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The issue of globdization is seen dally in locd and national media. What were once only
nationa corporations have become multinationa or transnationd organizations. It is difficult
now to imagine atime when there was an environment in which only one language was spoken.
Naturdly, globdization soread beyond the confines of business, governmenta, and scientific
environments and into the academic environment, for how else could students be prepared to
function globdly in terms of the demanding and complex requirements of commerce, politics
and cooperative research?

Contextua Introduction

“...there is no contradiction between the perpetuation of one's
native culture and ataining excdlence in the new culture”’

(Feuerstein, www.icelp.org).
Univergty of the Incarnate Word (UIW) isasmdl, Catholic, Hispanic-sarving, liberd

artstrandtioning to doctora university nestled scenically in the heart of San Antonio, Texas.
UIW was founded by the Sisters of Charity of the Incarnate Word in 1881, it began as a school
serving the K- 12 population and soon expanded its offerings to the college leve, to include
bachelor' s and master’ s degrees. Ultimately, in its emergence into a university, it received
gpproval from the Southern Association of Colleges and Schools (SACY) to offer adoctora
degree in Education with emphasesin Internationa Education and Entrepreneurship,
Organizationd Leadership, and Mathematics Education. One currently chalenging aspect of the

doctord studiesisthe internationa nature of its sudents including Hispanics, Chinese, Koreans,



and three cohorts of students from Taiwan, averaging 15 students each. These Sudents have a
diverse range of English literacy, from limited English- spesking skills to near fluency and, in the
case of the Tawan cohorts had, in their first experiences, been separated from dl other graduate
sudents in the classroom environment.

This presented a chdlenge for the authors who taught the doctord Interdisciplinary
Studies course. This course was an attempt to integrate the Taiwan, Korean, Hispanic, and
American students. As suggested by Hofstede and cited in Nahavandi (1999), some of the mgjor
expected cultura differences we saw included: group learning versus individud learning,
uncertainty avoidance, masculinity, and time orientation. We a so discovered that there was a
difference in Eastern/Western teaching styles, the Taiwan students exclaimed to the authors, for
example, “...you teach with your whole body!” In light of these disparities, our teaching
strategy became to create a multiculturd, multilingua environment in which dl doctora sudents
could address the issues of socid science philosophy, economic theory, and persona
responghility. Thistrandated into defining and developing thinking and meaning-making for
Sudents from many different cultures, from diverse aress of professond expertise, and with
very different persond philosophies. We fdt that success in combining these groups of students
would dictate how future international cohorts could effectively integrate and interact in an
academic environment; thus, our adaptation of curriculum and teaching methods became very
important for the future of our doctora teaching methodologies.

We set up aconstructivist environment by focusing on the “.. . cregtive process of inquiry
that is contextudly functiond and culturaly adaptive’ (Kimme, 1997, p. 16). The question,
therefore, was “What strategies could we use to establish a collaborative, constructivist learning

environment that made the best use of the native English speakers as mediators? Credting a



condructivigt learning environment was our firgt task. Understanding and working with the
condructivist modd had been along-term focus for both of the professors; both of us had set up
classrooms based on Catherine Twomey Fosnot’s modd. Fosnot suggests that the new theories
of condructivig learning are more accurately an integration of a number of theorists with which
educators are familiar: “Condructivism, as a psychologica congtruct, slems from the burgeoning
fied of cognitive science, particularly the later work of Jean Piaget, the sociohistorical work of
Lev Vygotsky, and the work of Jerome Bruner, Howard Gardner, and Nelson Goodman, among
others who have studied the role of representation in learning” (Fosnot, 1996, pp. 10-11). This
model, highly touted for usein K-12 classrooms, has been dow in acceptance by professorsin
higher education. Here, we more often find the transmission of knowledge model, whereas the
congructivigs dly with the transformational learning mode.

One of the critica issuesfor the authors was cregting a framework in which we
understood the language, socid, cultura, and philosophical needs of dl sudents. According to
Kimme (1997, p. 18), Vygotsky “...was criticaly aware of the importance of the socid dement
in language congtruction and learning. He cited the need to establish in the classroom an
environment of socia cooperation and interaction of the learners, replacing the traditiond
communicative lines between teacher and learner.”  Just as language construction appliesto
children who are learning to speak and expand their vocabulary, so too doesit gpply to Adan
students who have to learn how to converse academically in English in avery short period of
time. One way the authors fostered language construction for these students was to set up
mentoring relationships with the American sudents. This framework, combined with the
following course objectives, helped usto build an indructiond Srategy to meet the needs of dl

the learners:



=

connecting experientid learning to new concepts of socid and philosophica
congiructions;

transferring learning from one cultura mode to another;

envisoning globd solutionsto globa problems;

extending critical learning skillsto new formats; and

chdlenging new second-language speakers to take risks with other learners.

abkhwd

In some respects, the authors were faced with a Situation described by Jean Lave's
concept of stuationa learning in which she remarks that “...snce learning isamode of action
and action is Stuationdly grounded in the context of the individud, then learning is closdly tied
to the conditions in which the learner is Stuated in solving some practica problem” (1991, as
cited in Kimmel, 1997, p. 22). Inthisingtance, Asan students were out of their naturdl eement
or environment, and the authors were expecting them to gpply the theories and concepts they
were learning—in a second language! —to their native environment. Not only were we
questioning if learning was transferable from a professoria perspective, but the Asan students
were aso questioning if and how they would gpply the Western concepts of organizationa
leadership and philosophy in their Eastern culture. This questioning became, as the course
developed, one of the mgjor talking points of the class, we achieved a globa perspective by the
practica aspect of gpplication of theory to specific culturd differencesin meaning.

Interms of scaffolding, or building the structure or foundation from which the student
could find comfort in learning, we created visud, kinesthetic (tactile), and auditory activities that
helped the students depict the Eastern understanding of Western philosophy. For instance, we
used a number of different puzzlesfor apracticd exercisein discriminaing and solving
problems. We had mixed the pieces, leaving some out of one group’s and adding extra piecesto
another group’s pile of pieces. We asked the students to assemble the puzzles within their
groups. We then advised there was only one rule—no language other than English could be

gpoken. While they quickly discovered we did not create arule to prevent them from



collaborating with other groups or using nonverba forms of communication in order to trade for
their missing puzzle pieces, they were distressed when we talked about the exercise at its
concluson. What we did not realize was that by not giving the correct information to the Asan
sudents, we had aso violated a culturd norm. They felt we were essentiadly “lying” to them, an
affront to the Asan concept of the teaching paradigm: the teacher dways gives correct and true
information in the transfer of knowledge!

In thistime of globa learning and teaching, educators of adults are compelled to rethink
their modes of “information transfer” and learning. We knew we were aso making use of what
Feuergtein cdls the mediated |earning experience.

Ingtructiond Strategy

The textbooks' used in this course were difficult; they required an academic, English
vocabulary, and were grounded in the Western philosophica concepts of meaning-making
(Goodman, 1978), time, space, logic, and community. These textbooks were difficult even for
the American students to read and understand. The professors had to get out of their
instructional box and explore waysin which the English as a second language (ESL) students
could make sense of the materiad. The socidizing of the students into an integrated class was
important; the Asan students needed to speek with, relate to, and work with the other doctoral
sudents, and vice versa. Not only would the socia context of the classroom help students learn
better, but the ESL speakers could extend their knowledge of English as they spoke with, and
related to, the American students. The authors relied on Lev Vygotsky’swork on language for

direction in these efforts.
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As aresault, the following Strategies were developed and used throughout the semester.

. Adtivities and guided discussons were used to enable the ESL studerts to convey,
experientidly, their understanding of the concepts.

. The students were required to present ‘weekly news' reports relating issues relevant to
their country of origin and applying the course concepts—this created the tie between
cognitive learning and culturally based experience.

. The American students were assigned as mentors to the ESL. students in an effort to
encourage relationship building between the cultures. Thiswas dso an attempt to enable
learning about the different cultures through interaction. The mentors actualy served as
mediators of learning in that they facilitated the relationship between professor and
student and aso increased the speed, trandation and assmilation of the course readings.

They made extensve use of a knowedge management Ste—www.egroups.com—to

reinforce the classroom discussions and externd readings.

. Classroom assgnments were modified to accommodate the group culture values of the
Asan sudents wherein writing and presenting papers and projectsis done by two or

more students. In this case, it seemed easier/more acceptable to have the American
students adapt to the Eastern style of learning than vice versa. It dso introduced
American sudents to a different gpproach to learning.

. The authors (professors) adopted roles and carried those roles throughout the semester for
consstency in practice and to reinforce stability in the learning environment. For

example, Jessica Kimmd did much of the lecturing and Annette Craven did much of the

guided discusson and learning activities.



Feuersein’s Mediated Learning Experience Concept

Reading the conference proposa on the Web, the authors recognized how much our
experience reflected the outcomes of the conference; we read more about Feuerstein and saw
how hiswork actudly gave us atheoretica basis by which we could explain our innovative
teaching experience.

When we read about Professor Reuven Feuerstein’ s work with immigrant adults and
children to Isradl (Feuerstein, 2001), many from very diverse backgrounds, languages, and
cultural experiences, the urge to see how problems were solved directed usto his body of work.
Subsequently, we put together Feuerstein’s ideas with our other theories and analyzed our own
actions within the theory bases. What we, as professors, were confronted with was the diversity
issues of vadly differing populations, not unlike that cited by Feuergein:

...one of the mgor difficulties confronting new immigrants and ther children.
This difficulty sems from the datic approach to evduation that dtats and finishes
with the manifex levd of immigrants functioning in linguidic, cognitive,
conceptud, and operationd spheres.  This levd of functioning is percaeved as
reflecting their true capacities which are fixed and unchangegble. ..

The culturdly different individuds find themsdves in a disadvantaged
position while negotiating with a dominant culture to which they have to adapt. ..

The condition of the immigrant Ethiopian population is cheracterized by the
fact that in terms of culturd difference, ther culture is very digant from the modern
Israeli culture to which they had to adapt. This cultura difference is reciprocd, in the
sense that representatives of the dominant Isragli culture do not usudly have adequate
knowledge to undestand the immigrants way of thinking, ther concepts,
vocabulary, and levels of understanding what are so different and so strange to those
who must integrate them into the educationd system.

(from Preface by Prof. Reuven Feuerstein, http://www.icelp.org. 4/02/01)

We thus found ourselves professors for a combined class of 27 students whose
worldviews callided, whose language skills were different (both in kind and in level), and whose
conceptud base carried vadtly different intellectual models from which to draw. When we set up

the email groups with American students as mentors, we were actudly setting up mediated



learning experiences with experienced culturd mediators. Feuerstein’swork findly gave usthe
language to describe this adequatdly. The American students not only were to help the
Tawanese, Korean, Chinese, and Mexican students, but these mentors functioned to show them
how the processes worked. In essence, we wanted the American students to enculturate the
Sudents from foreign countries into the American concept of univergty learning.

Thelogic we used in gructuring this class of sudents from multiple nations and linguistic
backgrounds is what Myron Tribus definesin his article “Bridging in both directions’ (2001):

The process whereby one human helps another to draw the deeper lessons from
experience is caled Mediated Learning Experience (MLE). MLE describes how
one person helps another person to interpret their life experiences and to draw
from them rules and principles useful in ancother time and place MLE dso
includes helping the learner “bridge’” to other applications and to recognize the
meaning of the rules and principles. The advantage of formdizing this process,
MLE, is that now MLE can itsdf be anadyzed, improved and most importantly,
taught to others...

Thereis adifference between teaching and mediating:

Teaching is concerned with having dudents mester a subject.  The studernts
demongrate their mastery by what they say about the subject, how they solve
problems posed in the subject and by showing skill in using the tools and methods
asociagted with the subject. Teeching presumes the intdligence is dready
devel oped and that mastery of the subject isthe main god.
Mediation is concerned with having students master their own thinking processes.
The sudents demondrate this mastery by showing an awareness of how they
organize ther thought processes, how they use ther intdlectud resources to
acquire, organize and andyze information, how they deveop drategies for
controlling themsdves as they encounter chalenges. Mediation looks upon the
devdopment of intdligence as the main god and as inteligence is developed,
teaching gods will be met.

(from “Bridging in both directions’ http://www.icelp.org)

We see our own experience as one dso of “bridging in both directions’—a way of thinking,
processng, and leaning that creates leaning for dl paties in the mentoring/mediaing
experience, and one that relies upon the intelectud notion of continuous growth and

development of intellectud functioning.



Lessons Learned

One of our most important findings was the effectiveness of using the cultures present to
establish the classroom culture. For example, the formdlities of the traditiond Asan classroom
are important to the students; these were identified and assmilated on aweekly basis. One
Asan student brought tea (special cups for each professor!) to each class. Professors and
sudents adike learned to gppreciate this courtesy and comment on it. In return, when one of the
professors had a birthday, cakes were brought in and Happy Birthday was sung in Mandarin and
Engish! In return, the authors brought fruit and cookies, and the American students often
brought surprise treets for the whole class. Thus, the Asan culturd gift of generosity and
hospitdity was practiced by one and 4.

We dso quickly learned that a great dedl of affirmation and reinforcement was necessary
for the Asan students (this same conclusion was reached regarding graduate students from
Mexico). We struggled for severa weeks to persuade the Asian students to speak out in class,
chdlenge the readings, chalenge their American colleagues, and even chdlenge the professors —
dl tono aval. Findly, the Asan group leeder informed us (in aforma gppointment) that the
Asian learning paradigm is that whet is published as text, or conveyed by the professor, must be
correct. Questioning the text or the professors is not an acceptable practice in the Asan culture;
information in print or from the professor’s mouth carried the weight of authority that was not
normally chalenged.

It took agreat ded of time and effort to convince the Asan students that their experience
and prior education qudified them to express their impressions of the readings and discussions.
The culminating experience was a class discussion about student participation expectations and

an arrangement was negotiated whereby the Asan students could ask their American mentors
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on-line questions about the readings. This enabled them to strengthen their English skillswhile
aso saving face. Another way we created a congtructivist experience in this framework was the
establishment of the weekly newsreports. Students would pair up, find a current news story, and
make a presentation to the class. Sowly, the sudents al began to critique the news with
differing worldviews and reports with which they were familiar.

The e-mail groups and the socidizing in the class enhanced the connection between the
Asan and American sudents. The Asan sudents had aready formed consistent study groups, a
model by which they study and learn, and in which they confront the texts, lectures, and one
another to discover the essence of the assgnments. Although the Asan group learning culture
was adopted, we made the decison to mix al students, Asan, Hispanic, and American, ina
varigty of groups. This contributed to the collaborative nature of the class.
Concluson

One of the mogt astonishing outcomes of mixing the cultures was the transference of
attitude from one culture to another. The Asan students are extremely respectful of their
teachers, homework was timely and beautifully packaged, and assigned readings were taken very
serioudy. Gradeswere never questioned or debated. There was rarely a Situation that required
the negotiation for alater due date. This respect, which was present with some of the American
students, was reinforced for the American students and became a matter of philosophical
discussion on severd occasions.

Another attitudinal transference was the concept of humor and/or teasing. Once the
Asian sudents discovered it acceptable to use humor (even the professors teased one another),
they experimented and became quite adept at this socid “easing” of the formality of schooling.

One student, a practicing Jew, introduced them to the Jewish traditions of food and hospitality;



he aso treated his mentees to lunch at his favorite Asian restaurant, thereby sharing the culturd
traditions of al. The bonds created between the Eastern and Western students during this
semester, the authors believe, are fertile, enduring bonds. In fact, one Asan student told the
authors about an ancient Chinese saying that they gtill believe istrue: Once a teacher, always a
mother.

The authors would like to close with a subjective response to accompany our objective
perceptions. Fall Semester, 2000, was one of the most memorable teaching experiences of our
careers. Itisdifficult, even in retrospect, to determine whether we learned or taught more.
Assuredly, our lives are enriched by this experience. In reflection, we each have memories of
gpecia events that bring the importance of the phrase, “What the professor learned in class’ into
aclear picture. Craven remembers a colleague stopping her one night on the way to class and
meaking the comment, “I fed sorry for you; it must be redly tough and exhausting working with
foreign sudents” The statement could not have been further from the truth; the chalenge itself
had caused usto stretch, to bring new solutions to problems, to love goingto class.  Likewise,
Kimme remembers one of the Taiwanese women students coming to her office with amixture
of herbs, spices, and citrus pedls, the student saw that her teacher had a cold and was miserable.
Having no ideawhat she was ingesting, she took the directions of her sudent to heart and sat in
the office chewing the pedls, hitter in taste, and learning about traditiona Chinese hedling. And,
her cold improved the next day!

The experience of teaching and learning with a completdly diverse class was
occasondly difficult, but it was dso delightful and exhilarating. We both bdieve that the
greater danger for professorsin the academy isthe rut. Just as the students of today need to see

the world replicated in their readings and study, we, the professors, need to experience the world
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in our student populations.  The rewards are such that we have arranged to repeat the class for
another diverse group of 25 in the Fal of 2001. Our use of mentors, mediated learning
experiences, and theory applied to globd problems was sufficiently successful that we want to
share it with our peers. We learned that truly multicultural classes present alearning adventure
that can create an exchange of learning and culturd understanding between dl the parties—
students, teachers, and observers—that closaly mirrors the globa environment that the 21%
Century offers. It isdifficult for the authors to imagine alearning environment that would not

benefit from, and be enriched by, such amulticulturd, multilingua population.
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