establish clear
goals and carry out staff development as a result of the
principal’s leadership (McCurdy, 1983).

"Effective schools have effective leaders . . . .

Such school leaders are usually described as

people who have high expectations for staff
and students, are knowledgeable in their jobs,
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and set the tone for their schools. (Reilly, 1980,

p. 40)

It is generally recognized that educational
improvement inevitably occurs at the local-school level
and that the quality of the principal’s leadership
substantially affects the success of the school (Lipham,
1981) . The leadership role of a principal in helping
teachers reach consensus on educational values and giving
them meaning in practice is essential (Lipham, Rankin, &
Hoeh, 1985). Although a few analysts have described
isolated examples wherein the major leadership at
unusually effective schools has been provided by someone
other than the principal, the large majority of studies
and examples identify the building principal as the most
critical leadership determinant of effectives (e.gq,
Clancy, 1982; Doll, 1969; Duckett, 1980; Glenn, 1981;
Sizemore 1983; Taylor, 1984; Teddlie, 1989; Weiss, 1984).
In order for all children to experience academic growth
and reach their potential the effective leader at an
effective school will build an inclusive community. The
instructional leadership will operate from the axiom of
the effective school correlate that all children can
learn. The leader will need to provide, through staff
development and a variety of experiences, skill building

exercises for teachers to increase their skills in
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communicating and motivating an increasingly diverse
student bcdy.

Knowledge of the characteristics of groups to

which students belong, about the importance of

each of these groups to them, and of the extent

to which individuals have been socialized within

each group will give the teacher important clues

to the students’ behavior. (Banks & Banks, 1995,

p- 545)

Richardson, Short, and Prickett (1993), in School
Principals and Change, suggest that the educational
administrator for the next century must be an individual
with a global perspective, and an appreciation of all
cultures, as well as be an effective leader. The National
Commission for the Principalship (Thomson, 1990), with a
jury of 50 experts on the principalship, identified four
major areas and 21 performance domains needed by
principals of the next decade. The four major areas were
functional, programmatic, interpersonal, and contextual.
The latter two are particularly pertinent to my study.

The interpersonal domain is used to illustrate the
significance of human relationships, motivation,
communication and sensitivity . . . (Thomson, 1990).
Motivation and effective interpersonal relationships are
necessary components of productive communication.

Effective communication is vital to the health and harmony

of the school community. The school and community must
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also be in contact through collaboration and mutual goals
(MCauley, 1990).

The world of ideas and the forces--external and
internal--on the school are reflected in the contextual
domain. The philosophical and cultural values of the
school community are areas that cannot be overlooked by
the effective leader (Thomson, 1990). School climate and
culture would be the effective school correlates addressed
by the principal in the contextual domain.

Sybouts and Wendell (1994) state,

The principal more than any other individual

is responsible for the climate in the building.

Climate will emerge from the personality and

behavior of a principal regardless of what that

person does or does not do. Consequently, the
building principal can consciously design the

kind of climate that will be found in an area,

or can let another climate emerge by default or

neglect. There will always be a building

climate. That the principal does not consciously

create a certain kind of climate does not mean

there will be no climate in the building. (p. 7)

School climate is the characterization of the
school’s culture. Sarason (1981) first coined the term
"school culture" in his now famous book, The Culture of
the School and the Problem of Change. Sarason suggested
that viewing the schools as cultures, i.e., containing a
multitude of overt regularities which are embedded in

covert assumptions, principles, and learning, is useful in

understanding the problems of school change (Sarason,
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1995). Deal and Peterson (1993) stated that within any
crganization there is an Yinner reality" or culture that
influences the way people interact, what they will and
will not do, and what they value as "right and rude"
(Little, 1982). The effective principal must understand
the Goffman (1959) concept of going "backstage." Despite
its pervasive nature, culture or inner reality is often
overlooked as a critical force by the leadership of
schools (Robbins & Alvy, 1995). Robbins and Alvy (1995)
believe that core beliefs and values are the heart of the
school culture. These core values and beliefs are
reflected throughout the institution. Norms are the
unwritten rules. Rituals are display of the core values
and draw attention to what is important. How the
organization manages and uses its time reflects the core
values. Informal stories transmit the culture informally
(Robbins & Alvy, 1995). Sergiovanni (1984) had this to
say about a school’s culture: "“Culture serves as a
compass setting to steer people in a common direction; it
provides a set of norms and defines what people should
accomplish and how; it provides a source of meaning and
significance for teachers, students, administrators, and
others as they work" (p. 10). Brubaker and Coble (1995)
suggest that the principal must deal with and understand
contradictions within the organization, "you must come to

terms with the sometimes contradictory nature of school
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management if you wish to remain effective. You must
decide which contradictions to celebrate and which
contradictions to reconcile" (p. 35). The challenge is to
bring both precision, artistry and passion to one’s work.

Alton (1994) suggests that the principal must be
the cultural leader. She uses the metaphor of a painting
and an artist,

This painting might be made up of a myriad of

little touches, seemingly meaningless, but which

taken together, form a sharp image of the school'’s

culture. (Firestone & Wilson, 1985, p. 9)

Alton goes on to state the cultural leader must
have a vision of this painting, taking personal
responsibility to develop a vivid image of what the school
is to be (Kottkamp, 1984). According to Sergiovanni
(1984), cultural leadership defines, strengthens, and
articulates values, beliefs, and cultural strands that
give a school its unique identity. The responsibility of
the principal as the cultural leader is to create
coherence between the school’s basic purpose and its
culture. Sergiovanni suggests the more understood,
accepted, and cohesive the school’s culture, the better
able the school is to move towards the ideals it holds and
goals that it wishes to pursue. Alton (1994) strongly
states that there is a research vacuum in the area of

school culture and the principal’s leadership role. She
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suggests researchers need to spend more time in schools
using ckservaticn, gualitative, and ethnographic
procedures to determine their impact on present school
cultures. Alton cites the work of Firestone and Wilson
(1985). They suggested that principals can influence
instruction by working through linkages that govern
teacher behavior. The two linkages they identified were
(1) bureaucratic and (2) cultural. They reported that
past research had attended only to the bureaucratic
linkages without analyzing the cultural linkages. They
suggested that a focus on cultural linkage identifies
three areas: (1) cultural content, (2) cultural
denotation, and (3) culture and the principal. The first
area answers the question of what are the task definitions
and commitments desirable for successful instruction? The
second area answers the question of what forms, symbols,
or stories carry the desired content? The third area asks
the question of how and to what extent can the principal
influence the school’s culture? Firestone and Wilson
(1985) suggest there are three things principals can do.
First, principals can help manage the flow of stories and
other information in their schools. Spreading stories is
a positive approach to shaping a school’s culture.
Secondly, the principal can create and manipulate symbols
and rituals. Thirdly, the principal can be an active

communicator of the culture. Firestone and Wilson also
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suggest one further measure. Principals must have high
energy levels and considerable self-censcicusness tc
influence the cultures of their schools. They generally
spend long hours at their work. It appears that even
though research on effective schools has proven that
schools can be organized to improve instruction and that
principals have a key role to play, still schools are
loosely linked organizations. It would seem imperative
that the effective principal pay attention to the cultural
linkage within the organization to help bring everyone to

the table.

Changing School Climate and Culture: Effective
Components and Strategies for Improving

Multicultural Education

Cordeiro, Reagan, and Martinez (1994) state,

Given the presence of cultural diversity in

any particular society, there are a number of

different ways in which the society can choose

to address such diversity. (pp. 7-8)

Because cultural diversity exists in a school does
not at all guarantee that a climate of cultural pluralism
prevails. Educators historically viewed individuals from
cultural backgrounds other than that of the dominant

society in two ways: from a deficit perspective and from

a difference perspective. The deficit view of cultural
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difference is that differences from the cultural norm are
deficits that must be overcome. The deficit thecry has
been widely repudiated by most educators today. The
difference theory merely notes the presence of cultural
differences and such differences are simply that -
differences, about which no comparative value judgments
are appropriate. This does not mean that by adopting
cultural pluralism we must tolerate all values, behaviors,
and norms. Sonia Nieto (1992) has argued,

It should be stressed that above and beyond

all cultures there are human and civil rights

that need to be valued and maintained by all

people. These rights guarantee that all

human beings are treated with dignity, respect,

and equality. Sometimes the values and

behaviors of a group so seriously challenge

these values that we are faced with a dilemma:

to reject it or to affirm the diversity it

represents. If the values we as human beings

hold most dear are ultimately based on

extending rights rather then negating themn,

we must decide on the side of those more

universal values. (p. 279)

Multiculturalism is the most common way in which
the ideology or philosophy of cultural pluralism is put
into practice in education. Banks (1995) calls for
restructuring the culture and organization of the school
to empower school culture so that students of color and
low-income will experience educational equality and

cultural empowerment (Cummings, 1986). Some variables he

recommends to be examined include: (1) grouping practices
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(Braddock, 1990; Oakes, 1985), (2) labeling practices
(Mercer, 1989), the social climate of the schecel, and
staff expectations for student achievement (Brookover,
Bready, Flood, Schweitzer, & Wisenbaker, 1979).

Stedman (1987) reviewed information on unusually
effective schools with high proportions of low achievers
and concluded:

that most of these schools exemplified

"ethnic and cultural pluralism" in the

sense that their faculties were committed

to "breaking down" institutional and

community barriers to equality, emphasized

the use of multiethnic materials, and/or

displayed a great deal of sensitivity to

linguistic minorities. (p. 219)

Oother unusually effective schools that appeared to
emphasize these or other aspects of multicultural
instruction are describe in Comer (1980) and Sizemore
(1983). Bamburg and Andrews (1987) found that teachers in
more effective schools ranked the goal of developing
“strong multicultural understanding among staff and
students" higher than did faculty at less effective
schools.

The educational administrator for the next century
must be an individual with a global perspective and an
appreciation of all cultures, as well as be an effective

leader (Richardson, Short, & Pritchett, 1993). The

effective principal must be able to understand the complex
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school culture and become the master artist who allows the
artisans to paint their picture but weaves tha small

details into a grand masterpiece.

Intercultural Communication, Orientation

and Training

The International Schools in my study are not only
schools with their own school cultures and diverse
populations, but they also exist as a minority institution
within a host culture. Therefore they have had to pay
careful attention to the matters of intercultural
communication, orientation, and training. However,
Brislin and Yoshida (1994, pp. 4, 5) give a list of
various target audiences requesting intercultural
communication training well beyond just the international

school audience.

(1) International students who work toward degrees
in countries other than their own (Mabe, 1989;
Miller, 1989).

(2) Adolescents who spend a significant amount of
time living with a family in another culture
(Cushner, 1989).

(3) The Peace Corps, consisting of volunteers who
are assigned to work on various community projects
in other countries (Barnes, 1985).

(4) Health care workers, including counselors,
physicians, and nurses who deal with a
multicultural clientele (Berry, Kessler, Fodor, &
Wato, 1983; Day, 1990; Heath, Neimeyer, & Pedersen,
1988; Kristal, Pennock, Foote, & Trygstad, 1983;
Lefley, 1984).
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(5) Social workers working with clients from
cultural backgrounds other than their own (Jones,
1283; Mcntalve, Lasater, & Valdez, 1882).

(6) Refugees, especially from Southeast Asia,
seeking help in their adjustment to cultural
differences in education, medical care, housing,
and social services (Center for Applied
Linguistics, 1982; Redick & Wood, 1982; Williams,
1985).

(7) Technical assistant advisers, usually from
highly industrialized nations, assigned to project
development in less industrialized countries
(Bussom, Elsaid, Schermerhorn, & Wilson, 1984).

(8) Overseas business people and international
traders seeking joint agreements and sales of
products and services (Aranda, 1986; Bogorya, 1985;
Inman, 1985; Rippert-Davila, 1985).

(9) Elementary school children having difficulties
interacting with age peers from other cultures.
(Bergsgaard & Larsonn, 1984; Esquivel & Keitel,
1990).

(10) School counselors and other school personnel
in multicultural communities (Carey, Reinart, &
Fontes, 1990; Gonzalez, 1985; Lauglin, 1984; Webb,
1990).

(11) Job seekers in the United States who have
limited English language proficiency (Buchanan,
1990).

(12) Native Americans seeking job counseling in
their search for employment outside the
reservations (McShane, 1987; Runion & Gregory,
1984) .

(13) White Australians living in rural areas and
interacting frequently with Aboriginal Australians
(Davidson, Hansford, & Moriarty, 1983).

(14) Tourists seeking out intercultural
understanding as part of their vacations (Fisher &
Price, 1991).

(15) Personnel officers in large organizations
seeking programs for managers who deal with
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subordinates of the other gender (Berryman-Fink
& Fink, 1985).

(16) Diplomats, or others representing their
governments, assigned to other countries
(Marquardt & Hempstead, 1983).

Although individuals have been helping others
prepare for intercultural interactions for centuries,
cross-cultural training known today as intercultural
training, as a field of professional activity in the
United States is still relatively new. Many trace the
birth of intercultural training in the United States to
the establishment of the Foreign Service Institute in 1946
(Leeds-Hurwitz, 1990). The field emerged as in the
context of postwar era when the United States was a leader
in rebuilding and reestablishing international bonds.
Diplomats, technical assistance workers, and corporate
perscnnel discovered that they were often unprepared for
the challenges of living and working overseas. As Leeds-
Hurwitz (1990) recounts, the U.S. government responded to
this need by establishing the Foreign Service Institute
(FSI) and by staffing it with several notable
anthropologists and linguists, such as Edward T. Hall,
George Trager, and Ray L. Birdwhistell. These scholars
offered a new type of training program that went beyond
the existing emphasis on language training. They focused

on helping the trainees become aware of and adapt to
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cultural variations in the verbal and nonverbal aspects of
interaction (Bhagat & Landis, 15%6).

The field of intercultural training continued to
flourish through the 1950s and 1960s into the era of the
civil rights movement, the U.S. Peace Corps, and the
Vietnam War. During this period, even though there was
great need for domestic training in the United States,
those calling themselves intercultural trainers continued
to work primarily on international rather than domestic
programs. During the 1960s, Peace Corp trainers conducted
programs for thousands of trainees and experimented with a
variety of intercultural training models. The dominant
training model during the 1960s was the so-called
"yniversity model," which emphasized a cognitive-centered,
lecture-dominated, information-transfer pedagogy. As
Hoopes (1979) recounts, "They sat trainees down in
classrooms and presented information to them about the
target country and culture" (pp. 3-4) (Bhagat & Landis,
1996) .

In the 1970’s intercultural training gained in
respectability and credibility as graduate programs began
to spring up from conceptual foundations of the body of
knowledge. In 1974, the Society for Intercultural
Education, Training, and Research (SIETAR) was formed
expressly for the purpose of legitimating and promoting

the field of intercultural training. Again, albeit there
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were domestic racial crisis and some trainers worked
domestically, many more continued on international
training. Much of the training was based on the human
relations sensitivity model (Hoopes, 1979). This
experiential, participatory model was a total contrast to
the cognitive university model. The new approach,
however, lacked conceptual framework. Instead, trainees
were thrown into confrontational situations with little or
no conceptual guidance (Bhagat & Landis, 1996).

During the 1980s the field continued to grow. The
eighties so SIETAR being expanded into SIETAR
International with worldwide affiliates. The 1980s also
witness the phenomenon of the globalization of the economy
and the increasing diversity of the U.S. workforce.
Throughout this period, the knowledge base continued to
grow and approaches to training became more sophisticated.
(Brislin, 1986; Gudykunst & Hammer, 1983; Landis &
Brislin, 1983; Martin, 1986; Paige, 1986).

Most trainers stressed the integration of theory
and practice. The dominant model was the integrated or
alternative learning model, which uses experiential as
well as cognitive learning approaches (Bhagat & Landis,
1996) .

Currently, the issues of domestic multicultural or
intercultural relations have taken center stage. The

current training model continues to be an integrated and
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comprehensive one (Bennett & Bennett, 1994; Brisllin &
Yoshida, 1994; Gechenour, 1993; Pusch, 1994).

Intercultural training programs can be found at all
levels of a country’s educational system (Brislin &
Yoshida, 1994). The type of student program that first
comes to mind when "intercultural" training is mentioned
is probably the "foreign exchange" program or the "study
abroad" program in another country. Cushner, however,
presents a set of ideas and methods, based on his
extensive work with adolescents, that maintain student
attention and prepare them for successful experiences
(Cushner, 1989). Pedersen, based on extensive personal
experience, presents materials useful in working with
international students pursuing college degrees at both
the undergraduate and graduate levels. In an effort to
integrate the concerns of intercultural training into
other parts of an educational system, Cushner has prepared
another module for elementary and secondary school
teachers who find themselves working with culturally
diverse populations. Goodman makes suggestions for
introducing ideas concerning cultural diversity into the
university curriculum.

Bhawuk (1990), Brislin and Pedersen (1976), Brislin
and Yoshida (1994), and Landis and Brislin (1983) all
suggest there is a four-part criterion to consider when

assessing successful intercultural adjustment.
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They are: (1) good personal adjustment - marked by
feelings of contentment and well-being; {2} goccd
interpersonal relations with the host -~ marked by respect
for people in the other culture; (3) task effectiveness
or the completion of one’s work goals in another culture;
and (4) no greater stress or experience of culture shock
than would occur in the home culture when moving into a
similar role.

Black and Mendenhall’s (1990) intercultural
training aims, referred to by Richard Mead (1994),
somewhat mirror the above mentioned intercultural training
assessment criteria. They listed three related outcomes:
(1) information about the other culture, including values
within the other culture and how the culture is reflected
in significant historical, political, and economic data;
(2) how to adjust to the other culture which included
developing nonevaluative attitudes towards the culture and
develop a capacity for weighing the significance of
culture against other factors in explaining behaviors; and
(3) factors relating to job-performance within the culture
which included how the culture affects attitudes toward
work, how the culture influences formal interactions, and
how the culture influences relations between

organizations.
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Brislin and Yoshida (1994) suggest that good
intercultural training programs must include (a) the
necessity of establishing good interpersonal relations
with people, and (b) communicating effectively in the
presence of cultural differences that can interfere with
good relations. Brislin and Yoshida (1994) go on to
define more directly four areas that should be addressed:
(1) awareness, (2) knowledge, (3) emotions (includes
attitudes), and (4) skills (involving visible behaviors).

Many people about to interact interculturally are
unaware that there is a major influence on behavior
summarized by the word "culture." People are generally
socialized in a culture without much conscious awareness
of the fact. Brislin and Yoshida (1994) suggest then that
training must introduce an awareness that there is a major
influence called culture, that it has major effects on
people’s lives, and that different behaviors are
considered culturally appropriate in different parts of
the world.

They also suggest that specific knowledge necessary
for survival most be addressed. They define four areas of
knowledge: (1) immediate concerns ~ questions about
simple survival, i.e. passports, shopping, housing, etc.;
(2) area-specific knowledge -~ this would include specific
topics such as history, sociology, geography, politics,

and economics; (3) culture-general knowledge - certain
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common phenomena in all cultures and cultural adjustment
are discussed. Included in the general knowledge area by
Brislin & Yoshida (1994) are people’s intense feelings,
anxiety, disconfirmed expectations, belonging, ambigquity,
and confrontation with one’s own prejudice. The last area
of knowledge; and (4) culture-specific knowledge -~
customs, etiquettes, and rules that are specific to the
culture. Brislin & Yoshida (1994) list eight themes that
fall under this category: (1) work; (2) time and space:
(3) language; (4) roles; (5) importance of the group and
the importance of the individual; (6) rituals and
superstitions; (7) hierarchies; and (8) values.

Furthermore, training should include the
recognition of understanding the reaction of emotions with
intercultural interaction. Intercultural encounters cause
people to experience emotional arousal. If not dealt with
properly this can lead to an unhealthy stress level.
Brislin and Yoshida (1994) suggest that stages of
emotional arousal include (1) denial, (2) defense, (3)
minimization, (4) acceptance, (5) adaptation, and (6)
integration. Brislin and Yoshida suggest that TCKs, a
term introduced by Useem (1973), are a good way to
understand the integration stage. TCKs or third-culture
kids are young adults who grew up in another culture and

now are not totally apart of their home or host culture
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but operate comfortably in both. Many of the students
included in my research in the international schools would
identify themselves as "TCKs" or third-culture kids.

Lastly, Brislin and Yoshia conclude that specific
skills or learned behaviors must be taught and caught.
Culturally appropriate behaviors must be identified and
practiced in successful training sessions.

Brislin and Cushner (1996) suggest certain modules
that should be included in successful training. These
include: (1) cognitive training; (2) behavior
modification; (3) experiential training; (4) cultural
self-awareness assessment; and (5) attribution training.
In the latter the trainee learns to recognize certain
scenarios and appropriately attribute certain behaviors to
culture and other behaviors to other factors. The use of
100 critical incidents formed from the experience recorded
by different expatriates in cross-cultural encounters is
the foundation for Intercultural Interactions: A Practical
Guide (Brislin, Cushner, Cherrie, and Yong, 1986), which
demonstrates the experiential nature of training
recommended by most professional trainers. Brislin and
Cushner suggest that there is no one ideal module for
training, but rather a combination of all the modules
reviewed above should be used.

Sikkema and Niyekawa (1987) in their book, Design

for Cross—Cultural Learning, purport an even more
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experiential method. They reason that the most effective
training is total experiential training. They believe
that trainees, given minimum culture-specific instruction
and training, will search and find out for themselves such
things as customs in greeting, etc. . . . The authors
limit cultural knowledge and training and place the
trainees in intercultural settings and believe that the
exercise of building sensible patterns out of initial
ambiguities will move the trainee not only toward
biculturality but also in the direction of
multiculturality. Sikkema and Niyekawa (1987) believe
that "culture-shock" is an essential ingredient of culture
learning; while they admit it can be damaging to the
individual if he is so unprepared to find the shock
traumatic, it can, in smaller doses, be an effective
instrument of learning in that it appears to shake the
individual out of his fixed cultural frame of mind. Peter
Adler (1972) also recognizes this process of using

culture-shock as a part of intercultural training.

Summary

A review of the research of "Effective Schools"
lends conclusive evidence to the fact that certain schools
meet diverse student needs more effectively than other
schools. There appears to be a compelling body of

evidence that there certain commonly occurring
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characteristics among those effective school communities.
One of the commen characteristics is a principal whe is a
strong instructional leader. A leader who through his
instructional leadership has impact on every area of the
school. The effective instructional leader most
dramatically impacts the area of school culture and
climate. The effective principal helps the school focus
upon and around an agreed upon agenda and takes care to be
aware that the school culture is nurtured and attended to.
It is obvious that nationally recognized researchers
acknowledge the deficit in information regarding the
relationship between the principal and the creation and
changing of school culture. It is clear that effective
schools have developed school culture’s that are inclusive
for all learners. This focus must be a part of an
effective school to gain "buy in" from all members of the
school community. The effective school leader in the
1990’s will have to work with more cultural diverse
communities more than ever before.

Multicultural, intercultural, cross-cultural
sensitivity is not natural. call it what you may, it is
not part of our primate past, nor has it characterized
most of human history. Intercultural contact usually has
been accompanied by bloodshed, oppression, or genocide.
Education and training in intercultural communication is

an approach to changing our "natural" behavior. With the
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concepts and skills developed in this field, we ask
learners toc transcend traditional ethnocentrism and to
explore new relationships across cultural boundaries
(Bennett, 1993). This attempt at change should not be
taken lightly and should be handled with the greatest
possible care. Intercultural education is inherently
transformative. It is preparing learners for a major
transition in their lives and it is, in fact, a part of
that transition.

A review of the training materials and components
found significant correlation between the eight scales of
W. J. Reddin’s (1975) culture Shock Inventory, the
instrument used in my research. A review of the history
and content of intercultural training provided significant
referencing around all eight areas: ethnocentrism,
experience, cognitive flex, behavioral flex, cultural
knowledge-specific, cultural knowledge-general, cultural
behavior-general, and interpersonal sensitivity.

It appears that there is not a significant amount
of communication between those researchers in the area of
intercultural training who deal with international and
domestic training and those who classify themselves as
multiculturalist and deal generally with domestic training
groups. Gurus such as Richard Brislin in the
"intercultural" arena and James Banks in the

"multicultural" arena do not even cross-reference one



another in their writings. It would seem logical that
increased dialogue, coordination of efforts, and jocint

ventures would be productive and efficient.

42
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CHAPTER III

METHODOLOGY

Introduction

This research study was designed to determine the
relationship between the intercultural sensitivity level
of high school principals and their students in both
selected International high schools and North American
public high schools. It is also designed to determine
differences between the scores of principals and students
in International high schools and principals and students
in North American public high schools. The methodology
consisted of: (a) a review of the literature which
concentrates on the nature of intercultural sensitivity,
developing or increasing intercultural aptitude or skills,
the relationship between principals and their students,
and the ability of the principal to influence school
climate, school culture, and student behavior. The latter
two will concentrate particularly on the Effective Schools
Research; (b) administering an instrument measuring inter-
cultural sensitivity aptitude in high school principals
and their students to determine if a relationship exists;
and (c) examining any differences in scores on the

instrument between high school principals and students in
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International schools and their counterparts in North

Carolina public schools.

Specifically stated the three null hypotheses

tested were:

1.

There is no statistically significant
relationship between the scores of
intercultural sensitivity levels of principals
and those of their students (at the alpha .05
level of significance).

There is no statistically significant
difference between the grand mean scores of
intercultural sensitivity of principals in the
selected International high schools and those
of principals in American public high schools
(at the alpha .05 level of significance).
There is no statistically significant
difference between the grand mean scores of
intercultural sensitivity of students in
selected International high schools and those
of students in selected American public high
schools (at the alpha .05 level of
significance).

The study will also include an analysis of

demographic data relative to each principal’s age, gender,

ethnic origin, nationality, length of service at the

school, acquisition of second language, cross-cultural
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experiences, and involvement in implementation of
multicultural curriculum. Alsc included is an analysis of
demographic data relative to each student’s age, gender,
ethnic origin, nationality, grade level, acquisition of
second language, cross-cultural experiences, and awareness

of multicultural curriculum in the school.

Population

I selected the population of International schools
from the EARCOS group of schools. EARCOS is an acronym for
East Asia Regional Council of Overseas Schools. I was
personally a member of this council for ten years along
with the school I worked at in Malaysia (1979-1989). I
did not have funding to do a global random sample of
international schools but I did have finances available to
make a trip to Asia. The following schools responded
positively to an invitation to participate in the project
and to host a visit by me to administer the instrument to
their simple random sample of their students:

JAPAN

American School in Japan, Tokyo
Christian Academy of Japan, Tokyo

KOREA
Seoul Foreign School, Seoul

Seoul International School, Seocul
Taejon Christian International School, Taejon
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HONG KONG
International Christian School, Hong Kong
California Internaticnal Schecl, Hong Kong
Christian Alliance School, Hong Kong

INDONESIA
Jakarta International School, Jakarta

MALAYSIA
Dalat School, Penang

International School of Kuala Lumpur, Kuala
Lumpur
International School of Penang, Penang

HILIPPINES
Brent School, Baguio City

Faith Academy, Manila
International School, Manila
Brent International School, Manila

THAILAND
International School of Bangkok, Bangkok
Ruamrudee International School, Bangkok

The selection of high schools in North America was
limited to North Carolina public high schools in Guilford
and Rockingham counties due to cooperation and financial
considerations. The following schools participated in the

study:

GU (o) COUNT
Andrews High School
Dudley High School
Eastern Guilford High School
High Point Central High School
Northeast Guilford High School
Northwest Guilford High School
Page High School
Ragsdale High School
Smith High School
Southeast Guilford High School
Southern Guilford High School
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Southwest Guilford High School
Western Guilford High School

ROCKINGHAM COUNTY
Morehead High School

Reidsville High School

The instrument was administered to all the high
school principals and to an appropriate nonstratified
random sample of students from each grade level in each of
the 15 North Carolina Public high schools and 18 East Asia
International high schools. Clear directions as to how to
obtain a random sampling of students were sent to each
school’s principal. All schools reported that they had
followed the directions carefully. This should have
avoided any stratification of data. Each principal was
given a copy of the Krejcie and Morgan table for
determining sample size from group size (population) where
N = total group size and § = recommended sample size.
Sample sizes were selected from the chart for 95%
confidence level (Krejcie & Morgan, p. 608) (Exhibit).
The total group size sampled was 5,034 respondents. This
included 15 North American principals, 18 International
School principals, 2,793 American public high school

students, and 2,208 international high school students.
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Description of the Research Instrument

The Culture Shock Inventory (CSI) (2nd ed., 1981),
developed by Reddin (1975), was selected as the research
instrument for this study (Appendix A). Organizational
Tests, Ltd., Fredrickton, New Brunswick, Canada, has
granted permission to use the CSI in this research
(Exhibit).

The CSI consists of a booklet with 80 items, which
reflect eight scales, with ten items per scale. The
scales are described as follows:

Lack of Western Ethnocentrism: measures the degree
to which the respondent recognizes that a Western system
of values may fail to apply in all cultural settings.

erience: reflects the degree to which the
respondent has had direct experience with members of other
cultures. Such experiences may have been gained through
overseas work or travel but also includes exposure to
other cultures through sojourners in one’s own culture and
through study of other cultures and languages.

Cognitive Flex: measures openness to new ideas and
the willingness to accept such ideas,

Behavioral Flex: measures the willingness to try
new activities and behaviors and to change past patterns

of behavior.
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Cultural Knowledge-Specific: measures knowledge
and understanding of various cultural patterns in specific
cultures, it represents a variety of locations, but within
a given culture requires rather specific information.

Cultural Knowledge-General: measures the degree of
one’s awareness of various beliefs and understanding of
institutions in other cultures and includes items that are
not specifically tied to any other culture or location.

Cultural Behavior-General: measures one’s
understanding of the patterns of behavior encountered in
other cultures, with items reflecting general behavior
patterns rather than being tied to any specific culture.

Interpersonal Sensitivity: measures a respondent’s
awareness of verbal and nonverbal human behavior.

The CSI required approximately 30 minutes for the slowest
examinees.

According to the manual, the CSI was developed for
use in four specific applications: (1) to be a training
tool for individuals who will experience an intercultural
setting, (2) to evaluate training used with such
individuals, (3) to be a potential counseling and
appraisal aid, and (4) to be used in a wide variety of
research settings. Philip G. Benson states in his
instrument review, "in general, research seems an

especially promising use of the CSI" (American

Psychological Test Directory, 1990).
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Michael J. Mitchell adjusted the CSI producing a
four-point likert scale., It is this version of the CSI
that was used in this study. The CSI has been used in
dissertation studies by: Judy Belter, University of
Cincinnati, 1992; Svjetlana Madzar, University of
Minnesota, 1991; Michael Mitchell, University of
Wisconsin, 1993; Sherri Slike, University of Colorado (in
process); and Elizabeth Solezio, University of Alabama,

1989.

Validity and Reliability of the

Research Instrument

Validity and reliability data for the instrument,
when using the scales provided with the original
instrument, are provided in the manual. Norms for the
scales are presented from 648 "managers" and give five
levels. Each category represents 20% of the respondents.
Test~retest data are given for 107 first- and second-level
managers in a government agency. The time interval
between the administrations was two months, and
correlations ranged from .57 to .86, with a median
correlation of .75. Validity information is primarily
presented as group comparisons for each of the CSI scales.
In total, 94 group comparisons are defined and tested; the
bases for grouping are quite variable (e.g., job type,

birth order, years in present company, age, supervision
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given, and educational variables). Of 94 comparisons
across eight scales (i.e., 752 total comparisons), 175
mean comparisons were significant (approximately 23%).

The second type of validity information is found in a
correlation matrix indicating relationships among scale
scores based on a sample of 408 examinees. Correlations
range from -.01 to .41 in the table. The median
correlation in the table is a value of .155. Benson
states, "Overall, it is encouraging that all scale
intercorrelations are below the test-retest reliabilities
of the scales. In general, reliability coefficients
vastly exceed scale intercorrelations, supporting the
possibility of discriminant validity. In general, the CSI
possesses sufficient face validity and test-retest

reliability to warrant further research" (American

Psychological Test Directory, 1990).

Treatment of Data

I began by finding grand index scores (a grand mean
for every principal on item numbers 1-80) for the
principal and the grand index students’ scores in each
school in the study. Each school is a unit with a
principal grand index score and a student grand index
score. I ranked the principals’ scores and the student

school grand index scores.
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I then used the Spearman Rank Correlation
procedures as presented in Hopkins and Glass (1984).
After finding the rank correlation I put that into the
null hypothesis formula to the test my first null
hypothesis.
I then examined the statistical t value in light of

critical £ values from the t table. I was then able to
determine if there was a significant positive or negative
correlation between ranks of principal grand index scores
and the grand index scores of their students.

In order to test the second and third hypotheses, I
would need to find the grand index scores for principals
in International high schools u(l), principals in American
public high schools u(2), students in International high
schools u(3), and students in American public high schools
u(4).

I ran a one-way ANOVA on between the student
groups which gave me an F ratio. With the F ratio a could
then determine if the difference between means was
significant at the .05 level. I ran a one-tailed and two-
tail t test with the principals’ scores. With the t
values I could determine-if the difference between the
means was significant at the point .05 level with a one-
tailed and two-tailed test. With the above two different

critical values I could reach a decision on the two

hypotheses individually.
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CHAPTER IV

PRESENTATION AND ANALYSIS OF DATA

Introductio

This chapter presents the results of the surveys
conducted on randomly selected students and their
principals from selected International high schools in
East Asia and American public high schools in North
Carolina. The survey was employed in an attempt to answer
the three major null hypotheses, to explain variance in
the score through analyzing student and principal
responses by the subscale scores on the instrument, and
explain variance in the scores of students and the impact
of the principal on their students’ scores by examining
the results through certain independent variables.

The three hypotheses were:

1. There is no statistically significant
relationship between the levels of
intercultural sensitivity of principals and
those of their students.

2. There is no statistically significant
difference between the levels of intercultural
sensitivity of American public high school

principals and the levels of intercultural
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sensitivity of international high school
principals.

3. There is no statistically significant
difference between the levels of intercultural
sensitivity of American public high school
students and the levels of intercultural
sensitivity in international high school
students.

After discussions with the research committee about
some of the independent variables that might theoretically
impact on student and teacher intercultural sensitivity
levels a group of variables for principals and students
was determined. The independent variables that students
were requested to respond to were: gender, grade-level,
multilingualism, awareness and perception of multicultural
education program at their school, perception of the
involvement of the principal in the multicultural
education program at their school, level of academic work,
and ethnicity/race. The principals were asked to respond
to questions about the following independent variables:
gender, age, multilingualism, degree of geographic living
experience (lack of isolationism), length of stay in
present position, degree of undergraduate experience
outside of home state, undergraduate major, perception of
the vitality of the multicultural education program at

their school, evaluation of their involvement in
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multicultural education program at their school,
perception of their school climate, and ethnicity/race.

The above variables were chosen to look at both
demographic differences, experiential differences, and
perceptions of school’s multicultural program and the
principal’s involvement in the program.

The subscales in the instrument were: cognitive
flexibility, behavioral flexibility, interpersonal
sensitivity, lack of western ethnocentrism, experience,
cultural knowledge-general, cultural knowledge-specific,
and cultural behavior-general.

The chapter will be divided into the following four
sections: introduction and data analysis strategies,
presentation of data relating directly to the three major
research questions, presentation of data relating to
instrument subscales, and presentation of data relating to
various independent variables.

The survey scan sheets were coded in a manner to
afforded the opportunity to differentiate between student
responses and principal responses, international school
responses and North American school responses, and
individual school responses. No individual student
identity code was used. The first 80 items were
designated for responses to the 80-item Culture Shock
Inventory. The student instrument was designed so that

numbers 81 through 87 were specific demographic questions.
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The principals instrument placed demographic questions at
guesticns 20 through 98. The principals did not ansver
questions 81 through 89.

The scan sheets were scanned using the "ScanLink"
software program. The data were then downloaded into the
"Excel" database manipulating software package. The
"Excel" software put the data into an "“access file,"
which allowed the researcher to use "Windows version of
SPSS" for the statistical analysis. Five-thousand and
thirty-four (5034) participant responded to the Culture
Shock Inventory. 1In discussions with the research
comnittee it was decided to eliminate any respondent’s
data who had failed to provide an answer for ten or more
questions. This represented a failure to respond to 12.5%
or more of the survey questions. It was believed that too
many missing responses would make the data more difficult
to interpret by creating possible bias and a lack of
comparability. As a result, there were 587 or 11.6% of
respondents who fell into this category and thus their
partial responses were not calculated and included in the
statistically data.

The instrument was designed with the following
responses: (1) strongly disagree, (2) disagree, (3)
strongly agree, and (4) strongly agree. The instrument is
designed to reflect greater intercultural sensitivity the

higher the score of the respondent.
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Testing of Three Major Hypotheses

The first task was to compute a summary mean score
for the entire group of respondents. The mean was
computed by computing an average score on the 80-item
surveys versus just tabulating a total of points
accumulated by each respondent and comparing those totals.
Table 1 shows the results of the computation of the
summary scale score. The mean score was 2.608 with a
standard deviation of .253. The median was 2.613, the
minimum 1.0, the maximum 4.0, and the mode 2.5. The
highest score recorded was a 4.0 and the lowest was 1.0.
The general results demonstrated that the levels of
intercultural sensitivity were skewed positively from the
2.5 normal midpoint. Both the mean of 2.608 and the
median of 2.613 lend evidence to this picture of positive

kurtosis.

Table 1
Descriptive Statistics for all Respondents

to Summative Scaled Survey

MEAN 2.608 MEDIAN 2.613 MODE 2.5000
SD .253 MINIMUM 1.000 MAXIMUM 4.000
VALID MISSING

CASES 4447 CASES 587
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A summative mean score for students on the 80-item
instrument for all students at esach schoocl was calculated
and then the individual summative student mean scores were
ranked from highest to lowest. Table 2 gives the
individual statistics for each school’s student scores.
“I" prior to the rank number indicates "International" and

"A" prior to the rank number indicates "American" school.

Table 2
Rank Order of Schools by Students’

Summary Scale Scores

Rank Mean SD Median Mode

I-1 2.866 .207 2.831 2.738
I-2 2.805 .217 2.799 2.550
I-3 2.772 .238 2.767 3.000
I-4 2.770 .184 2.743 2.563
I-5 2.745 .204 2.763 2.738
I-6 2.726 .208 2.709 2.675
I-7 2.721 .156 2.726 2.636
I-8 2.698 .168 2.696 2.588
I-9 2.689 .223 2.696 2.713
I-10 2.689 . 196 2.656 2.550
I-11 2.683 .252 2.704 2.575
I-12 2.675 .172 2.663 2.738
I-13 2.671 .163 2.675 2.663
I-14 2.667 .214 2.652 2.550
I-15 2.638 .153 2.663 2.575
A-1l6 2.605 .175 2.600 2.513
I-17 2.598 .216 2.622 2.538
I-18 2.598 .222 2.616 2.663
A-19 2.583 .281 2.588 2.463
A-20 2.579 .265 2.560 2.450
A-21 2.566 .232 2.575 2.500
A-22 2.554 .214 2.544 2.500
A-23 2.549 .262 2.584 2.463

I-24 2.548 -409 2.608 2.600
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Table 2 (continued)

Rank Mean SD Median Mode
A-25 2.545 .214 2.550 2.500
A-26 2.533 .248 2.525 2.500
A=-27 2.515 .225 2.500 2.400
A-28 2.514 .176 2.541 2.575
A-29 2.506 . 297 2.550 2.463
A-30 2.500 .314 2.544 2.544
A-31 2.495 .313 2.506 2.388
A-32 2.490 .219 2.488 2.363
A-33 2.484 .249 2.500 2.488

International School one (I-1) had a mean score of
2.866 which was the highest score. American school 33 (A-
33) had a mean score of 2.484 which was the lowest school
student mean score for all 33 schools. An overview of the
table reveals that the 15 highest scores were from the
International schools’ student population and nine lowest
were from the American schools’ student population. The
International schools’ student scores ranged from 2.548 to
2.866. The American schools student scores ranged from
2.484 to 2.605. Table 2 begins to reveal that the
International student scores are consistently higher than
the American student scores. However, the range from
2.484 to 2.866 is still not an extremely large. It does

demonstrate consistently that international students were



60

scoring at higher intercultural sensitivity levels than

their counterparts in North American public high schools.

The next task was to rank the individual

principal’s summary score on the 80-item instrument.

Table 3 presents the principal data from each school in

rank fashion. The symbol of "I" prior to the rank

designates an International school principal and "A"

indicates an American school principal.

Table 3

Principals Ranked by Individual Scaled Scores

Rank Mean Rank Mean

I-1 3.2125 A-17 2.667

I-2 3.0875 I-18 2.650

I-3 3.0750 I-19 2.6375
I-4 3.0253 I-20 2.6026
I-5 3.0125 A-21 2.6000
I-6 2.9615 I-22 2.5875
I-7 2.9500 A-23 2.5385
I-8 2.9211 A-24 2.5190
I-9 2.8750 A-25 2.4875
I-10 2.7625 A-26 2.4875
A-11 2.75 A-27 2.4250
A-12 2.7250 A-28 2.4125
I-13 2.7000 A-29 2.3500
I-14 2.6835 A-30 2.3418
I-15 2.6750 A-31 2.2625
I-16 2.6750 A-32 2.2625

In Table 3 International principal one (I-1l) had a

mean summary scaled score of 3.2125 which was the highest
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individual principal scaled score. In comparison,
American principal 31 (A-31) and 32 (A-32) have a 2.2625
mean summary scaled score. This range from 3.2125 to
2.2625 is much larger than the range found between the
summary scaled scores of students in their schools. The
ten highest principal scores were from the International
schools and the ten lowest principal scores were from the
American schools principal group. The International
principals’ scores ranged from 2.5875 to 3.125. The
American principals’ scores ranged from 2.2625 to 2.7500.
Already we begin to see revealed a relationship between
the principals and their students. American students and
principals tended to score low and international
principals and their students scored higher.

Next a table was constructed to show a rank
comparison so the “Spearman" rank correlation coefficient
could be derived. This presentation and calculation is
presented in Table 4.

The "X" in the table represents the individual
school’s student rank scores and the "Y" represents the
principal’s rank score. One international principal did
not respond in time for the research, therefore, his
school was dropped. The two smallest student population
schools (international) were dropped to give an equal

amount of 15 International schools and 15 American schools
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and keep the "N" at the preferred 30 for the Spearman Rank
Correlation comparison. The remcval cf
these scores did not have any impact on the outcome of the

correlation or conclusions.

Table 4

Spearman Rank Correlation Comparison

""" Rank ny" Rank Difference
School Student Principal Difference Squared
1-Intl. 1 12 -11 121
2-Intl. 2 17 -15 225
3-Intl. 3 14.5 -11.5 132.25
4-Intl. 4 8 - 4 16
5-Intl. 5 4 1 1
6-Intl. 6 20 -14 196
7-Intl. 7 1 6 36
8-Intl. 8.5 9 .5 .25
9-Intl. 8.5 3 5.5 30.25
10-Intl. 10 2 8 64
11-Intl. 11 18 -7 49
12-Intl. 12 S 7 49
13-Amer. 13 10 3 9
14-Intl. 14.5 14.5 0 0
15-Intl. 14.5 6 8.5 72.25
l6-Amer. 16 7 9 81
17-Amer. 17 19 - 2 4
18-Amer. 18 29 -11 121
19-Amer. 19 22 -3 9
20~-Amer. 20 25 -5 25
21-Intl. 21 13 8 64
22-Amer. 22 27 -5 25
23-Anmer. 23 21 - 2 4
24-Amer. 24 30 - 6 36
25-Amer. 25 16 9 81
26-Amer. 26 23.5 2.5 6.25
27-Anmer. 27 23.5 3.5 12.25
28-Amer. 28 11 17 289
29-Amer. 29 26 3 9
30-Amer. 30 28 2 4
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From the data presented in Table 4 a sum of the
squared differences was derived. The sum of the sguared
differences in ranks was 1771.5. The data were treated by
placing the data into a Spearman rank correlation formula
(Ranks = 1-6 times the sum of squared differences over n
[30] times n [30] squared minus one [1]). The formula
yields a Spearman Rank critical value of .601462317. When
this is compared on the Critical Values Chart for the
Spearman’s Ranks Correlation Coefficient (Glass & Hopkins,
1984, p. 550) the correlation is found significant at all
levels. The alpha .05 level would require a number
greater than .305, obviously the critical value .601462317
is greater and indicates a strong correlation. In fact
the correlation is significant at the even more demanding
level of alpha .005 where the required critical value
number must at least be .478. again Our Spearman rank
critical value of .601462317 at this demanding
level of correlation again indicates an extremely strong
correlation.

Therefore, the first null hypothesis, that there
would be no statistically significant relationship between
the levels of sensitivity of principals and the levels of
sensitivity of their students is rejected. The critical
value is larger than the required value from the Spearman
Rank critical value table and falls in the critical value

region. There is a significant correlation between the
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rank scores of the principals sampled with the Culture
Sheck Inventery and the sampling of their students’ scores
on the Culture Shock Inventory. Schools with low student
scores tended to have principals with low scores and
schools with high student score tended to have principals
with high scores. This, as mentioned earlier, tended to
find the American principals and students at the low end
and the international principals and students at the high
end.

In order to answer the second null hypothesis which
states that there is no statistically significant
difference between the mean scores of intercultural
sensitivity of American public high school principals and
the mean scores of international high school principals
(at the alpha .05 level of significance) a critical t test
value was derived for equality of means. Table 5 presents
the significant data from the t test run for independent
samples of the means of American high school principals
and International high school principals. The t test was
the more appropriate statistically process instead of an F
ratio because of the small size of the principal sample

group.
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Table 5
Difference in American and Internaticnal

Principals’ Scores on Culture Shock Inventory

Variable Cases Mean SD £t Value

American
Principal 15 2.5166 .189 -4.57

International
PrinCipal 17 2.8337 .201

D < ,9991
df = 30

The critical t value of -4.57 is statistically
significant well beyond the alpha .05 level of
significance. Therefore, the second null hypothesis which
states that there is no statistically significant
difference between the mean scores of intercultural
sensitivity of American public high school principals and
the mean scores of international high school principals at
the alpha .05 level of significance is rejected. There is
a statistically significant difference between their mean
scores. The mean score of 2.8337 for International high
school principals indicates a greater amount of
intercultural sensitivity in comparison to their American

counterparts with a mean score of 2.5166. It appears that

the International school principals are more likely to be
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sensitive to intercultural issues than their American
cocunterparts.

The third null hypothesis stated that there is no
statistically significant difference between the mean
scores of intercultural sensitivity of American public
high school students and the mean scores of international
high school students (at the alpha .05 level of
significance). A one-way analysis of variance was run and

Table 6a presents that data.

Table 6a
Difference in Mean Scores of American Students
and International Students on the Culture

Shock Inventory

Sum of

Squares

Between Mean F
Group Count Mean SD /Within Squares Ratio
Amer. 2446 2.5358 .2500 27.929 27.929 482.60
Intl. 2001 2.6951 .2285 257.239 .0579

Total 4447 2.6075 .2533

p < .001
df = 1,4445

The data presented show a significant F ratio
critical value. The F critical value is significant well

beyond the alpha .05 level of significance level set,
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therefore, the null hypothesis that there is no
statistically significant difference between the mean
scores of intercultural sensitivity of American public
high school students and the mean scores of International
high school students is rejected. There is a
statistically significant difference between the mean
scores of the American students and the international
students on the Culture Shock Inventory. Table 6a
confirms the statement earlier that even though the range
was not that large between the American students and the
international students the difference was significant.

A overview of certain key data gathered in
answering hypotheses two and three can be seen in Table

6b.

Table 6b
Comparison of Mean Scales Scores of Students

and Principals by School Type

International American Difference
Principal 2.8337 2.5166 .3171
Student 2.6951 2.5358 «1593

Difference .1386 ~,0192
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The greatest difference in means is found between
the principal group scores. International principals had
the highest level of intercultural sensitivity. 1In
comparison, American school principals had the lowest
level of intercultural sensitivity. Reading down the
table we see that their scores were -.0192 lower than
their student scores. This table indicates significant
differences in all the means but particularly denotes the
difference in principals means is much greater than the
difference in student means and the American school
principals score lower than their students in contrast
with the International school principals who score higher

than their students.

Explaining Differences in Culture
Shock_Inventory Responses

Subscale Differences

In order to explain some of the variance in the
summary scores revealed two areas were investigated. The
instrument’s subscale scores produced by respondents was
investigated. Also, various demographic data on the
respondents were employed. In this section we will look at
the analysis of responses on the different subscales.

A one-way analysis of variance was run on the
student mean scores in the eight individual subscales of

the Culture Shock Inventory. Table 7 shows the pertinent
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statistical data from the one-way analysis of variance of
the student means on all eight of the subscales. Table 8
provides the subscale statistics for the American and
International high school students ranked from the highest
to lowest scores. Table 9 provides the eight subscales
scores ranked from highest to lowest in difference between
American and International principals’ mean scores on the

subscales.

Table 7
Summary of Analysis of Variance of Eight

Subscale Student Mean Scores

Amer Mean
or &

Subscale Intl Diff. DF F Ratio

Interpersonal Amer 2.850

Sensitivity Intl 2.965 4848 88.222°
Diff .115
Anmer 2.105

Experience Intl 2.778 4888 2442.9"
Diff .673

Cultural Knowledge- Anmer 2.741

General Intl 2.639 4773 96.200°
Diff .102

Cognitive Amer 2.561

Flexibility Intl 2.696 4874 155.55"
Diff .135

Cultural Amer 2.574

Behavior- Intl 2.667 4761 80.956"

General Diff .093
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Table 7 (continued)

Amer Mean
or &
Subscale Intl Diff. DF F Ratio
Behavioral Amer 2.716
Flexibility Intl 2.782 4864 36.880°
Diff .066
Western Anmer 2.428
Ethnocentrism Intl 2.505 4779 50.771°
Diff 077
Cultural Amer 2.424
Knowledge- Intl 2.427 4279 .0804
Specific Diff .003 not sig

®p < .0001

Table 7 indicates that there was a statistically
significant difference between mean scores of American
high school students and their International high school
counterparts on seven of the eight subscales. Only on the
subscale Cultural Knowledge-Specific was the mean
difference statistically insignificant.

Table 8 shows the rank order of American high
school student respondents by the instrument subscales.
American high school student scores were highest in the
subscale of interpersonal scale of experience with a score

of 2.105.
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Ranked American and International Student Subscale

Mean Scores and Ranked Differences in Mean
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Diff

us us Intl Intl in Rank
Subscale Rank Mean Rank Mean Means Diff
Experience 8 2.105 2 2.778 1 .673
Cognitive
Flexibility 5 2.561 4 2.696 2 .135
Interpersonal
Sensitivity 1 2.850 1 2.965 3 .115
Cultural
Knowledge-
General 2 2.741 6 2.639 4 .102
Cultural
Behavior-
General 4 2.574 5 2.667 5 .093
Western
Ethnocentrism 6 2.428 7 2.505 6 .077
Behavioral
Flexibility 3 2.716 3 2.782 7 .066
Cultural
Knowledge-
Specific 7 2.424 8 2.427 8 .003

Table 8 shows the rank order of International high

school students mean scores on the instrument’s eight

subscales. The International high school students’ scores

ranged from the high of 2.965 on the subscale of
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interpersonal sensitivity to a low of 2.427 on the
subscale of cultural Knowledge-specific.

Table 8 displays in rank order the differences
between the means of the American high school students and
the international high school students on the different
subscales. The difference was most extreme in the
subscale of experience. The American high school students
have had much less exposure to other cultures than their
counterparts in the International schools. Both groups
struggled with the cultural knowledge~specific subscale.
This also was the subscale which showed the least
difference in score; an almost unnoticeable .003
difference.

From this table we see that in every subscale the
International students scored higher than the American
students. The subscale of experience explained the
greatest amount of variance in scores. The subscales of
cognitive flexibility, interpersonal skills, and cultural
knowledge in general also exhibited some variance.
However, the students scored almost amazingly the same
score in the cultural knowledge-specific subscale. The
international student appears to be better equipped in
dealing with intercultural interaction in general, but is
no more knowledgeable about specific cultural information

than their counterparts in North America.
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The principal scores were examined by subscales and
scores were compared between the American public school
principals and the International school principals. Table
9 presents the statistics for all the principals by
subscales. A t test critical value was found for the
difference between the principal means on each of the
subscales. Those subscales whose critical values fell in
the critical regions deeming them significant at the alpha
.05 level of significance are presented first, followed by

those whose differences were found insignificant.

Table 9
Summary of Analysis of Variance on the Principals’

Mean Subscale Scores

Amer Mean
or & Critical
Subscale Intl Diff t Value
Amer 2.317
Western Ethnocentrism Intl 2.703 -2.93°
Diff .386
Amer 2.280
Experience Intl 3.111 -6.60°
Diff .831
Amer 2.802
Interpersonal Sensitivity Intl 3.107 -2.54*
Diff .305
Amer 2.660
Cultural Knowledge-General Intl 2.878 -2.25°

Diff .218
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Table 9 (continued)

Amer Mean
or & Critical
Subscale Intl Diff t value
Amer 2.564
Cultural Behavior-General Intl 2.780 -2.04"
Diff .216
Amer 2.496
Cultural Knowledge-Specific Intl 2.604 - .87
Diff .108 not sig
Amer 2.433
Cognitive Flexibility Intl 2.593 -1.44
Diff .160 not sig
Amer 2.600
Behavioral Flexibility Intl 2.797 -1.69
Diff .197 not sig

p < .05

A review of the previous three tables reveals that
there were five subscales were the critical value fell in
the critical region at the alpha .05 level of significance
or better. Those statistically significant differences in
mean scores of principals were found in subscales: western
ethnocentrism, experience, interpersonal sensitivity,
cultural knowledge-general, and cultural behavior-general.
The subscales of behavior flexibility, cultural knowledge-
specific, and cognitive flexibility did not demonstrate a
statistically significant difference in the mean scores

between the American public high school principals and the
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International high school principals. The American high
school principals’ scores ranged from a 2.802 in the
interpersonal sensitivity subscale to 2.280 in the
subscale of experience. The International high school
principals score highest in the subscale of experience
with a 3.111 and lowest in the subscale of cognitive
flexibility with a 2.593. The difference between
principal means was greatest in the subscale experience
with a .831 difference. The subscale cultural knowledge-
specific demonstrated the least difference between
principal means with a difference of .108.

The American students and principals ranked their
first four highest subscales in the same order;
interpersonal sensitivity, cultural knowledge-general,
behavioral flexibility, and cultural behavior-general.
However, the principals’ scores were lower than their
students in all those areas. The subscale experience was
the low subscale score for American principals and their
students. The American student score was lower than their
principal scores in this subscale area. In general, the
American students’ and principals’ scores were similar in
each of the subscale areas. Interestingly, the American
principals were generally were lower per subscale and for
the entire instrument in comparison to their students’

scores.
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The International principals and students had a
much greater difference in their ranked sccres. The
international principals were highest in experience while
their students ranked highest in interpersonal
sensitivity. The international principals ranked lowest
in cognitive flexibility while their students ranked
lowest in cultural knowledge specific. The international
principals scored higher than their students in every
area. '

Throughout the instrument and the subscales the
highest scoring group consistently were the international
high school principals and the lowest scoring group were
the North American principals. Undoubtedly some of the
variance in the difference in means and the correlation of
principal perception and behaviors and student perception
and behaviors can be understood more clearly after looking
at the subscales scores, however, a further look into
various demographic, behavior, and perception responses
must also be considered in attempting to understand the
variances and correlation. A review of the scores by
analyzing them through these independent variables now

follows.
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Explaining Differences in Culture
Shock Tnventorv Responses

Student Backgrounds and Perceptions

The research thus far has uncovered differences in
scores between American public high school students and
International high school students on the Culture Shock
Inventory and differences between the scores of American
public high school principals and International high
school principals. In both instances the American
population scored significantly lower than the
international population. We have also look at those
differences through the eight different subscales. We now
want to review the differences through various student
characteristics, backgrounds, and perceptions. We will
also examine students’ responses through the filter of
their principals’ characteristics, backgrounds, and
perceptions to see if there are significant differences.
We will pay particularly close attention to those factors
of principal’s behavior that seem to make the greatest
difference in student outcomes.

The student questions related to gender, grade
level, multilingualism, perception of school’s
multicultural education program, perception of principal’s

involvement in school’s multicultural education program,
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highest academic course work, and student’s ethnic/racial
category.

The students’ responses were analyzed by a one-way
analysis after separating them into two different groups;
the American public high school student responses and the
International high school student responses. We began by
reviewing the result of the analysis of variance in the
American high school students. We are looking at the
variance in their score by demographic identity in taken
from the grand indexed mean score of all students. The
grand mean index score is the dependent variable in this

analysis. Table 10 presents this data.

Table 10
Analysis of Variance on Culture Shock Scale Scores
of American Students Analyzed by Student

Characteristics and Perceptions

Mean for
Various
Question and Responses Responses F Ratio
Gender
Male 2.5156 15.022*

Female 2.5564
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Mean for
Various
Question and Responses Responses F Ratio
Grade level
9th 2.5095
10th 2.5253 6.8674"
11th 2.5629
12th 2.5609
Multilingualism
speaks 1 language 2.5297
speaks 2 languages 2.5607 2.3156
speaks 3 languages 2.5230 not sig
speaks 4 languages
Multicultural school program
none existent 2.5025
not comprehensive 2.5389 7.2690°
somewhat compelling 2.5624
excellent 2.5297
Principal involved in school
multicultural program
not aware 2.4630
aware not involved 2.5330 21.8758
involved somewhat 2.5783
actively involved 2.5431
Academic course level
Standard 2.4420
College Prep 2.5123 26.065°
Honors 2.5683
AP/IB 2.5797
Racial/Ethnic category
European-American 2.5490
African/African-American 2.4985 5.2234°
Asian/Asian-American 2.5641
Latin American 2.5612
Other 2.5312

% < .05
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The data from Table 10 show statistically
significance in the difference between scores in each of
the independent variables except the variable of
multilingualism. In that particular variable however,
there is a striking difference between monolingual
students at 2.5297 and bilingual speakers at 2.5607. The
cases of those students fluent in three or four languages
was extremely limited and their scores were less than the
bilingual students.

Females were somewhat more sensitive the males as
the females scored 2.5156 and the males scored 2.5564. A
trend appears to exist with the older the student the more
interculturally sensitive, ninth graders scored the lowest
at 2.5095 and eleventh graders scored the highest at
2.5629. The responses to the student perception questions
were very interesting. The students’ perception of the
school’s multicultural education program and their
perception of their principals’ awareness and involvement
in the school’s program were significant. In both cases
the lowest scoring students were the student who were
unaware of their school’s program (2.5025) and perceived
their principal as unaware and uninvolved in their
school’s program (2.4630). The students who scored the
highest thought their school’s program was somewhat
comprehensive and compelling (2.5624) and their principal

was aware and somewhat involved in their program (2.5783).
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The responses also demonstrated a consistent rise in
scores the mcre advanced the student’s academic work.
Students whose highest academic course was at standard
level scored 2.4420 while students who were taking either
Advanced Placement (AP) or International Baccalaureate
(IB) courses scored highest at 2.5797. Ethnic/racial
differences were discovered as well with the Asian-
Americans scoring highest at 2.5641 which was
significantly higher than the lowest scoring African-
American group at 2.4985.

In general, the American students were more
sensitive if they were female, upperclassmen, bilingual,
felt their school had an active multicultural program,
felt their principal was involved in that program, were
taking higher level academic courses, and were Asian-
American. In general the lowest scoring students were
males, ninth graders, monolingual, were unaware of their
school’s multicultural program, were unaware of their
principal’s involvement in the program, taking standard
courses, and were African-American.

The International student responses were also
analyzed by their responses to the various independent
variables. The one-way analysis of their responses are

presented in Table 11.
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Analysis of Variance on Culture Shock Scaled

Scores of International Students Analyzed by

Student Characteristics and Perceptions
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Mean for
Various

Question and Responses Responses F Ratio
Gender

Male 2.6846 3.4662

Female 2.7040 not sig
Grade level

9th 2.6840

10th 2.6781 7.77042

11th 2.6855

12th 2.7426
Multilingualism

speaks 1 language 2.6814

speaks 2 languages 2.6901 3.77592

speaks 3 languages 2.7324

speaks 4 languages 2.7026
Multicultural school program

none existent 2.6139

not comprehensive 2.6730 18.569%

somewhat compelling 2.7106

excellent 2.7456
Principal involved in school
multicultural program

not aware 2.6287

aware not involved 2.6796 10.177*

involved somewhat 2.7089

actively involved 2.7199
Academic course level

Standard 2.6840

College Prep 2.6835 3.6363°

Honors 2.6924

AP/IB 2.7229
Racial/Ethnic category

European-American 2.7339

African/African-American 2.6322

Asian/Asian-American 2.6788 6.2411°

Latin American 2.6770

Other 2.6980

8p < .05
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The data from Table 11 reveal similar results exist
with International students as with American students.
However, there were some exceptions. Unlike American
students the gender status was statistically significant
in explaining scale score differences of international
high school students.

Two of the variables, multilingualism and grade
level were not as compelling significant with smaller F
ratios. However, on both of these variables the trend was
clear that students who were fluent in more than one
language scored higher than monolingual students and the
older the student the more interculturally sensitive with
ninth graders scoring the lowest at 2.6840 and twelfth
graders scoring the highest at 2.7426.

The students’ perception of the school’s
multicultural education program and their perception of
their principals’ awareness and involvement in the
school’s program were powerful. In both cases the lowest
scoring students were the students who were unaware of
their school’s program (2.6139) and perceived their
principal as unaware and uninvolved in their school’s
program (2.6287). The students who scored the highest
thought their school’s program was extremely comprehensive
and compelling (2.7456) and their principal was aware and
actively involved in their program (2.7199). A consistent

rise in scores was evident again the more advanced the
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student’s academic work, except between standard and
caollege preparatory. The case number for ccllege prep in
this group was extremely small. Students whose highest
academic course was at standard level scored 2.6840 while
students who were taking either Advanced Placement (AP) or
International Baccalaureate (IB) courses scored highest at
2.7229. The European-Americans scored highest at 2.7339
which was significantly higher than the lowest scoring
African/African-American group at 2.6322 and even the
Asian/Asian-American group at 2.6788.

In general, the International students were more
sensitive if they were upperclassmen, multilingual, felt
their school had an active multicultural program, felt
their principal was involved in that program, were taking
higher level academic courses, and were European-American.
In general the lowest scoring students were ninth graders,
monolingual, were unaware of their school’s multicultural
program, were unaware of their principal’s involvement in
the program, taking standard or college preparatory
courses, and were African-American.

In looking at the two student groups there are many
similarities in their scores. 1In this study most striking
were the low scores of students who perceived no organized
multicultural education program in their school and the
principal unaware of any multicultural education program

in the school. Students consistently scored higher the



older they were and the more advanced their coursework.
The African/african-american ethnic group consistently
scored the lowest. Perhaps this is an expression of
suppressed anger seen in this ethnic group in other

studies.

e ces i t

Shock Inventory Responses

Principals’ Backgrounds, Perceptions

and Roles on Students’ Scores

Earlier tables and data in this project have
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revealed a correlation between the scores of students and

their principals. We know there is a relationship and we

know the principal is a key player in the shaping of

school climate from research presented and documented in

Chapter twvo.

As a result it would appear to be helpful to look

at principals’ characteristics and their perceptions of

their role in the multicultural program and school climate

at their school and analyze them with their student scale

scores to see if it could explain some of the variance in

student scaled scores.

The principals also were asked to answer a
different set of demographic questions including gender,
age, multilingualism, experiences outside home state,

length of stay as principal at school, location of
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undergraduate education experience, undergraduate degree,
perception of school’s multicultural program, perception
of their involvement in school’s program, perception of
school’s climate towards diversity, and ethnic/racial
category.

Each principal had their students summary mean
grand index score assigned to him/her. The analysis of
variance was done on the differences in the students’
scores as seen throuéh the principals’ responses to the
various independent variables. Table 12 presents the

results of that analysis.

Table 12
Analysis of Variance on Grand Index Scores
of Students Analyzed by Principals’ Responses

on Independent Variables

Mean for
Various
Question and Responses Responses F Ratio
Gender
Male 2.6075 1.294
Female 2.6524 not sig
Age
over 30 2.5330
30-40 2.6248 .2650
40-50 2.6236 not sig
over 50 2.6340
Multilingualism
speaks 1 language 2.6208
speaks 2 languages 2.6227 .2572
speaks 3 languages 2.6980 not sig

speaks 4 languages 0
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Mean for
Various
Question and Responses Responses F Ratio
Lived at least one year
in another state
yes 2.6603
no 2.5390 13.370*
Length of stay at their
present school
less than 2 yrs 2.6057
2-4 yrs 2.6356 .2474
5~10 yrs 2.6216 not sig
more than 10 yrs 0
Undergraduate education experience
same state as HS 2.6409
same state as HS and work 2.5187 4.2821°
different from HS 2.5665
different from HS and College 2.6851
Undergraduate degree area
Social Studies 2.6485
Mathematics 2.6006 .6615
Science 2.7210 not sig
English 2.7450
Foreign Language 2.6890
Schools multicultural program is
nonexistent 2.5650
inadequate 2.5799 6.644"°
adequate and improving 2.7113
comprehensive 2.7305
Principal’s involvement in
multicultural program
highly involved 2.6790
involved 2.6131 .8911
aware but uninvolved 2.6037 not sig
not involved or aware 2.5875
School climate toward diversity
celebrates and embraces 2.6689
tolerant 2.5955 2.684
struggles with 2.5650 not sig
not aware of 2.5000
Racial/ethnic category
European/European-American 2.6569
African/African-American 2.5395 6.2200°

Asian/Asian-American
Latin American

% < .05
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A review of Table 12 reveals seven demographic
variabhles where the difference in the student means
revealed by their principal’s answer to the independent
variable were not statistically significant. However,
even with these variables that were not statistically
significant there is a pattern of students scoring lower
at one end and higher at the other end. With the
principal’s gender was significant. Just like their
students the principals’ reflected that female principals’
student scores (2.6524) were more sensitive than the male
principals’ student scores (2.6075). Age and was not
statistically significant, however, a pattern could
clearly be seen with the younger principals’ student
scores being lower (2.5330) and the older principals’
scores being higher (2.6340). This also followed the same
pattern as students with the immature ninth graders
scoring lower than the more mature and experienced twelfth
graders. Question #92 asked for information regarding the
multiple lingual ability of the principals. Again a
similar pattern existed displaying lower students scores
for monolingual principals (2.6208) versus multilingual
principal student scores at (2.6980). A pattern was also
evident in length of stay of the principal. The students
of principals who had been at their schools less than two
years scored lower than those who had been at their

schools longer than two years. Students whose principals
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majored in mathematics scored lowest, while those whose
principals majored in English scored highest surprising
above the social studies majors who should have had more
undergraduate exposure to intercultural training and
awareness.

The responses were deemed statistically
significant, and a pattern was established. Those with
the least variety of experiences, their undergraduate
education was completed in the same state they went to
high school and they are working, were lowest. In
contrast the students of principals who did their
undergraduate work in a different state from the one they
went to high school and where they are currently working
scored the highest. Question #93 was also statistically
significant. It ask if the principal had lived in another
state. Those who answered yes had students who scored
significantly higher (2.6605) than those who answered no
(2.5390). Question #97 was statistically significant.
This variable ask the principal to assess the status of
their school’s multicultural program. The students of
principals who thought there program was nonexistent score
lowest at 2.5650, followed by the students of principals
who considered their multicultural program inadequate at
2.5799. The principals who thought there program to be
adequate had student scores of 2.7113. Those principals

who thought their multicultural program was comprehensive
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and compelling had student scores of 2.7305. A
significant difference is represented from the ncnexistent
program scores of 2.5650 to the comprehensive and
compelling program scores of 2.7113. The principals were
asked about their involvement with the multicultural
program. The pattern was clear with principals who were
unaware of their school’s multicultural program having the
lowest scoring students and principals actively involved
in their school’s multicultural program having the highest
scoring students. The principals were asked for their
perception of their school’s climate in regards to
diversity. The principals who were unaware of their
school climate regarding diversity had the lowest scoring
students at 2.5000. The principals who responded that
their school climate celebrated and embraced diversity had
the highest scoring students at 2.6689. The last question
ask the principals to identify their racial/ethnic group.
The results were statistically significant with the
European/European-~-American principals students scoring
higher than the African/African-American group scoring the
lowest. Again the principals’ responses were very hear a
mirror of student responses.

From the above descriptions we can see clearly that
principals who have had living experiences in more than
one state, educational experiences outside their home

state, have in place comprehensive and compelling
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multicultural programs, and have established a school
climate that celebrates and embraces diversity seem to
have student bodys who are more interculturally sensitive.
Principals who have lived in only one state, went to high
school and college in the same state they are working, are
not aware of their school’s multicultural education
program, and are not aware of their school’s climate in
regards to diversity seem to have student bodys who are
much less interculturally sensitive. It also appears that
students are more sensitive where the principal is
actively involved in the school’s multicultural
educational program in contrast to schools where the
principal is not involved or aware of the school’s

multicultural program.
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CHAPTER V

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

Summary

In the twenty-first century it will be important
that students are educated in an interculturally sensitive
way. It is, therefore, important that we look at schools
and principals who appear to be making their school
climates and students interculturally sensitive.

This research study compared the intercultural
sensitivity levels in International high school students
and their principals with North Carolina (American) high
school students and their principals. The research
employed over 5,000 respondents participating from 33
different high schools in eight different countries with
students from over 70 nations. To test the three
hypotheses, surveys were given in 18 international high
schools in East Asia and in 15 public high schools in
North Carolina, USA. The survey was administered
carefully to an appropriate size random sampling of each
school’s student population and to the principal of each
school. The total student and principal group surveyed
total more than 5,000 respondents. The data were gathered

from principals and students in the EARCOS (East Asia
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Regional Council of Overseas Schools) schools of East Asia
and frcm all the high schools of Guilford County, North
carolina, except the high school (Grimsley High School) at
which the researcher was principal. Data were also
gathered from two high schools in Rockingham County, North
Carolina.

This research tested three major null hypotheses.
The null hypotheses were:

1. There is no statistically significant
relationship between the scores of
intercultural sensitivity levels of principals
and those of their students.

2. There is no statistically significant
difference between the mean scores of
intercultural sensitivity of American public
high school principals and the mean scores of
international high school principals.

3. There is no statistically significant
differencebetween the mean scores of
intercultural sensitivity of American public
high school students and the mean scores of
international high school students.

All three major null hypotheses were rejected.
There was found a statistically significant relationship
between the scores of principals and their students.

There was a statistically significant difference between
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the scores of International principals and the North
American principals. There was a statistically
significant difference between the scores of international
students and the North American public high school
students.

The intercultural sensitivity and three hypotheses
were measured by using the Culture Shock Inventory
(Reddin, 1981, 2nd ed., 1975). In addition, demographic
information questions and perception questions were
attached to the instrument at the end. Students responded
to demographic questions 80 through 87. The Culture Shock
Instrument consists of eight sub-scales which were
examined and analyzed both in the review of literature to
support their connection, appropriateness, and relevance
with intercultural awareness and training and also looked
at the student and principal responses to explain
correlation of scores and variance in scores. The eight
subscale areas were: lack of western ethnocentrisn,
experience, interpersonal sensitivity, cognitive
flexibility, behavioral flexibility, cultural knowledge-
general, cultural knowledge-specific, and cultural
behavior-general. The research examined responses through
the subgroups consisting of International/American and
student/principal.

Also, in attempt to better understand the

correlation of scores and the variance in responses,
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certain independent variables were employed on the
students and principals including gender, age,
bilingualism, ethnicity, length of stay at school, and
educational background, perceptions of schools’
multicultural education program, perceptions of
principals’ involvement in schools’ multicultural
education program, and principals’ assessment of schools’
climate in regards to diversity.

The student and principal responses were analyzed
by using appropriate statistical measures including the
Spearman Rank Correlation procedure for testing
correlation of rank scores, finding critical t test values
for testing the significant differences in principal
scores, and finding critical F values using a one-way
analysis of variance to find significant differences in
student scores.

To understand the difference two approaches were
employed. A one-way analysis of variance on student
scores on the subscales revealed statistically significant
differences on subscale scores between American students
and International students on seven of the eight
subscales. The International students scored higher on
all eight of the subscales, even on cultural knowledge-
specific the one where there was not a statistically
significant difference. The subscale of experience

explained the greatest amount of variance in scores. The
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subscales of cognitive flexibility, interpersonal skills,
and cultural knowledge in general alsc exhibited some
variance. The students scored almost amazingly the same
score in the cultural knowledge-specific subscale. 1In
general, the international students appear to be better
equipped in dealing with intercultural interaction, but
they are no more knowledgeable about specific cultural
knowledge than their counterparts in North America.

Further t tests analysis of the principals’ scores
revealed that on five of the eight subscales a
statistically significant difference was present between
the mean scores of the International principals and the
North American principals. Those five subscales were
western ethnocentrism, experience, interpersonal
sensitivity, cultural knowledge-general, and cultural
behavior-general. The principals had much greater
differences in their scores than the differences between
the two student groups. The International principals
scored higher than their students and shockingly the North
American principals scored lower than their students.

As a result of the strong correlation between the
school rank of student scores and the rank of principal
scores further analysis was done looking at the impact of
the principal’s characteristics and perceptions in

relation to their students scale scores.
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The results revealed that North American students,
in general, were meore sensitive if they were female,
upperclassmen, bilingual, felt their school had an active
multicultural program, felt their principal was involved
in that program, were taking higher level academic course
work and were Asian-American.

In general, the International students were more
sensitive if they were upperclassmen, multilingual, felt
their school had an active multicultural program, felt
their principal was involved in that program, were taking
higher level academic courses and were European-American.

Both students group were strikingly consistently
low in sensitivity levels when there was no awareness of a
school multicultural program and the principal was unaware
or uninvolved in the school’s multicultural program.

The variables revealed that students whose
principals have living experiences in more than one state,
educational experience outside their home state, have in
place a comprehensive and compelling multicultural
program, and have established a school climate that
celebrates and embraces diversity have students who are
more intercultural sensitivity. It also appears that
students are more sensitive where the principal is
actively involved in the school’s multicultural program in
contrast to schools where the principal is not involved or

aware of the school’s multicultural program.
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Conclusions

All of the findings of this study are based upon

the analyses of data from the Culture Shock Inventory

(Reddin, 1981, 2nd ed., 1975) related to the perceived

intercultural sensitivity levels of selected high school

students and principals selected International high

schools in East Asia and selected American public high

schools in North Carolina. From the findings of this

study, one could conclude that:

1.

There is a statistically significant
relationship between the intercultural
sensitivity levels of high school principals
and there students.

There is a statistically significant difference
between the intercultural sensitivity levels of
International high school principals and
American public high school principals.

There is a statistically significant difference
between the intercultural sensitivity levels of
International high school students and American
public high school students.

The International high school students scored
higher than their American public school
student counterparts on seven of the eight

subscales of the Culture Shock Inventory.
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The International high school principals scored
higher than their American public school
principal counterparts on all eight subscales
of the Culture Shock Inventory.
The subscale of Experience demonstrated the
greatest difference in mean scores between the
International students and the American
students.
There was a greater difference between the mean
scores of the International principals and the
American principals than between the
International students and the American
students.
The International principals had a higher level
of intercultural sensitivity than their
students.
The American school principals had a lower
level of intercultural sensitivity than their
students.
There was a greater difference between the mean
scores of International principals and American
school principals than the difference between
the International school students and the
American school students.
Both student groups were strikingly

consistently low in sensitivity levels when
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14.
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there was no awareness of a school
multicultural pregram and the principal was
unaware or uninvolved in the school’s
multicultural program.

Students whose principals have living
experiences in more than one state, educational
experience outside their home state, have in
place a comprehensive and compelling
multicultural program, and have established a
school climate that celebrates and embraces
diversity have students who are more
intercultural sensitivity.

Students are more sensitive where the principal
is actively involved in the school’s
multicultural program in contrast to schools
where the principal is not involved or aware of

the school’s multicultural program.

Recommendations

Based upon the research and the conclusions of this

study, the following recommendations are made:

1.

Further research should be conducted with the
Culture Shock Inventory and similar instruments
to expand the amount of objective data in the
field of intercultural sensitivity levels in

students, principals, and other school employees.
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Further research should be conducted to
determine the specific nature of influence a
principal has on school climate and
particularly on intercultural relationships
within the school community.
Further research should be conducted to better
understand what shapes and influences
differences in intercultural sensitivity levels
in students and schocl employees.
Further research should be conducted to
determine more effective ways of teaching high
school students to be more interculturally
sensitive in the light of these findings.
Further research should be conducted to
determine more effective ways of training
principals and other school employees in
intercultural sensitivity.
Further research should be conducted jointly by
the members of the academic community of
multicultural education and intercultural
training.
Further research should be conducted to
understand the role of personal
characteristics, experiences, and perceptions
of the principal on student levels of

intercultural sensitivity.



102

BIBLIOGRAPHY

Adler, P. S. (1972). Culture shock and the cross-
cultural learning experience. In D. S. Hoopes

(Ed.), Reading in intercultural communication (Vol.
2). Pittsburgh: Regional Council for International
Education.

Alton, J. (1994). Perspectives on the principal as a

cultural leader. American Secondary Education, 23
(1), 2-5.

Aranda, L. (1986). International trading: Programs for

success. Training and Development Journal, 40(4),
71-73.

Banks, J. A., & Banks, C. A. M. (Eds.). (1995). Handbook
on multicultural education. New York: Simon &

Schuster Macmillan.

Baker, C. (1990). The effectiveness of bilingual

education. Journal of Multilingual and
Multicultural Development, 2(4), 269-277.

Baker, G. C., Cross, D. E., & Stiles, L. J. (1977).
Teaching in a multicultural society. New York:

Free Press.

Bamburg, J., & Andrews, R. L. (1987, April). Goal
consensus in schools and student academic gains.
Paper presented at the annual meeting of the
American Educational Research Association,
Washington, DC.

Barnes, R. L. (1985). Across cultures: The peace corps
training model. o
39(10), 46-49.

Bennett, J. M. (1993). Cultural marginality: Identity
issues in intercultural training. In R. M. Paige

(Ed.), Education for the intercultural experience

(pp 109-135). Yarmouth, ME: Intercultural Press.



103

Bennett, J. M., & Bennett, M. J. (1994).
Multiculturalism and international education:
Domestic and international differences. In G.
Althen (Ed.), Learning across cultures (pp. 45-
173). Washington, DC: National Association for
Foreign Student Affairs, Association of
International Educators.

Bennett, M. J. (1993). Toward ethnorelativism: A
developmental model of intercultural sensitivity.
In R. M. Paige (Ed.), Education for the
intercultural experience (pp 21~71). Yarmouth, ME:

Intercultural Press.

Bergsgaard, M., & Larsonn, E. (1984). Increasing social
interaction between an isolate first grader and

cross-cultural peers. Psychology in the Schools,
21, 244-251.

Berry, E., Kessler, J., Fodor, J., & Wato, W. (1983).
Intercultural communications for health personnel.

International Journal of Intercultural Relations,
7, 377-392.

Berryman-Fink, C., & Fink, C. (1985). Optimal training
for opposite~sex managers. Training and
Development Journal, 39(2), 27-29.

Bhagat, R. S., & Landis, D. (Eds.). (1996). Handbook of
intercultural training (2nd ed.). Thousand Oaks,
CA: Sage Publishers.

Bhawuk, D. P. S., & Brislin, R. (1992). The measurement
of intercultural sensitivity using the concepts of
individualism and collectivism. International
Journal of Intercultural Relations, 16(4), 413-436.

Black, J. S., & Mendenhall, M. (1990). Cross-cultural
training effectiveness: A review and a theoretical

framework. Academy of Management Review, 15, 113~

13s6.

Bogorya, Y. (1985). Intercultural training for managers
inveolved in international business. Journal of

Management Development, 4(2), 17-25.

Braddock, J. H. II. (1990). Tracking the middle grades:
National patterns of grouping for instruction.

Phi Delta Kappan, 71, 445-449.



104

Brislin, R. W. (1979). A manual of structured
experiences for cross-cultural learning. LaGrange

Park; IL: Intercultural Network.

Brislin, R. W., Cushner, K., Cherrie, C., & Yong, M.

(1986) . Intercultural interactions: A practical
guide. Newbury Park, CA: Sage Publishers.

Brislin, R. W., & Cushner, K. (1996). Intercultural

interactions: A practical guide (2nd ed.).
Thousand Oaks, CA: Sage Publishers.

Brislin, R., & Pedersen, P. (1976). Cross-cultural
orientatjon programs. New York: Gardner Press.

Brislin, R. W., & Yoshida, T. (1994). Intercultural
communication training: An introduction. Thousand

Oaks, CA: Sage Publications.

Brislin, R. W., & Yoshida, T. (Eds.). (1994).
mprovin tercultural interactions: Modules for

cross—-cultural training programs. Thousand Oaks,
CA: Sage Publishers.

Brookover, W. B., Beady, C., Flood, P., Schweitzer, J.,

& Wisenbaker, J. (1979). School social systems

and student achievement: Schools can _make a
difference. New York: Praeger.

Brubaker, D., & Coble, L. (1995, Sept.) The derailed
superintendent. Executive Educator, p.35.

Buchanan, K. (1990). Vocational English-as-a-second
language program. ERIC Digest (ED 321551).

Bussom, R., Elsaid, H., Schermerhorn, J., & Wilson, H.
(1984) . Integrated management-organization
development in a developing country: A case study.

Journal of Management Development, 3(1), 3-15.

Carey, J., Reinart, M., & Fontes, L. (1990). School
counselor'’s perceptions of training needs in
multicultural counseling. Counselor Education and

Supervision, 29(3), 155-169.

Clancy, P. L. (1982). Nineteen improving schools and
why. Ypsilanti: Eastern Michigan University

Press.



105

Coleman, J. S., Campbell, E. Q., Hobson, C. J.,
McPartland, J., Mood, A. M., Weinfeld, F. D., &
York, R. L. (1366). Eguality of educational
opportunity. Washington: U.S. Office of
Education, National Center for Educational
Statistics.

Comer, J. P. (1980). School power. New York: Free
Press.

Coombs, P. H. (1985). The world crisis in education.

New York: Oxford University Press.

Cordeiro, P. A., Reagan, T. G., & Martinez, L. P.
(1994) . Multiculturalism and TQE: Addressing

cultural diversity in schools. Thousand Oaks, CA:
Corwin Press.

Cummings, J. (1986). Empowering minority students: A
framework for intervention. Harvard Educational
Review, 56, 18-36.

Cushner, K. (1989). Assessing the impact of a culture-
general assimilator. ternational Journal o
Intercultural Relations, 13, 125-146.

Davidson, G. Hansford, B., & Moriarty, B. (1983).
Interpersonal apprehension and cultural majority-
minority miscommunication. Australian

Psychologist, 18, 97-105.

Davis, J. D. (1994). cColoring the halls of ivy. Bolton,
MA: Anker Publishing Company.

Day, N. (1990). Training providers to serve culturally
different AIDS patients. Family and Community
Health, 13(2), 46-53.

Deal, T. E. (1985). The symbolism of effective schools.
Elementary School Journal, 85(5), 601-618.

Deal, T., & Peterson, K. (1993). Strategies for building
school cultures: Principals as symbolic leaders.
In M. Sashkin & H. J. Walberg (Eds.), Educational

leadership and school culture (pp. 88-89).
Berkeley: McCutchan.

De Vos, G. A., & Boyer, B. L. (1989). Symbolic analysis
cross-culturally; The Rorschach test. Los

Angeles: University of California Press.



106

Doll, R. C. (1969). Variations among inner city
elementary schools. Kansas City: University of
Missouri School of Education.

Duckett, W. R. (Ed.). (1980). Why do some urban schools

succeed? Bloomington: Phi Delta Kappa.

Edmonds, R. R., & Frederiksen, J.R. (1978). Search for
effective schools: The jdentification and analysis
of city schools that are instructijonally effective

o 00 . Cambridge: Harvard University,
Center for Urban Studies.

Esquivel, G., & Keitel, M. (1990). Counseling immigrant
children in the schools. Elementary School
Guidance and Counseling, 24(3), 213-221.

Firestone, W., & Wilson, B. (1985). Using bureaucratic
and cultural linkages to improve instruction: The
principal’s contribution. Educational

Administration Quarterly, 21(2), 7-30.

Fisher, R., & Price, L. (1991). International pleasure
travel and post-vacation cultural change. Journal

of lLeisure Research, 23(3), 193-208.

Glass, G. V., & Hopkins, K. D. (1984). Statistical

methods in education and psychology. Englewood
Cliffs: Prentice-Hall.

Glenn, B. (1981). What works?: An examination of

effective schools for poor black children.

Cambridge: Harvard University Center for Law and
Education.

Gochenour, T. (Ed.). (1993). Beyond experience: The

- c .
Yarmouth, ME: Intercultural Press.

Goffman, E. (1959). The presentation of self in everyday
life. Garden City: Doubleday.

Gonzalez, G. (1985). Inter-American and intercultural
education and the Chicano community. Journal of
Ethnic Studies, 13, 31-53.

Greer, C. (1977). How schools began to care about
learning. Social Policy, 8, 68-71.



107

Gudykunst, W. B., & Hammer, M. R. (1983). Basic training
design: Approaches to intercultural training. 1In
D. Landis & R. W, Brislin (Eds.), Handbook of
intercultural training (Vol. 1, pp. 118-154).

Elmsford, NY: Pergamon.

Hammer, M. R. (1982). The effects of an intercultural
communication workshop on American participants’
intercultural communjcation competence.

Unpublished doctoral dissertation, University of
Minnesota.

Heath, A., Neimeyer, G., & Pedersen, P. (1988). The
future of cross-cultural counseling: A Delphi

poll. Journal of Counseling and Development, 67,
27-30.

Hofstede, G. (1980). Culture’s consequence. Beverly
Hills: Sage Publications.

Hoopes, D. S. (1979). Notes on the evolution of cross-
cultural training. In D. Hoopes & P. Venturas
(Eds.), Intercultural sourcebook (pp. 3-5).
LaGrande Park, IL: Intercultural Communications
Network.

Hoopes, D. (1984). Global guide to international
education. New York: Facts on File

Publications.

Inman, M. (1985). Language and cross-cultural training
in American multinational corporations. Modern

Language Journal, 69, 247-255.

Jenkins, R. (1987). Transnational corporations and
uneven development: The internationalization of
capital and the Third World. London: Methuen.

Jones, R. (1983). Increasing staff sensitivity to black
clients. Social Casework, 64, 419-425.

Katz, M. B. (1977). Education and inequality: An
historical perspective. Troy, NY: Russelll Sage

Foundation.

Kim, Y. Y., & Gudykunst, W. D. (1987). Cross=cultural
adaptation (International and Intercultural
Communication Annual, Vol. 11). Beverly Hill:
Sage Publications.



108

Kim, Y. Y., & Gudykunst, W. D. (1988). Theories in
intercultural communjcation (International
and Intercultural Communication Annual, Vol. 12).
Beverly Hills: Sage Publications.

Kim, Y. Y., & Gudykunst, W. D. (1988). Methods for
intercultural communication research (International
and Intercultural Communication Annual, Vol 13).
Beverly Hills: Sage Publications.

Kottkamp, R. (1984). The principal as cultural leader.
Planning and Changing, 15(3), 152-159.

Kristal, L., Pennock, P., Foote, S., & Trygstad, C.
(1983). Cross-cultural family medicine residency

training. Journal of Family Practice, 17, 683-687.

Kroeber, A. L., & Kluckhohn, C. (1963). Culture: A

critical review of concepts and definitions. New
York: Vintage/Random House.

Lambert, R. D. (1982). The internationalization of the
American economy. i

The anpals of the American
academy of political and social science (Vol 460).
Beverly Hills: Sage Publications.

Lambert, R. D. (1986). Transnational migration and the
emergence of new minorities. The Annals of the

American academy of political science (Vol. 485).
Beverly Hills: Sage Publications.

Landis, D., & Brislin, R. W. (1983). Handbook of
intercultural training (Vols. 1-3). Elmsford, NY:
Pergamon.

Laughlin, A. (1984). Teacher stress in an Australian
setting: The role of biographical mediators.
Educational Studies, 10(1), 7-22.

Leeds-Hurwizt, W. (1990). Notes in the history of
intercultural communication: The foreign service
institute and the mandate for intercultural

training. Quarterly Journal of Speech, 76, 262-
281.

Lefley, H. (1984). Cross-cultural training for mental
health professionals: Effects on the delivery of
services. spit d Communit sychiat 35
1227-1229.



109

Leithwood, K. A. (1989). School system policies for
effective school administration. Toronto:

Educational Policy for Effective Schools, Ontario
Institute for Studies in Education.

Levine, D. U., & Lezotte, L. W. (1990). Upusually
effective schools. Madison: National Center for
Effective Schools Research and Development.

Lezotte, L., Edmonds R., & Ratner, G. (1974). Remedy for

school failure to equitably deliver basic school

skills. Cambridge: Harvard University, Center for
Urban Studies.

Lipham, J. (1981). Effective principal, effective

school. Reston, VA: National Association of
Secondary School Principals.

Lipham, J., Rankin, R., & Hoeh, J., Jr. (1985). The

principalship: Concepts, competencies, and cases.
New York: Longman.

Little, J.W. (1982, May). Keynote address to Napa mentor
teachers. Napa, CA.

Mabe, A. (1989). How do you teach world cultures?:
International students in the classroom. Urban
Anthropology and Studies of Cultural Systems and
World Economic Development, 18, 53-65.

Marquardt, M., & Hempstead R. (1983). Training
international officials in the U.S. Training and
Development Journal, 37(10), 42-44.

Martin, J. N. (Guest Ed.). (1986). Special issue:
Theories and methods in cross-cultural orientation.

International Journal of Intercultural Relations,
10(2), 1-22, 103-116.

Marton, K. (1986). t tionals, technolo
industrialization. Lexington, MA: Lexington
Books.

McCauley, C. D. (1990). Effective school principals:
competencjes for meeting the demands of educatjonal

reform. Greensboro: Center for Creative
Leadership.



110

McCurdy, J. (1983). The role of the principal in

effectjve schools. Sacramento: American

Association of Scheoel Administrators

Educational News Services.

McShane, D. (1987). Mental health and North American

Indian/native communities: Cultural transactions,
education, and requlation. American Journal of
Community Psycholoqgy, 15, 95-116.

Mead, R. (1994). International management: Cross-

Mercer,

Miller,

cultural dimensions. Cambridge: Blackwell

Publishers.

J. R. (1989). Alternative paradigms for
assessment in a pluralistic society. In J. A.
Banks & C. A. Banks (Eds.), Multicultura

education: Issues and perspectives (pp. 289-304).

Boston: Allyn and Bacon.

K. (1989). Training peer counselors to work on a

multicultural campus. Journal of College Student
Development, 30, 561-562.

Montalvo, F., Lasater, T., & Valdez, N. (1982). Training

Neito,

Oakes,

Paige,

Purkey,

Pusch,

child welfare workers for cultural awareness: The
cultural simulator technique. Child Welfare, 61
341-352.

S. (1992). Affirming diversity: The
sociopolitical context of multicultural education.

New York: Longman.

J. (1985). Keeping track: How schools structure

inequality. New Haven: Yale University Press.

R. M. (E4d.) (1986). GCross-cultural orjentation:

New conceptualizations and applications. Lanham,
MD: University Press of America.

S. C., & sSmith, M.S. (1983). Effective schools:
A review. Elementary School Journal, 83(4) 427-52.

M. (1994). Cross-cultural training. In G. Althen
(E4d.), Learning across cultures (pp. 109-144).
Washington, DC: National Association for Foreign
Student Affairs, Association of International
Educators.

Reddin, W. J. (1970). Managerial effectiveness. New

York: McGraw-Hill.



111

Reddin, W. J. (1971). Effective management by
objectives. New York: McGraw-Hill.

Reddin, W. J. (1975). culture shock inventory.
Fredericton, N.B., Canada: Organizational Tests

Ltd.

Redick, L. T., & Wood, B. (1982). Cross-cultural
problems for Southeast Asian refugee minors. ¢child

Welfare, 61, 365-373.

Reich, Robert (1989, May 1). As the world turns. The New
Republic, p. 23.

Reilly, D. H. (1995). ow to have successful schools!:

What parents and teachers need to know to improve

children’s learning. Lanham, MD: University Press
of American.

Reilly, W. (1980). Effective leaders a major factor in
good schools. In D. Brundage (Ed.), The journalism

research fellows report: What makes an effective
school? (p. 40). Washington: George Washington

University, Institute for Educational Leadership.

Renwick, G. W., & Rhinesmith, S. H. (1972). An exercise

in cultural analysis for managers. Chicago:

Intercultural Press.

Reynolds, D., (1982). The search for effective schools.
School Organization, 2(3), 215-37.

Richardson, M. D., Short, Paula M., & Prickett, R. L.

(1993). School principals and change. New York:
Garland Publishing.

Rippert-pavila, S. (1985). Cross~cultural training for
business: A consultant’s primer. The Modern

Lanquage Journal, 69, 238-246.

Robbins, P., & Alvy, H. B. (1995). The principal’s
companion: Strategjies and hints to make the job

easier. Thousand Oaks, CA: Corwin Press.

Roscoe, J. T. (1975). Fundamental research statistics

for the behavioral sciences. New York: Holt,
Rinehart, & Winston.



112

Runion, K., & Gregory, H. (1984). Training Native
Americans to deliver mental health services to
their own people. Counselor Education and

Supervisors, 23, 225-233.

Rutter, M. (1983). School effects on pupil progress:
research findings and policy implications. child

Development, 54, 1-29.

Sarason, S. B. (1969). The school culture and processes
of change. In S. B. Sarason & F. Kaplan (Eds.),

Yale psycho-educational clinic: Collected papers
and studies. Boston: Massachusetts Department of

Mental Health. (Monograph Series)

Sarason, S. B. (1981). The culture of the school and the
problem of change (2nd ed.). Boston: Allyn and

Bacon.

Sarason, S. B. (1995). School change: The personal

development of a point of view. New York:

Teachers College Press.

Sergiovanni, T. J. (1984). Leadership and excellence in
schooling. Educational Leadership, 41(5), 4-13.

Sergiovanni, T. J. (1987). The principalship: A
reflective practice perspective. Boston: Allyn and

Bacon.

Sergiovanni, T. J. (1995). The principalship: A

reflective practice perspective (2nd ed.). Boston:
Allyn and Bacon.

Sikkema, M., & Niyekawa, A. (1987). Design for cross-
cultural learning. Yarmouth, ME: Intercultural
Press.

Sizemore, B. A., Brossard, C. A., & Harrigan, B. (1983).

An abashing anomaly: The high achieving

predominantly black elementary school (Abstract
NIE-G-80-0006). Pittsburgh: University of

Pittsburgh.

Sleeter, C. E. (1991). owerment throu ultic u
gducation. Albany: State University of New York
Press.

Smith, D. J., & Tomlinson, S. (1989). The school effect:

A study of multiracial comprehensives. London:
Policy Studies Institute.



113

Stedman, L. C. (1987). It’s time we changed the

effective schools formula. Phi Delta Kappan,
69(3), 215-224.

Steinberger, E. (1991, April). Multicultural curriculum.

The School Administrator, pp. 8-13.

Sybouts, W., & Wendel, F. C. (1994). The training and

development of school principals: A handbook.

Westport, CT: Greenwood Press.

Taylor, B. O. (1984). Implementing what works:

lementa ncipals and school improvement
programs. Unpublished doctoral dissertation,
Northwestern University, Evanston, IL.

Teddlie, C., & Stringfield, S. (1989). Effective versus
ineffective schools: Observable differences in the

classroom. American Journal of Education of
Education, 97(3), 221-236.

Thomson, S. A. (1990). Principals for our changing
schools; Preparation and certification. Report of

the National Commission for the Principalship.
Fairfax, VA: National Commission for the

Principalship.

Tyack, D. B. (1974). The one best system. Cambridge:
Harvard University Press.

Useem, R. H. (1973, September). [Comments on Third Culture
Kids]. 1In Overseas educator. (A publication of
the Office of International Extension, Michigan
State University.)

vittitow, D., & Elster, J. (1985). _Working as
counterparts: A Peace Corps in-service training

manual. Washington, DC: Peace Corps.

Wanniski, J. (1979). The way the world works. New York:
Simon & Schuster.

Webb, M. (1990). Multicultural education in elementary
and secondary schools. ERIC Digest, (67) (ED
327613).

Weiss, A. S. (1984). The effectiveness of project RISE
in raising achievement levels of pupils in
Milwaukee public schools inner-city schools.

Unpublished doctoral dissertation, Marquette
University, Milwaukee, WI.



114

Williams, C. (1985). The Southeast Asian refugees and
community mental health. Journal of Community

Psychology, 13, 258-269,



115

APPENDIX A

ORIGINAL INSTRUMENT



116

IWYN

asvi

USHd)

(nacmw}

NOWDS 3NOA

CULTURE SHOCK INVENTORY

NO2S

TUINTIN

“Culture Shock Inventory

50 (B)
Copyright W. J. Reddln, 1970, 1978, 1981, 1991, 1994




117

CULTURE SHOCK INVENTORY

The Culture Shock Inventory is an 80 question agree-disagree test designed to
acquaint those who expect to work outside their own culture with some of the things
that say get them into trouble. Culture shock is a psychological disorientation caused
by misunderstanding. or not understanding, cues from another culture. It arises from
such things as lack of knowledge, limited prior experience, and personal rigidity.

IN RUC G

Read each statement and indicate your answer by circling either "Agree" or "Disagree"”.

50 (B)
Copyright ¥. J. Reddin, 1970, 1978, (98t, 1991, 1994 Developed by W. J. Reddin. K. J. Rowell



18.

19.

20.
21.

22.

24,

25.

3

CULTURE SHOCK INVENTORY

A great many countries would not benefit from increased indus-
trialization.

People from other countries are often invited in our home.

I am never called opinionated.

I have done some very unusual things that have changed my life.
America is thought to be less class conscious than Britain.

No languages are inferior to other languages.

People in lesser developed countries do not behave in unnatural
ways.

The way a person stands can tell you something about that person
as a person.

Hany countries do not want or need industrial progress.

As an adult, I have had at least one very close friend from
another country.

1 frequently change my opinion.
Most people would say ['a easy going.

Germans are believed to form an join clubs sore than people
from most other countries.

No races are born intellectually superfor to other races.
Work and play are not clearly different.
A saile does not always indicate pleasure.

If lesser developed countries remained just as they are now they
would not be too badly off.

I have worked for more than three years in a country other than
ay own.

It is alwvays best to be completely open-winded and willing to
change one's cpinion.

I would like to change.

Superstition is said to play a larger part in life in Ireland
than in many other countries.

Countries having no systea of courts can still provide adequate
justice for their people.

All ceremonies have practical value.

Different people can communicate similar feelings in quite
different ways.

In a great sany ways, people in lesser developed countries have
a better life than those in industrialized countries.

Agree
Agree
Agree
Agree
Agree

Agree

Agree

Agree

Agree

Agree
Agree

Agree

Agree
Agree

Agree

Agree

Agree

Agree

Agree

Agree

Agree

Agree

Agree

Agree

Agree
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Disagree
Disagree
Disagree
Disagree
Disagree

Disagree
Disagree

Disagree

Disagree

Disagree
Disagree

Disagree

Disagree
Disagree
Disagree

Disagree
Disagree
Disagree

Disagree

Disagres
Disagree

Disagree

Disagree
Disagree

Disagree
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27.

28.
29.

30.

at.
32.

33.

3.

35.
36.
37.
38.

39.
40.

41.

42.
43.

44.
45.

46.

47.
48.
49.

50.

51.

4

I have traveled for a total of at least six months in one or more
countries other than the one I was born in.

There is never only one right answer to questions involving
people.

I an involved in several quite different kinds of social groups.

In France, art and literature are thought to be valued more than
in most other countries.

Religicus beliefs may hinder a country from advancing
economically.

Gracious sanners in one country may be poor manners in another.

Stating a point loudly and frequently is a poor way of gaining
acceptance for it.

The average level of morality, if different at all, is probably
higher in less developed countries.

I have taken a course in anthropology or read at least three
professional books about other cultures.

Listening to every idea presented is always a good policy.
I often experiment with new methods of doing things.
North Americans and Latin Americans think differently about time.

People in less economically developed countries usually have well
developed social custoas.

Weeping has quite different meanings in different cultures.

A person's facial expression can change the meaning of the words
spoken.

Economic progress is by no means the most important measure of a
country's advancement.

I can converse easily in at least one language other than my own.

I sometimes change my opinion even if I am not certain I am right
in doing so.

I am very different now from two years ago.

Male friends in North America touch each other less than male
friends in Latin America.

A country's geographical position influences the way of life of
its people.

No custom is strange to the people who practice it.
People often communicate without realizing it.

Lesser developed countries do not owe it to the world to strive
to become more industrialized.

1 can aake sense out of a daily newspaper in at least two
languages other than my own.

There are usually more good reasons for change than against it.

Agree

Agree

Agree

Agree

Agree
Agree

Agree

Agree

Agree
Agree
Agree

Agree

Agree
Agree

Agree

Agree
Agree

Agree
Agree

Agree

Agree
Agree

Agree

Agree

Agree
Agree

119

Disagree

Disagree

Disagree
Disagree

bDisagree
Disagree

Disagree
Disagree

Disagree
Disagree
Disagree
Disagree

Disagret

Disagree
Disagree

Disagree

Disagree

Disagree

Disagree
Disagree

Disagree
Disagree

Disagree
Disagr

Disagree

Disagree
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53.

55.
56.

57.
58.
59.
60.
6.
62.

63.
64,
65.

66.
67.
68.
69.
70.

7.
72,

73.
74,

75.
76.

77.

78.
79.

80.

5

I seldom conform unless I have to.

In normal conversation North Americans stand further apart than
Latin Americans.

In some countries only a little sympathy is felt for a sick
family member.

No country is more boorish or vulgar than another.

EVegssllsht gestures can mean and convey just as much as sany
words.

Industrialization has as sany bad points as good ones,

I go out of my way to talk with people from other countries.
In most cases right and wrong are hard to distinguish.

I often do things on the spur of the moment.

Australians see themselves as individuals.

There is no such things as a bad smell which all nationalities
would agree on.

Patterns of everyday courtesies are complex in all countries.
Clothes reflect personality.

Hany lesser developed countries reject democracy as it is
clearly unsuitable to their needs at the moment.

I have visited at least one other country at least six times.
I do not have many firm beliefs.

I don't usually plan too well before acting.

Religion is more important in Burma than in sost countries.

It is difficult to learn the way of life of the people in another
country.

Witch doctors usually help the sick.

Gazing around while listening probably indicates disinterest in
what is being said.

Income has little relationship to the quality of one's life.

I have worked with people from at least two countries other than
the one 1 was born in.

Other peaople very often have better ideas than I do.

I often do things differently after hearing the suggestions of
others.

People in America are on a first name basis more quickly than
people of most other countries.

Climate affects customs and economic development.

Harking or scarring the body nearly always serves a practical
purpose in countries where it is practised.

The method of shaking hands reflects personality.

Agree
Agree

Agree

Agree

Agree
Agree
Agree
Agree
Agree

Agree

Agree
Agree

Agree

Agree
Agree
Agree
Agree

Agree

Agree

Agree

Agree
Agree

Agree
Agree

Agree

Agree

Agree

Agree

Agree
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Disagree
Disagree

Disagree

Disagree

Disagree
Disagree
Disagree
Disagree
Disagree

Disagree

Disagree
Disagree

Disagree

Disagree
Disagree
Disagree
Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree
Disagree

Disagree

Disagree

Disagree

Disagree
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6
HOW. TO CALCULATE YOUR SCORE

1f you answered an item as “Agree” and it is listed below in one of the eight factors
A-H, then circle that number and add the number of "Agree" responses in the appropriate
factor coluan. If you answered an item as "Disagree” then add the total number of
"Disagree"” responses and transfer that asount to the “X" Factor column. Then total the
nine factor columns. The nine totals should add together to be 80.

. 1 9 . 17 25 33 41 49 57 65 73
Factor A - Lack of Western Ethnocentrisa

The degree to which the western value systea is seen as inappro—
priate for other parts of the world. =

i 2 10 18 26 J4 42 50 58 66 74
Factor B - Experience

The degree of direct experience with people from other countries
through working, travelling and conversing, and also learned skills
such as reading and speaking foreign languages. =

t 3 il 19 27 35 43 51 59 67 75
Factor C - Cognitive Flex
The degree of openness to new ideas and beliefs and the degree to

which these are accepted by the individuai. =
N 4 12 20 28 36 44 52 60 68 76
Factor D ~ Behavioral Flex
The degree to which one's own behavior s open to change. =

¢ 5 13 -21 29 37 45 53 61 69 77
Factor E - Cultural Knowledge-Specific

The degree of awareness and understanding of various beliefs and
patterns of behavior in specific other cultures. =

6 14 22 30 38 46 54 62 70 78
Factor F ~ Cultural Knowledge-General

The degree of awar and ynderstanding of various beliefs and
patterns of behavior in specific other cultures. -
« 7 15 23 3 39 47 55 63 4} 79

Factor G ~ Cultural Behavior-General

The degree of awareness and understanding of patterns of behavior
observed in people. =

, 8 16 24 32 40 48 56 64 72 80
Factor H -~ Interpersonal Sensitivity
The degree of awareness and understanding of verbal and non-verbal
human behavior. -
Factor X — TOTAL DISAGREE RESPONSE -
Total of Factor Columsns

El |
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7

HOW DO YO COMPARE WITH OTHERS?
To compare yourself with other managers use the table below. This test is based on
international norms of 648 predominantly North American managers. Locate the raw score
in the body of the table and read at top of the column to find tha category.

Very Low Low Average High Very High
VL L ME R VH

A. Lack of Western

Ethnocentriss 0-3 4-5 6 7 8-10
B. Experience 0-2 3 4 5-6 7-10
C. Cognitive Flex 0-4 5 6 7 8-10
D. Behavioral Flex 0-3 4-5 6 7 8-10
E. Cultural Knowledge—~

Specific 0-3 4-5 6 7-8 9-10
F. Cultural Knowledge— .

General 0-5 6 7 8 9-10
G. Cultural Behavior-

General 0-4 5 6 ? 8-10
H. Interpersonal

Sensitivity - 0-6 7 8 9 10

WHAT [S BEING MEASURED?

The eight scales tests for western ethnocentrisa (the belief that the West's way is
generally best), cross cultural experience, cognitive flex, behavioral flex, cultural
knowledge specific, cultural knowledge general, customs acceptance, and interpersonal
sensitivity.

A. Lack of Western Ethnocentrism
"A great many countries would not benefit from increased industrialization.”

B. Experience
“People from other countries are often invited in our hoame."

C. Cognitive Flex
"I am never called opinionated."

D. Behavioral Flex
"I have done some very unusual things that have changed my life."

E. Cultural Knowledge - Specific
“"America is thought to be less class conscious than Britain."

F. Cultural Knowledge - General
"No languages are inferior to other languages."

G. Cultural Knowledge ~ Behavior
“Work and play are not clearly different.”

. Interpersonal Sensitivity
"The way a person stands can tell you something about that person.”
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APPENDIX B
MODIFIED INSTRUMENT AND WESTERN DEMOGRAPHIC

QUESTIONS FOR PRINCIPALS AND STUDENTS



Tom Penland
Flle: E:WPEN3WPENLAND.MS3
Created:  2/20/96 12:3522 PM
Modifled: 6/21/96 12:01:30 AM
Form: 19543
SFWapp: 603
items: 08
Demographic Fleld Start End Max Edit
10 Number 1 10 98999999999 No
siP 1 1 0999999999 Yes
A 2 2 9999999999 Yes
Sch# 3 4 9998999999 Yes
ftem Text Response Welght Valence
1 A great many countries would not benefit from Increased industriafization.
A Strongly Disagree 1 Negative
B  Disagree 2 Negative
C Agree 3 Paositive
D Slongly Agree 4 Positive
2 People from other are often invited Inta our home.
A  Stongly Disagree 1 Negative
B Disagree 2 Negaltive
C Agree 3 Positive
D  Stongly Agree 4 Positive
3 | am never cailed opinionated.
A  Strongly Disagree 1 Negative
B Disagree 2 Negative
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D

Agree
Strongly Agree

| have done some very unusual things that have changed my ke.

o0 o >»

Strongly Disagree
Disagree

Agree

Strongly Agree

America is thought to be less class conscious than Britain.

A

8
Cc
D

Strongly Disagree
Disagree

Agree

Strongly Agres

No tanguages are inferior lo other languages.

A

B
(o3
o)

People in lesser developed countries do not behave in unnatural ways.

A

B
C
D

The way a person stands can lelf you something about him as a person.

A
B8
[
2]

Strongly Disagree
Disagree

Agree

Strongly Agree

Strongly Disagree
Disagree

Agree

Strongly Agree

Strongly Disagree
Disagree

Agree

Strorgly Agree

Many countries do not want or need industrial progress.

A
8

Strongly Disagree
Disagres

o WON - & WON - A WD N e - W N -

aH W N -

125

Positive

Negative
Negative
Positive
Posltive

Negative
Negative
Positive
Positive

Negative
Negaltive
Positive
Positive

Negative
Negative
Pgsilive
Positive

Negative
Negative
Pasitive

Negative
Negative



10

1

12

1§

C
D

As an adolescent or aduft, | have had at least one very close friend from another country.

o 0O o >»

Agrea
Strongly Agree

Strongly Disagree
Disagree

Agree

Strongly Agree

| frequently change my opinion.

o0 @ >»

Strongly Disagree
Disagree

Agres

Strongly Agree

Most pecpie would say I'm easy going.

A

B
c
D

Germans are befieved to form and join clubs more than people from most other countries.

O 0O o >»

No races are bom intellectually superior lo other races.

o0 o >

Strongly Disagree
Disagree

Agres

Strongly Agree

Strongly Disagree
Disagree

Agree

Strongly Agree

Strongly Disagree
Disagree

Agree

Strongly Agree

Work and play are not clearly different.

A
8

Strongly Disagree
Disagree

a w N a W N - h WA - E = I N ]

o W N
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Positive

Negative
Nogative
Paositive
Positive

Negalive
Negative
Positive
Positive

Negative
Negative
Positive
Paositive

Negative
Negative
Positive
Positive

Negative
Negative
Pasitive
Positive

Negative
Negative



18

17

19

20

21

C Agree
D Slrongly Agree 4

A smile does not always indicate pleasure.

Strongly Disagree
Disagree

Agres

Slrongly Agree

O 0 © >
A BN -
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Positive
Positive

Negative
Negative
Positive
Posttive

If lesser developed countries remained just as they are now they would not be (oo badly off.

Strongly Disagree
Disagree

Agree

Strongly Agree

o0 ® »
A OWN

| have lived or worked for more than three years in a country other than my own.

Strongly Disagree
Disagree

Agree

Strongly Agrae

o0 o >»
A W N =

it is aiways best lo be compietely open-minded and willing lo change one’s opinion.

A Suongly Disagree
Oisagree

Agree

Strongly Agree

0O 0O o
hH W ON -

| wotild like to change.
Strongly Disagree 1
Disagree
Agree

Strongly Agree

o0 «© >
A WON

Superstition is said to play a larger part in the fife of lreland than in many countries.

A  Stongly Disagree 1
B Disagree 2

Negative
Negative
Positive
Positive

Negalive
Negative
Pasitive
Paositive

Negative
Negative
Positive
Paositive

Negative

Negative

Positive

Negative
Negative
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24

25

26

27

C Agree 3 Positive
D Strongly Agree 4 Positive

Counlries which have no system of courts can still provide adequate justice for their peaple.

A Strongly Disagree 1 Negative
B Disagree 2 Negative
C Agree 3 Positive
O Strongly Agree 4 Positive
Aft ceremonies have practical value.
A Strongly Disagree 1 Negative
B Disagree 2 Negative
C Agree 3 Positive
D Stongly Agree 4 Positive
Ditterent people can ricate siknilar feelings in quite different ways.
A  Strongly Disagres 1 Negative
B  Disagree 2 Negative
C Agree 3 Positive
D Strongly Agree 4 Posilive

in a great many ways, pecple in lesser developed countries have a better way of fife than those in
industriafized countries.

A Strongly Disagree 1 Negative
8 Disagrea 2 Negative
C Agree 3 Pasitive
D Strongly Agree 4 Positive

{ have traveled for a fotal of at least six months in one or more counlries other than the one | was
bomn in.

A  Stongly Disagree 1 Negative
B Disagree 2 Negative
C Agree 3 Positive
D Strongly Agree 4 Positive

There IS never only one right answer to questions involving peopie.

A Stongly Disagree 1 Negative
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29

31

2

33

129

8 Disagree 2 Negative
C Agree 3 Positive
D  Strongly Agree 4 Positive

1 am involved In severai quite different kinds of social groups.

A Strongly Disagree 1 Negative
8 Disagree 2 Negative
C Agree 3 Positive
D Strongly Agres 4 Positive
In France, art and fiterature are thought to ba valued more than in most other countries.
A Strongly Disagree 1 Negalive
B Disagree 2 Negative
C Agree 3 Pasitive
D Stongly Agree 4 Positive
Refigious beflefs may hinder a country from advancing economically.
A Strongly Disagrese 1 Negative
B Disagree 2 Negative
C Agree 3 Positive
D Strongly Agree 4 Positive
Gracious manners in ona country may be poor manners in another.
A Strongly Disagree 1 Negative
B Disagree 2 Negative
C Agres 3 Pasitive
D Strongly Agree 4 Positive
Stating a point loudly and frequently is a poor way of gaining acceptance for it
A Strongly Disagree 1 Negative
8 Disagree 2 Negalive
C Agree 3 Positive
D Strongly Agree 4 Positive

The average ievel of morality, i different at ail, is probably higher In less developed countries.

A Strongly Disagree 1 Negative



37

38

39

B Disagree 2 Negative
C Agree 3 Positive
D Strongly Agree 4 Positive

1 have taken a course in anthropology or read at least three professional books about other
cultures.

A Strongly Disagree 1 Negative
B Dissgree 2 Negative
C Agree 3 Positive
D Strongly Agree 4 Positive
Listening lo every idea presented is always a good poficy.
A Strongly Disagree t Negative
B Disagree 2 Negative
C Agree 3 Pasitive
D Strongly Agree 4 Positive
| often experiment with new methods of doing things.
A Strongly Disagres 1 Negative
B Disagree 2 Negative
C Agree 3 Positive
O Strongly Agree 4 Positive
North Americans and Latin Americans think differently about time.
A  Strongly Disagree 1 Negative
B Disagree 2 Negative
C Agree 3 Positive
D  Strongly Agree 4 Positive

People in less economically developed countries usually have weil developed social customs.

A Strongly Disagree 1 Negative
8 Disagres 2 Negative
C Agree 3 Positive
D Strongly Agree 4 Positive

Weeping has quite dilferent meanings in different countries.

A Strongly Disagree 1 Negative
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41

42

43

44

45
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B Disagree 2 Negative
C Agree 3 Positive
D Stongly Agree 4 Poslive

A person’s faclal expression can change the tmeaning of the words spoken.

A Strongly Disagree 1 Negative
8 Disagree 2 Negative
C Agree k] Positive
D Strongly Agree 4 Positive

Economic progress Is by no means the most important measure of a counlry’s advancement.

A Strongly Disagres 1 Negative
B Disagree 2 Negative
C Agree 3 Positive
D Strongly Agree 4 Positive
| can converse easlly In at least one fanguage other than my own.
A  Strongly Disagree 1 Negative
B Disagree 2 Negative
C Agree 3 Positive
D Strongly Agree 4 Positive
| sometimes change my opinion even if | am not certain | am right In doing so.
A Strongly Disagree 1 Negative
8 Disagree 2 Negative
C Agree 3 Positive
D Stongly Agree 4 Positive
{ am very different now from two years ago.
A Strongly Disagree 1 Negative
8 Disagree 2 Negative
C Agree 3 Positive
D Stongly Agree 4 Posilive

Male friends in North America touch each other less than male friends in Latin America.

A  Strongly Disagres 1 Negative



46

47

48

49

51

B8 Disagree
C Agree
D Strongly Agree

A country’s geographical position influences the way of iife of s people.

A Strongly Disagres
Disagres

Agree

Strongly Agree

o0 m

No custom is strange (o the people who praciics it.

Strongly Disagree
Disagree

Agree

Strongly Agree

O 0 @ »

People often communicate without realtzing it.
A Strongly Disagree

Disagree

Agree

Strongly Agree

O 0O o

-

LT ™ I M ] ~a WoN
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Negalive
Paositive

Negative
Negative
Positive
Paositive

Negative
Negative
Positive
Paositive

Negative
Negative
Posilive
Pasitive

Lesser developed countries do not awe it lo the world to strive to become more industrialized.

Strongly Disagree
Disagree

Agree

Strongly Agree

o0 o >

| can make sense out of a daily newspaper in at least two languages other than my own.

A Strongly Disagree
8 Disagree

C Agree

O Strongly Agree

There are usually more good reasons for change than against it.

A Strongly Disagree

1
2
3
4

S W N e

Negalive
Negative
Positive
Positive

Negative
Negative
Positive
Posiiive

Negative
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55

57

8 Disagree
C Agree
D  Stongly Agree

| seidom conform unless | have lo.

Strongly Disagree
Disagree

Agree

Strongly Agree

o0 o >

In normal conversation North Americans stand further apart than Latin Americans.

Strongly Disagree
Disagrea

Agree

Strongly Agree

OO0 o >

In some countries only a fittle sympathy Is feit for a sick family member.

A Stongly Disagree
B Disagree
C Agree
D  Strongly Agree
No country Is moce boorish or vuigar than another.

Strongly Disagree
Disagres

Agree

Strongly Agree

oo o >

Even siight gestures can mean and convey just as much as many words.

A Stongly Disagres
8 Disagree

C  Agree

D Strongly Agree

industrialization has as many had points as good ones.

A Strongly Oisagree

A W N & W N oW N -

& W ON

s W N -
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Negative
Positive
Positive

Negative
Negative

Positive

Negative
Negative
Positive
Positive

Negative
Negative
Positive
Positive

Negative
Negative
Positive
Positive

Negative
Negative
Positive
Positive

Negative
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62

63

B Disagree
C Agres
D Strongly Agree

1 go out of my way (o (alk with peopie from other countries.

A Strongly Disagree
8 Disagree

C Agree

D Stiongly Agree

In most cases right and wrong are hard lo distinguish.

A  Strongly Disagree
B Disagree

C Agree

D Strongly Agree

| aften do things on the spur of the moment.

A Stongly Disagree
8  Disagree

C  Agree

D  Strongly Agree

Austrafians see themseives as individualists.

A  Stongly Disagree
Disagree

Agree

Strongly Agree

O 0O w

Thera is no such thing as a bad smef which afl nationalilies would agree on.

Strongly Disagree
Disagree

Agree

Strongly Agree

o0 o >

Patterns of everyday courtesies are compiex In aft countries.

A  Strongly Disagree

W N e h W N =

S WON -

a oW N

-

s W@ N
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Negative
Positive
Pasitive

Negative
Negative

Positive

Negative
Negative
Positive
Positive

Negative
Negative
Positive
Positive

Negalive
Negative
Positive
Positive

Negative
Negative
Positive
Pasitive

Negalive



65

67

68

8
[
3]

Disagree
Agree
Strongly Agree

Clathes reflect personalily.

o0 o >»

Strongly Disagree
Disagree

Agree

Strongly Agree

o W N -
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Negative
Paositive
Paositive

Negative
Negativa
Positive
Positive

Many lesser developed countries reject democracy as it is clearly unsuitable to their needs at the

mament.

o 0O @ >

Strongly Disagree
Disagres

Agree

Strongly Agree

1 have visited one other country at least six times.

A

8
Cc
0

Strongly Disagree
Disagree

Agree

Strongly Agree

| do not have many firm befiefs.

A

B
Cc
D

Strongly Disagree
Disagree

Agrea

Strongly Agree

| don't usually plan too well before acting.

A

B8
c
D

Religion is more important in Myanamar than in most countries.

A

Strongly Disagres
Disagree

Agree

Strongly Agree

Strongly Disagree

- n W ON - H WO -

- W N

a wWwoN

Negative
Negative
Positive
Positive

Negative
Negative
Positive
Positive

Negative
Negative
Positive
Pasitive

Negalive
Negative
Positive
Positiva

Negative



70

71

72

73

74

75

[:]
[
D

1t Is difficult to leam the way of life of the people in another country.

A

0O 0 o

Disagres
Agree
Stongly Agree -

Strongly Disagree
Disagree

Agree

Strongly Agree

Wiich doctors usually help the sick.

o0 @ »

Gazing around while Estening probably indicates disinlerest in whal Is being said.

A

B
Cc
0

Strongly Disagree
Disagree

Agree

Strongly Agree

Strongly Disagree
Disagree

Agree

Strongly Agree

Income has litte refationship to the quality of ones fife.

A

B
[
D

Strongly Disagree
Disagree

Agree

Strongly Agree

anWN -

a W N -

-

s W N
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Negative
Positive

Negative
Negative
Positive
Positive

Negative
Negative
Postitive
Positive

Negative
Negative
Posilive
Positive

Negative
Negative
Positive
Pasitive

| have worked or studied closely with people from at least two countries other than the one | was

born in.

o0 o >

Strongly Disagree
Disagree

Agree

Strongly Agree

Other peaple very often have better ideas than { do.

A

Strongly Disagree

& WON -

Negative
Negative
Positive
Positive

Negative
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77

78

9

8t

137

B Disagree 2 Negative
C Agree 3 Pasftive
D Stongly Agree 4 Positive

1 often do things differently after hearing the suggestions of others.

A Strongly Disagree 1 Negative
B8 Disagree 2 Negative
C Agree 3 Positive
D Slongly Agree 4 Positive

People in Amersica are on a first name basis more quickly than people of most other countries.

A Strongly Disagree 1 Negative
8 Disagree 2 Negative
C Agree 3 Positive
D Strongly Agree 4 Positive
Climate affects customs and economic development.
A Strongly Disagree 1 Negative
B  Disagree 2 Negative
C Agree 3 Pasitive
D Strongly Agree 4 Positive

Marking or scarring the body nearty always serves a practical purpose in countries where it is
practiced.

A  Strongly Disagree 1 Negative
B Disagree 2 Negative
C Agree 3 Positive
D Strongly Agree 4 Posltive
The method of shaking hands refiects personality.
A  Strongly Disagres 1 Negative
B8 Disagres 2 Negative
C Agree 3 Pasitive
D Strongly Agree 4 Positive

Gender classification: (a) Male (b) Female

A Male 1 Neutra!



83

85

87

8 Female 2 Neutral

Grade level: (a) 09 (b)10 (c)11 (d)12

A oth 1 Neutral
B8 10h 2 Neutral
C fith 3 Neutral
D f2th 4 Neutral

1 speak fluently: (a) one tanguage only (b) two languages (c) three tanguages (d) more than three
languages

A A 1 Neutral
B B 2 Neutral
c ¢C 3 Neutral
D D 4 Neutral
| fee! that our mutticutural education program at our school: (a) does not exist (b) Is not
comprehensive or effective (c) is marginally comprehensive and effective (d) is excellent
A A 1 Nautral
8 B 2 Neutral
cC C 3 Neutral
D O 4 Neutral

| feel that our principal Is: (a) nol aware of multicultural education (b) Is aware, but not involved in
multicuttural education (c) is aware and somewhat involved in multicultural educalion. {(d) is very
aware and actively a school leader in muiticutural education.

A A 1 Neutral
8 B 2 Neutral
c C 3 Neutra!
D D 4 Neutral
| am currently taking the following highest academic level class: (a) standard/fundamental (b)
College Preparatory (c) Honors (d) AP or 1B
A A 1 Neutral
8 8 2 Neutral
c C 3 Neutral
D D 4 Neutral

t am idenlifled raciaily/ethnically as: (a) European/Euro-American/Caucasian/Whits (b)
Alricarv/African-Amerk (c) AstarvAsian-American (d) Latin AmericarnvHispanic (e) Other
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82

83

95

m o O @ >»

My gender classification is: (a) Male (b) Femaile

A Male
8 Female

My age Is: (a) below 30 (b) 30 - 40 (c) 40 - 50 (d) over 50

o0 o >»

m o O o >

A

B
[
D

O K w N

H W N -

Negative
Negative
Neutral
Paositive
Paositive

Neutral
Neutrsl

Neutral
Neutral
Neutral
Neutral

{ speak fluently: (a) one language (b) two languages (c) three languages (d) four languages

A

8
c
D

| have lived for at least 1 year In another state: (a) YES (b) NO

A Yes
8 No

A

B
Cc
D

H WON -

~N

Neutral
Neutral
Neutral
Neutral

Positive
Negative

I have been principal at this school for: (a) less than two years (b) 24 years (c) 5-10 years (d)

more than 10 years

o0 o »

o0 @ »

h DN -

Neutral
Neutral
Neutral
Neutral

1 did my undargraduale oducalbn in: (a) the same | lttlo whm | went to high school (b) the ssme

state where | went to high

g (c) the same stats where | am

currently working, but not where [ went to high whool (da diﬂmnl state from where | went to high

school and did my undergraduate work.

A

A

Neutra!
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:14

29

100

C O @

cC 0O w

Neutral
Neutral
Neutral

In my undergraduate work | majored in: (a) Social Studies (b) Mathematics (c) Science (d) Engfish

(e) Foreign Language (() other

A

m o O @

m o 0O o >

N & WO N -

Negative
Negative
Neutral
Pasitive
Paositive

| feel that our mufticuitural education program for staff and students is: (a) non-existant (b)
compelling

inadequate (c) adequals and improving (d) comprehensive and

A

B
[
D

A

8
[o
D

1
2
3
4

Neutral
Neutral
Neutral

1 am : (a} highly involved In multicultural education at my school (b) involved in mutticuttural
education at my school () not involved, but aware of mutticultural education at my school (d) not

Involved, or aware of formal mutticultural education efforts at my school

A

8
Cc
D

A

B
[
D

1

2
3
4

Neutral
Neutral
Neutral
Neutral

| feef that our school climate: (a) celebrates and embraces cultural diversity (b) tolerales cultural
diversity (c) has great struggles with cultural diversity (d) not aware of school ciimale In this area

A

8
[
D

Ethnically/Racially | am identified as: (a) EuropeanvEuro-A
American (c) Aslan/Asian-American (d) Lalin American/Hispanic (8) Other

A
8
Cc

o O @ »

A
B
C

1

s oW N

Neutral
Neutral
Neutral
Neutral

fan (b) Afrs

/African-

Negative
Negative
Neutral
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CULTURE SHOCK INVENTORY
GROUPED BY SCALES

SCALE A - LACK OF WESTERN ETHNOCENTRISM - The degree to which the
western value system is seen as possibly inappropriate for other
parts of the world.

1. A great many countries would not benefit from increased
industrialization.

9. Many countries do not want or need industrial progress.

17. If lesser developed countries remained just as they are now
they would not be too quly off. 2. People from other
countries are often invited in our home.

25. In a great many ways, people in lesser developed countries
have a better way of life than those in industrialized
countries.

33. The average level of morality, if different at all, is
probably higher in less developed countries.

41. Economic progress is by no means the most important measure
country‘s advancement.

49. Lesser developed countries do not owe it to the world to
strive to become more industrialized.

57. Industrialization has as many bad points as good ones.

65. Many lesser developed countries reject democracy as it is
clearly unsuitable to their needs at the moment.

73. Income has little relationship to the quality of ones life.

SCALE B - EXPERIENCE - The degree of direct experience with
people from other countries through working, travelling and
conversing, and also learned skills such as reading and speaking
foreign languages.

2. People from other countries are often invited in our home.

10. As an adolescent or adult, I have had at least one very close
friend from another country.

18. I have lived or worked for more than three years in a country
other than my own.



26.

34.

42.

50.

58.
66.
74.

CSI- SCALE, pg. 2

I have traveled for a total of at least six months in one or
more countries other than the one I was born in.

I have taken a course in anthropology or read at least three
professional books about other cultures.

I can converse easily in at least one language other than my
own.

I can make sense out of a daily newspaper in at least two
languages other than my own.

I go out of my way to talk with people from other countries.
I have visited one other country at least six times.

I have worked or studied closely with people from at least
two countries other than the one I was born in.

SCALE C - COGNITIVE FLEXIBILITY - The degree of openness to new
ideas and beliefs and the degree to which these are accepted by
individual.

3.
11.
19.

27.

35.
43.

51.

57.
67.
75.

I am never called opinionated.
I frequently change my opinion.

It is always best to be completely open-minded and willing to
change ones opinion.

There is never only one right answer to questions involving
people.

Listening to every idea presented is always a good policy.

I gsometimes change my opinion even if I am not certain I am
right in doing so.

There are usually more good reasons for change than against
it.

In most cases right and wrong are hard to distinguish.
I do not have many firm beliefs.

Other people very often have better ideas than I do.
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CSI~- SCALE, pg. 3

SCALE D - BEHAVIORIAL FLEXIBILITY - The degree to which ones own
behavior is open to change.

4.

12,
20.
28.

36.
4.
52.
60.
68.
76.

I have done some very unusual things that have changed my
life.

Most people would say I’'m easy going.
I would like to change.

I am involved in several quite different kinds of social
groups.

I often experiment with new methods of doing things.
I am very different now from two years ago.

I seldom conform unless I have to.

I often do things on the spur of the moment.

I don’t usually plan too well before acting.

I often do things differently after hearing the suggestions
of others.

SCALE E - CULTURAL KNOWLEDGE-SPECIFIC - The degree of awareness
and understanding of various beliefs and patterns of behavior in
specific other cultures.

5.
13.

21.

29,

37.

45.

53.

America is thought to be less class conscious than Britain.

Germans are believed to form and join clubs more than people
from most other countries.

Superstition is said to play a larger part in the life of
Ireland than in many countries.

In France, art and literature are thought to be valued more
than in most other countries.

North Americans and Latin Americans think differently about
time.

Male friends in North America touch each other less than male
friends in Latin America.

In normal conversation North Americans stand further apart
than Latin Americans.
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61.
69.

77.

CSI- SCALE, pg. 4
Australians see themselves as individualists.

Religion is more important in Myanamar than in most
countries.

People in America are on a first name basis more quickly than
people of most other countries.

SCALE F ~ CULTURAL KNOWLEDGE-GENERAL - The degree of awareness
and understanding of various beliefs and institutions in other

cultures.

6. No languages are inferior to other languages.

14. No races are born intellectually superior to other races.

22. Countries which have no system of courts can still provide
adequate justice for their people.

30. Religious beliefs may hinder a country from advancing
economically.

38. People in less economically developed countries usually have
well developed social customs.

46. A country’s geographical position influences the way of life
of its people.

S4. In some countries only a little sympathy is felt for a sick
family member.

62. There is no such thing as a bad smell which all nationalities
would agree on.

70. It is difficult to learn the way of life of the people in
another country.

78. Climate affects customs and economic development.

SCALE G - CULTURAL BEHAVIOR-GENERAL - The degree of awareness and
understanding of patterns of behavior observed in man.

7.

15,
23.

People in lesser developed countries do not behave in
unnatural ways.

Work and play are not clearly different.

All ceremonies have practical value.
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31. Gracious manners in one country may be poor manners in
another.

39. Weeping has quite different meanings in different countries.

47. No custom is strange to the people who practice it.

55. No country is more boorish or vulgar than another.

63. Patterns of everyday courtesies are complex in all countries.

71. Witch doctors usually help the sick.

79. Marking or scarring the body nearly always serves a practical
purpose in countries where it is practiced.

SCALE H - INTERPERSONAL SENSITIVITY - The degree of awareness and

understanding of verbal and nonverbal human behavior.

8. The way a person stands can tell you something about him as a
person.

16. A smile does not always indicate pleasure.

24. Different people can communicate similar feelings in quite
different ways.

32. Stating a point loudly and frequently is a poor way of
gaining acceptance for it.

40. A person’s facial expression can change the meaning of the
words spoken.

48. People often communicate without realizing it.

56. Even slight gestures can mean and convey just as much as many
words.

64. Clothes reflect personality.

72. Gazing around while listening probably indicates disinterest
in what is being said.

80. The method of shaking hands reflects personality.
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Grimsley Senior High School : o=

LU VAT NIRRT T ] 710-320.81%0
CREENSHORO. XORTIT CARMING 27108
THOAIAS | FFNTAND
urse e January 21, 1996

Ms. Laura Hasselman
Organizational Tests [Canada] Ltd.
FREDERICTON, N.B. CANADA

P.O. BOX 324 E3B 4Y9

Dear Ms. Hasselman:

I have enclosed a invoice and check. I found where you had
sent me the Test Manual for the Culture Shock Inventory back in
April, 1991. I was working on my doctoral research at that time
actively. Due to some personal issues that work had to be
postponed and I am just now beginning the work again. 1In
reviewing my research I found the enclosed invoice.

I would still like to use an adaptation of the Culture Shock
Inventory for my research. I have talked to Michael Mitchell
from Wisconsin, USA, and he stated that he had used an adaptation
of the instrument for his master’s thesis. He said that with the
understanding that his research results be given to your
organization he was given permission to use the instrument
without charge for research. I would like to formally request
the same privilege of use of the instrument for my research as
well. I plan to adapt it to a 4-point likert scale and update
some of the vocabulary and geographic references.

Your acceptance of my apoligies for the delay in payment and
consideration of my request 1s greatly appreciated. I would like
to adminster the instrument to high school students and
principals this spring, thus I need a response as quickly as
possible. I would send you a copy of my dissertation and any
other instrument data not used in the disseration upon
completion, hopefully at the end of this summer.

j;;gerely,

Thomas/,¥. Penland
Principal

encl.
invoice #8607
Check
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W.]. Kedddin B

Associates

February 6, 1996

Thomas J. Penland

Grimsley Senior High Schaool
801 Westover Terrace
Greensboro, NC 27408

U. S. A,

Dear Mr. Penland:
Thank you for your letter of January 21 and enclosed check.

By this letter we grant you permission to use the Culture Shock [nventory
in your doctoral studies. There is no charge for this. [ enclose a sample
copy of the Culture Shock Inventory. You may photocopy as many copies of this
instrument as you need for your purpose, at your expense, if you need to do so.

We like to keep track of theses that are done using tests designed by Bill
Reddin. Please advise us of the title of your thesis and expected date of
submission.

We also require a copy of your thesis when it is completed.

Several other dissertations have also been done using the Culture Shock
Inventory. [ enclose the information we have in the event it may be useful to
you.

If 1 can be of further assistance please feel free to contact me.

Yours truly,

(e i Sach—

Laura Chatterton
Administrator

Enc.: Culture Shock [nventory
Fact Sheet
Dissertations Based on Tests...Other than
those Tests Relating to the Eight Styles
of the 3-0 Theory

A Division of Orgamizatfonal Tests (Canada) lzd.
P.O. Box 324, Frederictan. New Brunswick, Canada EI8 4YY
Telephone (506) 452-7194 Fax (06} 452-2911
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Associates
) As of Auqust 17, 1995
DISSERTATIONS BASED ON TESTS
DESIGNED OR CO—DESIGNED BY W. J. REDDIN

OTHER THAN THOSE TESTS RELATING TO
THE EIGHT STYLES OF THE 3—D THEORY

Dissertations, mainly doctoral i{n the U.S.A., have used many of the tests
designed or co-designed by W. J. Reddin as the primary instrument. This document lists
testa, designed or co-designed by W. J. Reddin, used for dissertations which do not use
the eight styles of the 3-D !Ia:naqerlal Effectiveness as their conceptual base.

Another document in sisilar format to this refers to dissertations which do use
the eight styles as their 'co'née‘ptual base.

The‘title number is that given by University Nicrofilma as a purchase order
nuaber. Their address is Uni'yerslty Hicrofilas Inc., P. O. Box 1764, Aan Arbor, NI
48106-1764 USA.

V. J. Reddin is'pleased to make tests he designed or co-designed freely available
for research use. A letter in advance is required. Free advice by telephone on
research design is sometimes avallable if requested .

The tests used are indicated by abbreviation:

CSI Culture Shock Inventory
oS Organization Health Survey
SAT Self~Actuallization Test

VI ' Values Inveantory

XYz X-Y-Z Iaventory

1832 (R
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Cameron, Susan

Gill, Verne

Herring, Carma

Hollis, Saadia
Jarriel, Bernie F., Jr.

Madzar, Svjetlana

Martin, Kathleea
Mitchell, Michael J.

Murphy, E. Sue

Teat
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(SAT)
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(CSI)

(Values)
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Dissertation
_Ref. No. Area

Lindenwood College, Missourti

University of Cincinnati, 1992

jativ
Fordham University, 1976
256 pp.
Order No. 76-25,760

36/6470 Study o e! ve:
o
u ever a Sub-~
Ject
Chio University, 1975
152 pp.
Order No. 76-8855
ht and Self-Actualizing
1989
(In Process)
L] C -
s _to
terac! £ uith Culturall

v u
Georgia Southern University
1995

The impact of an international mar-
keting course on the cross-cultural
avareness of 4 vear college students
University of Minnesota, 1991

Seton Hall Unjversity, NJ

ve ence and the Presence of
Ethnoceptrism in Midd tu-
University of Wisconsin-Whitewater,
1993
locus _of Control and Assumptjops
About the Nature of Man Among _Nurge
Hanagers

Texas Woman's University, May 1988



Nyers, James

Owens, Charles

Prober, Nancy
Sheppard, Ronnie

Shields, Christina
Singleton, Ollie
Slike, Sheri
Solezfo, Elizabeth

Thompsoa, Thelma

3
Dissertation

Test —Ref. Ho.
(EASDT) 8/577
(0HS)
V1) 32/4994
(CSI)
1) 37/3400
(CsI)
(Values)
(CS1)
(CSI)
(V1) 35/2555
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o
The Aaerican University, 1977
313 pp.

Order No. 77-17,742

An_Investigatiop of the Relatfonship
of Values and Security-Insecurity to

Student Activism

University of New Mexico, 1971
139 pp.

Order Ro. 72-8370

(In Process)

Affecting Chlidren‘'s Value Claimg by
Usipg High-level Ouestjoning Focused
North Texas State University, 1976
112 pp.

Order No. 76-26,751

(In Procesas)

(In Proceas)

University of Colorado
velo a

Evaluation of a
Crosg-Cyltural Orf

jentation Program
for Expatriate Profesajonals Frepar-
jog to Work, Teach, apnd Reside jn
Quito, Fcuador
University of Alabama, 1989

v v surement of
C] ildren: lorato

Study

United States International Unfver-
sity, 1974

139 pp.

Order No. 74-24,528
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OVERSEAS SCHOOL SCHEDULE

Monday Feb. 26 - Christian Academy of Japan
Contact: Ms. Judi Moltenkof, Headmaster

Tel - 81 424 71 0022

FAX - 81 424 76 2200

Tuesday, Feb. 27 - The American School in Japan
Contact: Mr. Donald Benes, HS Principal
Mr. Kelth MacPherson, Assoc. Principal
Tel - 81 422 34 5300 ext. 400
FAX - 81 422 34 5308

Wednesday, Feb. 28 - Seoul Forefgn School
Contact: Dr. Frederlc Schnelder, Pupil Personnel Coordinator
Tel - 82 2 333 4551/2/6
FAX - B2 342 759 5133

Thursday, Feb. 29 - Seoul Foreign School
Contact: Mr. Paul Johnson, Princlipal

Tel - 82 2 335 5101

FAX - 82 2 335 1857

Friday, March 1 - Taejong International School
Contact: Dr. James Wooton, Headmaster
Mr. David Suhf, Principal
Tel - 82 42 633 36613
Fax - 82 42 631 5732

Wednesday, March 6 - California International School
Contact: Linda O'Donnell, Principal
Tel ~ 852 336 3812
FAX ~ 852 336 5276

Wednesday, March 6 - International Christian School
Contact: Dr. Frank Martens, Principal
Tel - 852 338 9606
FAX ~ 852 338 9517

Friday, March 8 - International School of Bangkok
Contact: Dr. Paul Deminico, Superintendent
Tel -~ 66 2 583 5401 10
FAX - 66 2 583 5431 4

Monday, March 11 - Dalat School
Contact: Ms. Nancy Hultquist, Principal
Tel - 60 4 899 2105
FAX - 60 4 890 2141



Monday, March 11 - Uplands School

Tuesday, March 12 - International School of Kuala Lumpur
Contact: Mr. Joe Stucker, Principal
Tel - 60 3 456 0522
FAX - 60 3 457 9044

Wednesday March 13 - Singapore American

Thurs & Friday March 14 - March 15 - International School Jakarta
Contact: Dr. Steve O'Brien, Principal
Tel - 62 21 769 2555
FAX - 62 21 769 7852

Monday - March 18 - International School of Manila
Contact: Mr. Jeffrey Hammett, Principal
Mr. Peter Loy, Asst. Princlpal

Tel - 63 2 896 9801

FAX - 63 2 899 3964

Tuesday - March 19 - Brent School, Bagulo
Contact: Dr. Brlan Garton
Tel ~ 63 74 442 4050
PAX - 63 74 442 3638

Wednesday - March 20 - Falth Academy
Contact: Mr. Phil Parsons, Superintendent
Ms. Isabel Searson, Principal
Tel - 63 2 658 0047/48/44/43
FAX - 63 2 658 0026
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G S BT Grimsley Senior High Schoul -
BO) WESTUNER IRBRACE 210-350-8180

CREENSBORO, NORTIE CARDLING 27508

THOAAS J. PENLAND
Puinoaew.

March 5, 1996

Headmaster
British international School - Jakarta

Dear Sir/Madam:

| am requasting your permission to gather data at your institution for my doctoral
research being done in canjunction with the Educational Leadership Departmeant at the
University of North Carofina at Greensboro. | worked at Dalat School, an EARCOS
member school in Malaysia, from 1979 to 1985 as principal and 1985 until 1989 as
director. During that time | had the opportunity to visit many EARCOS schoals, served
on various committees with EARCOS administrators, and, of course attended the
EARCOS administrators’ conferences. | helped several colleaguss gather data for their
doctoral research. Since bacoming principal hera in Greensboro at Grimsley High School
we have brought the international Baccaluareate Diploma program 1o our campus. We
our the first schoo! in this area and only ons of five in North Carolina having the IB
program. | will be attending the International Baccalaureate Heads of Schools
Conference in Jakarta, Indonesia, on March 14-16, 1996. in conjunction with my
attendance at that conference | wauld fike to pult data from fifteen international high
schaols in the Asia theatre. | would like to include your school in the project.

In my dissertation | will determine if a relationship exists between the levels of
cross-cultural sensitivity in high school principals and their students. As a second
research investigation, | will compare the resuits of administrators and students from
international schools with those in North Carolina public schools. As you are well aware,
cultural diversity is an issue here in our public schoois as well as in international schools.
| will gathar data (rom fifteen EARCOS high schools and fitteen pubfic high schools in the
state of North Carolina. | will use an instrument called the Cultural Shock {nventory,
which | have adapted for this research. The inventory takes no longer than 30 minutes
to administer. | would like permission to administer the instrument to your high school
principal and to a random sampling (15% of your student body) of your high school (gr.
9-12) student body. | will, of course, share my rasearch rasuits with all participating
schools; the schools and individuals will remain anonymous.
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British international School - Jakarta
Page Two
March 5, 1996

Please respond back as soon as possible to my request, negatively or positively,
by any of the following methods:

E-MAIL: s_kee@hamiet.uncg.edu

FAX: 910-370-8196

PHONE: 910-370-8180 (O) 910-294-0926 (H) *(call collect)

Once you have responded positively to my request | will immediately send you very
simple directions for selecting students for the project. Please assist me if at all possible.

| only need approximately 30 minutes of your principal and some of your students time.
Your cooperation is greatly appreciated.

Sincerely,

Thomas J. Penland
Principal
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RESEARCH PARTICIPATION RESPONSE FORM

SCHOOL NAME:
YES, our institution can panrticipate.

SCHOOL ADDRESS:

TELEPHONE NUMBER:
FAX NUMBER:
E-MAIL ADDRESS:

RESEARCH SCHOOL CONTACT PERSON:
No, our institution cannot participate.

RETURN TO
Thomas Penland, Principal

Grimsley, HS

801 Westover Terrace

Greensboro, NC 27408

Phone - 910 - 370-8180

FAX - 910 - 370-8196
E-mall : s_kee@hamlet.uncg.edu



T Grimsley Senior High School
M BESIUVER VFRNALK Yiu- $Tu-g1m

GREENSBOROD, NORTH CAROGLINA 27108

THOMAS J. PENLAND
PraNura.

FAX:

TO:  British International Schootl - Jakarta
From: Tom Penland, Principal

RE: More information about research visit

Thanks for letting me impose on you and your students briefly to accomplish this
research work. My committes is requiring a 95% confidence level, therefors, | will need
more than 15% of your high school student body to participate. | have attached
directions for whomever wiill be identilying the students for the survay. | have also
attached a copy of the instrument.

I am handling the administration in a large group setting in the school cafeteria in
the public schools here in North Carolina. This seems to be the ieast intrusive. Howevar,
| will work with you In whatever manner you desire. | can administer tha instrument either
through your teachers or in small or medium groups, or a large group. | must stress it
is important that | get a random sampling by the directions attached. It should not be a
stratified sample.. (grade level, certain classes, etc..) in any way. Once again, your
school's cooperation and support is immeasurably appreciated.
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DIRECTIONS FOR DETERMINING RESEARCH SAMPLE GROUP

THANK YOUIL. to whoever is responsible for identifying the
students participating in my study. identitying the students
should be done In simple random sampling fashion. Please take an
alphabaeticaily (ist of all your students In grades 8-12 and
select every second or thitd or fourth or fitth....student to
participate until you have a number that Is equivalent to the
attached chart. For example, If in grades 8-12 your school
population (N) is 95 my sample size would be 76 (S). If your
grades 9-12 (N) student population is 1000 my sampls size would
be 278 (S). Don’t worry about language proficiency, absenteelism,
gender balance, grade level, etc... Just choose every second or
third or fourth... Once again, THANK YOUI!

{EXAMPLE: Grimsley High School has 1400 students.

| look on the chart and see that | need a sample (S)

group of 302. | go through and puil every fith student

which would give me 280 students. | then go back to

the beginning and pull every fifth student statting with

the second student on the list and continue untit | have
302 students selected.]
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Table for Determinin
(Population) where N =

Table 14

Sample Size.

4

g Sample Size from Total Group Size
Total Group Size and S {s Recommended

e S

N s N s N s

10 10 220 1o 1200 bl

15 " 230 14 1300 297

20 19 240 18 1400 302

2 2 250 152 1500 306

30 28 260 185 1600 a0

35 32 270 159 1700 n3

'™ 36 280 162 1800 E1%

') « 290 165 1900 320

50 m 300 169 2 32

55 s 320 178 2200 ax

60 52 a0 181 2400 a

s 58 160 186 2600 335

70 50 350 0 2500 338

75 6 400 196 3000 31

8 120 201 3300 316

8s 0 4o 205 4000 3t

%0 1 460 210 1500 LY

9 78 80 204 5000 3857

100 80 500 n7 6000 361
110 (73 550 228 7000 361
120 92 600 74 5000 367
130 97 850 242 9000 368
140 103 700 28 10000 370
150 108 50 254 15000 375
160 13 800 260 20000 1rd
170 1a 550 285 30005 e
180 17 900 269 10000 380
190 121 950 274 50000 18i
200 132 1000 278 75000 382
210 138 1100 285 1000000 384

Krejcie and Morgan, p. 608.
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REQUEST LETTER FOR ROCKINGHAM COUNTY



Grimsley Senior High School —=——==—==
sut RESTUAFR TERRACE 91010818
GCREENSBURO, NORTH CAROLINA 27308

THOMAS L PENLAND
Prisaeal

April 25, 1996

Dr. George Fleetwood
Superintendent

Rnckingham County Schools
511 Harrington Highway
Eden, NC 27288

Dear Dr. Flestwood:

It was a pleasure visiting with you and your employaes from Reidsville Senior High
School. | wish you the very best in moving towards bringing the IB program to
Rockingham County.

| would like to request formally that | be allowed to survey an unstratified random
sampling of students at two of your high schools. | will work with any of the high schools,
but as | menlioned, | know the principals at Reidsville and Morehead personally.

The survey takes about twenty-five minutes or less to complete. | am surveying all the
Guilford County Schools and need two more schools to complete the fifteen schoals in
North Carolina. | have already completed surveying the fifteen international schools.

| have enclosed a copy of my disseration prospactus and an example of a school
information packet sent to each faculty member in each padicipating school.

| would really like to complete alf my research by May 15, 1996. Therefore, a‘quick and
aflirmative response would be greatly appreciated. Thanks for your attention and efforts
on my behalf.

s

Thomas J. Penland
Principal

TJPc
Enc.
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APPENDIX K
MEMORANDUMS TO LOCAL SCHOOLS FOR ACQUIRING

SAMPLE GROUP AND DIRECTIONS



Date:

To:
From:

Re:

words,

Feb. 7, 1996

High School Principals
Tom Penland

Assistance with research

I appreclate any asslstance you, your students, and
personnel can give me towards acquiring the necessary research
data to complete my dissertation. I have acquired tentative
approval from the Guillford County Research Committee, Dr. Weast,
and UNC-G.
parameters at your {ndividual school.

I am flexible and will attempt to work within your

I need the following:

1-

2~

A complete list of your current student body in
alphabetical order.

A locatlon to administer the instrument to about
250 - 300 of your students. (sugg.: cafeterla or
auditorfum) [I am willing to administer the
instrument in smaller groups or have your teachers
administer it, but I thought this proposed large
group administration i{s the least Intrusive to your
personnel and student body.

Assistance with distributing the permission request
to students. I will prepare them, but will need a
way to distribute them prior to the administratlon.

Your randomly selected students for about 30
minutes.

I need for you to complete the instrument as well.

I need the use for about 30 minutes of two
counselors or assistant principals or a combipation
of the two to assist me with monitoring the
students.

I would llke to adminster the instrument in one
school prior to Feb. 21, 1996. The others would
be done after March 21, 1996.

Your assistance is appreciated beyond measure. In other

"I owe all of youl"

17



160
170
180
190
200
210
220
240
250
260
270
290
320
340
360

420

140

158

159
162
165
169
175

181
191

196
201

135

140
143
147

151
155
158
162

- 165

95/5

90/5

90/10

172

4

Sample Size Table

95 90 90
205 168 59
210 171 59
214 173 59
217 176 60
226 182 60
234 187 61
242 191 61
248 195 62
254 199 62
260 202 62
269 208 63
278 213 63
285 217 64
291 221 64
297 224 64

e 302, 227 65
303 229 65
310 238 65
322 238 65
341 248 66
351 254 67
357 257 67
370 263 67
377 267 67
379 268 68
381 269 68
384 271 68

95% CONFIDENCE
§% SAMPLING ERROR
90% CONFIDENCE

5% SAMPLING ERROR

90% CONFIDENCE
10% SAMPLING ERROR

DR. WILLIAM J. BANACH



DIRECTIONS FOR DETERMINING RESEARCH SAMPLE GROUP

THANK YOUILL.. to whoever Is responsibie for identifying the
students participating in my study. Identifying the students
should be done in simple random sampling fashion. Pleass take an
alphabetically list of all your students In grades 9-12 and
select every second or third or fourth or fifth....student to
participate until you have a number that Is equivalent to the
altached chart. For example, If In grades 9-12 your school
population (N) is 85 my sample size would be 76 (S). if your
grades 9-12 (N) student population is 1000 my sample size would
be 278 (S). Don’t worry about language proficlency, absenteeism,
gender balance, grade fevel, etc... Just choose every second or
third or fourth... Once again, THANK YOU!l

[EXAMPLE: Grimsley High School has 1400 students.

| look on the chart and see that | need a sample (S)

group of 302. | go through and pull every fifth student

which wouid give me 280 students. | then go back to

the beginning and pull every fiith student starting with

the second student on the list and continue until | have
302 students selected.]
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Date: Feb. 19, 1996

To: Eastern Guilford HS Faculty

From: HMs. Teaque/Mr. Penland

Re: Information about research survey

Mr. Penland will be administering a survey to a random
sampling of our student body on Wednesday afternoon, March 21,
during the last portion of period B-4. You will find with this
memo a list of students selected and a parent information letter. -
Please do the following:

1- check the 1ist for students in YOUR B-4 class.

2- On Monday afternoon give your students selected a copy
of the letter to take home. (They do not need to-
bring it back unless they don't want to participate. Just
photocopy if you need extra copies.)

3- On Wednesday afternoon at approximately 2:40 p.m. please
dismiss your selected students to go to the cafeteria.
They will remain there for the rest of the period.

Thanks for your assistance and support of this research
project.



Date:
To:

rrom:

Re:

175

05/27/96

Morehead HS Faculty 4 [ﬂ

Mr. Thomas J. Penland, Principal, Grimsley HS' [
Mr. Tom Harger, Principal, Morehead HS
Dr. George Fleetwood, Supt. Rockingham County Schools

UNC-G/Rockinghan/Guilford County School System Research
Project

I have attached a list of students who were randomly
selacted to participate on WEDNERSDAY, MAY 239th in a research

project

sponsored by UNC-G, Guilford County Schools, and

Rockingham County Schools. Please review the list of students
and compare with your third pericd class roster for Wednesday.
If you find students on the list and on your Wednesday third
period roster please do the following:

1-

On TUESDAY give them a letter of notice to be taken

home. They do not have to return it unlaess they do not
want to be included in the survey. Please tell them that
they have been selected randomly and their responses will
remain anonymous. (Your letters of notice should

be included in this packet. If you need extraa please
copy the necessary amount needed.)

On WEDNRSDAY please release thege gtudents at 10:30 a.m.
to report to the cateteria. They will remain in the
cafeteria until the end of the period. All supplies
will be provided. Howaver, they should bring their
perscnal effects from your classroom since they will not
return to their third period classrocms.

Thanks for your attention to this important matter.
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APPENDIX L

EXAMPLE OF A STUDENT GROUP



AARON JASON LER

ALLEYW BRANDON KRITH
ARTIS TAMIKA M

AYERS BRANDON BEAU
BARKER CHRISTOPHER R
BATEMAN CHRISTINA GAIL
BRLCHRR NILLIAM C
BLACKWELL JEROME MERIBL
SOYTE KEVIN ALEXAND
BROADMAX BERTINA R
BROWN AMANDA M
BUCKMER BRIDGRT LYNN
BURROUGHS JENNIFER A
CARTER JAMRS DAVID
CATES RICHARD MARK
CHURCH JOANNA DEVON
COBBS TONY ALFPONZO
COMMRY LAKRISHA R
CORUM JUSTIN DALE
CRADDOCK KRNNRETH BRIAN
CROUCH MATTHEW ALAN
DALTON WATER LENIS
DRHART JOANNA LAYNR
DILLARD HARRIRT NICOLR
DONOVANT JASON LEE
DURRR NICHOLAS JOHN
RGGLRSTON V HAGAN
PARRIS LORNE MICHARL
rOX RHETT STERRLING
GALLOWAY JAMIE EVERETTE
GILES ALICIA EILEEN
GOODMAAN WENDI
HAIRSTON CHRISTOPHER
HALL CANDACE MARIE
HAMPTON BRYAN

HARDY ANTASHA

HAYMORR M BRANDON
HICKS AUTUMN BROOKR
HOLLAND MISTY LYNN
HORTON ROBBIR JOR
HUNNICUTT ADAM RUSSBLL
ISLRY MICHARL DERRIK
JOHNSON CHRISTOPHRR R
JONRS LORZI ARN
KEARNRY JAMES FRANKLIN
KEYES TIMOTHY CURTIS
KNIGHTEN BRADLREY LREE
LEAKE SHERROD

LEWIS JENNIFER M

LOWR BOBBY JAMRS
MANNESS JENNIFER CAROL
MARTIN KRVIN LEXE

MOREHRAD SENIOR HIGH 8CHOOL

ABSETZ JULIA DEANNA
ALLEN KENNETH DUANE
ASBURY MICHARL R
BAILEY FRRD NELSON
BARNBS HOLLY THOMAS
REASLEY NATASHA LYNNM
BIGGH MICHARL A

ROOTH DANA FRANCES
BRAME CASEY LOUISE
BROADNAX KAIRABA L
BROWN JUSTIN MORRIS
BURGESS CHARLES B
CAMPBRLL JEBSSICA MARIE
CARTER LUCAS GARRRT
CHANDLER BETSY

CLARK CHRISTOPHER C
COLR KENNETH WAYNR
COOK ANDREW WILLIAM
CORUM SARA MICHELLE
CRANFORD MICHARL JASON
CRUMPLER RICHARD DOUGL
DARBY MANDY MARANDA
DENNY ANGEL LAERNRTTR
DILLARD TRAVIS LAMAR
DOYLE MICHARL L

EANES KIMBERLY DAWN
EVANS SUSAN EBLIZABRTH
FINNRY ANDREA BRTH
FREEMAN CHARLES P
GARRRTT JAIMR PRICR
GLADDEN JENNIFER LAURA
GRAVES LAUREN PEYTON
HAIRSTON MICHRLLR LEE
HALL TINA ANN

HAMPTON NETASHA LYNH
HARIS JULIE ERIN
HEDRICK ARCHIR PHILLIP
HINES KIMBERRLY DAWN
HOLLIMAR WRAL GRORGE P
HOWBLL ANGRL NICOLR
HURST GAIL LRE
JACKSON JERMAINR A
JOHNSON STRPHON

JOYCR BLIZABRTH ANN
KRITH TIMOTHY LRWIS
KING JRSSICA

KYLE MICHRLLRE LYNN
LERMONS OWEN MICHARL
LRWIS PHILLIP
LOWMASTER DOROTHY L
MARTIN BRENT LEA
MAYNARD CHASITY DAWN

ADKINS BRADLEY M
ANDERRSON ROBERT SCOTT
AUSTIN DARRELL L
BARGER KATIE IRENR
BARNRTT WENDELL KRITH
BECKERT ROBERT WILLIAM
BLACKSTOCR RLWOOD LAMONT
BOULDING TABITHA
BRARNOCK CORBRY

BROADUS SAM HAMMOND
BROWN ROBERT

BURLESON KATHRYN
CARTER AMANDA

CASRY DEVIN LEIGH
CHERRY BRITTAIN KING
CLAY MICHARI, WAYNR
COMBS LAURAN CYNTHIA
CORUM ANGELA MARIE
COVINGTON DARRELL ROBERT
CRAWFORD MICHARL DWAYNE
DABBS TOSHIMA T

DAVIS JONATHAN JAMES
DICKENS BRANDY MICHRLE
DISHMON CRYSTAL LYNN
DUNCAN MARY ANN
EDMONDS JERRY DONALD
FAGGE MEGAN LANE

FOOTER LATOYA J

FREY BROOKE

GAULDIN JOANNA ASHLRY
GOMEZ LUIS MANURL
GRUBBS RANDY MARION
HALE JASON DANIRL

HAMM BILLIR JO

HANCOCK JASOM LANFORD
HATHAWAY ERIN MICHRLLE
HENSLEY HEATHER JAY
HOERRTER SEAN WILLIAM
HOPKINS ANAMDA LYNN
HUGHRS BERYL DEVONA
HYLTON BRANDON KYLR
JAVAID HANAN A

JHONRS JERRMY BLAKE
KALLAM DAVID MICHARL
KRLLRY JESSE EARL
KINGSTON KEVIN JORL
LATHAM NATHANIEL T
LRWIS AMY JBAN

LOFTIS SHANNON R
NADDREY JOSEPH HUNTLEY
MARTIN RVERETT M
MCCULLOR CANDICR LASHAY
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MCKAY JASON C

MEARS JAMNA KAY

MIMS8 DARINA FAY
MOORR STEPNEN A
MOYRR ANNIE DELORES
NEAL BSTHER JOY
ODELL TEDDY BRANDON
OVERBY TRALAINA MARIE
PERADEN TRRY

PETTIGREW ALICE CHARLENE

POPLIN TAYLOR LRIGH
PRUITT CHUCK

RAYMOND DAVID MICHARL
RICRARDSON JOSHUA M
ROBERTSON CHRISTINA LEEB
RUCKER MICHARL L
SCALES TRACRY DENISE
SHOCKLRY ANDRLA LER
SILVERS DANIRL J
SMITH CARA SUTTON
SMITH MEDRA ALEACR
SPIVEY WESLEY B
STRANGR FRANK LEVAR
THACKER STEPHEN ANDREW
THURMAR TIFFANY M
TYRR MELISSA LYNN
WALKER KARLA LYNN
WAY MATTHEW D
WILLIAMS BYRON R
NILSON ALLEN WRSLEY
HWOODBURY JONATHAN D
NYATT BONNIR SUZANNR

MCLEOD KYLR RICHARD
MEEKS RANDRE C
MITCHELL SHERRY BETH
MORRIS CHARLES NATHAN
MOYER LATISHA R
NRLSOR STEPHANIR
ORANGE THOMAS DWAYNR
PARKER RICKY WMAYNE
PRELER REGINALD LER
PHELPS ROBRRT WAYNR
PRATT HRATHER DAWNN
PURDY KRSICA RAQUEL
REESE ROBERT NAYNE
RIPPRY RVAN BLAINE
RODGERS ASHLEY LYNN
SANDS MACKENSIR JO
SRTLIFF ROBIN MICHRLLE
SHORMAKER JULIE C
BIZEMORR MARGARRT M
SMITR DONNA R

SMITH SHERRY M
STBRLING KRITH ALLRN
SWINNEY JULIR LYNN
THOMAS LAURA NICOLR
TINSLEY ROCHELLR
VAUGHN JERRY

WALL RONALD DEMETRI
WHITE ROD

WILLIAMS KEVIN LER
WILSON JASON DALEB
WOODS IAN BARRIMORR

MCNBILLY MATHEW ALLEN
MILLNER CRYSTAL
MOCRE JOSHUA DAVID
MORRISON ALTON O'NEIL
MUSHINSKI MRLLISA RHAR
NIXON JENNIFER ANN
OVERBY CHARLES ANDY
PATE ROBBY GENB
PRRKINS HEATHER R
PHIPPS RRICA DANIRLLE
PRICR MARGARRT DENIS
RAMEY DIANR MICHELLE
REYNOLDS DONNA KAY
ROBERTS JEFFERY BOYCE
RORRER MELISSA RRNRER
SCALRS LANCE P
SHARPR BRANDI NICOLE
SHROPSHIRE JOSHUA GRAY
SLAUGHTRR JON MARK
SMITH JRSSICA

SNOWDY CHRISTOPHER R
STEWART STAPHANIR R
TARPLEY NICQUITA C
THOMPSON HALICIA
TRUITT JENNIFER BO
V0SS MICHARL JOEL
WATKINS JAMES DRON
WIDERMAN LEIGHANN
WILLIAMSON SARA R
WINFIELD ANYA LATOYA
WOOTEN KENNETTE R
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