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COUNSELING ACROSS  
CULTURES 

Miami 10-14 July 2017 
Dear CTC Cultures Participants, 

In just over a month we will be converging in Miami to explore how cultures impact our work as counselors. 

Over 12 years Jeff worked internationally in South Korea, Hong Kong and Switzerland as a high school counselor. He has recently 
returned to the US and is working as a school counselor near Minneapolis. For the past 11 years, Adam has worked 
internationally in Thailand and Hong Kong serving as a school counselor. Adam was also a counselor and history teacher in the 
US for 10 years. We have presented at the American School Counselor Association national conference, several EARCOS 
conferences, as well as ECIS. We look forward to partnering to provide you with a highly interactive professional development 
course on Counseling Across Cultures! 

Our aim is to have rich discussions and practical activities that you can take back to your schools. In order to hit the ground 
running (and to get exploring the rich worlds of cross cultural counseling and positive psychology) we have prepared for you the 

following   8   Numbered Preparation Assignments. 

BRING 
 

1. Please locate these items electronically (or in print if easier) to share with your classmates: 
• A copy of your school’s Mission Statement 
• A copy of your school’s profile or demographic information (which shows nationality, languages spoken, etc.) 
• School promotional brochures or past annual school reports 

 

2. Bring an item that reflects your core identity: 
• Pack and bring the item, or print an A4 sized photograph of the item, (note-this is an important opening piece 

of the course). Our identity is characterized by many factors – mostly deep and strongly held beliefs and values. 
Our cultural identity emerges from upbringing, experiences, living among other cultures and the ways in which 
we internalize cultural behaviors.  Please bring an identity item that reveals the deeper layers of who you are. 

• Also bring a picture of your family (or be able to quickly locate one you could share on your computer)  
A laptop (required) 
• Your course materials are electronic. Hard copies of the materials will not be available on site.  Participants are 

required to bring a laptop computer with appropriate adapters and wireless internet capability to this course. If 
you are bringing a school laptop or one you are not familiar with, be sure to have the settings checked and be 
familiar with any passwords required to access wireless internet and to download software. Click here for more 
information about iPads and tablets. Chromebook users can use the free Kami extension to annotate. 

• Download Adobe Acrobat Reader DC now in order to be able to access your materials properly. 
 

TAKE 
 

3. Take the following surveys 
• Via Character Strength Survey (35 minutes).  

Print the results (or be able to easily access them online) and bring them with you. This is a FREE assessment. 
There is an option to purchase a more in depth report for $20. You do NOT have to purchase this, but of course 
you are welcome to do so.  We will be referring to and actively using this throughout the course. 

• Follow up Google Survey  (10 minutes)  
This is a survey follow up to help us get to know you and the needs of the class.  
 

 

 

Course check in: 1pm-3pm 

Course begins: 4pm 

Course concludes: 1pm on the final day 

https://app.schoology.com/login
https://goo.gl/NN73QG
https://chrome.google.com/webstore/detail/kami-pdf-and-document-mar/ecnphlgnajanjnkcmbpancdjoidceilk?hl=en
https://get.adobe.com/reader/
http://interculturalcounselor.pro.viasurvey.org/
https://goo.gl/forms/oJpiSdLwBf9afnb52
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WATCH 
 

4. Optional - What is positive psychology? (18 minutes) 
• Watch Martin Seligman @ Ted Talks: http://bit.ly/JxpCwx  
• Martin Seligman is considered the father of positive psychology and a very important figure in Clinical 

psychology. This highly engaging TED talk video will provide you with sufficient background for our discussions 
about strengths and around positive psychology and its role in international school counseling. 

 

READ 
 

5. Please read the following articles (included below): 
Reading these articles prior to your arrival will provide a solid foundation for your learning and contributions in 
the course.  
• “Deep Culture’s Universal Questions” in The Beginner’s Guide to Deep Culture, Shaules, 2009 
• “From Intercultural Knowledge to Intercultural Competence” in Contemporary leadership and intercultural 

competence: Understanding and utilizing cultural diversity to build successful organizations, Sage Publications, 
2009 

• “Cultural Frameworks and Their Importance for Leaders” in Leadership in a Diverse and Multicultural 
Environment, Connerley & Pedersen, 2005 

• “How Leaders Influence the Culture of Schools” in Educational Leadership vol. 56 no. 1, September 1998 
• “Reculturing Schools” excerpted from Positive or Negative? By Kent D. Peterson in the Journal of Staff 

Development vol. 23 no. 3, Summer 2002 
 

PLAN 
 

6. Participant presentations (Cultural Gems): 
We are asking four people to contribute to the warm-up activity of the day-- You would share a lesson plan or activity 
that you have done with students or parents that pertains to culture. Timeframe is 5 minutes. If you are interested in 
volunteering email jeffasteuernagel@yahoo.com 
 

7. Prepare a Critical Incident: 
As part of the course we will be reviewing "critical incidents" together. You have received a "Critical Incident Template" 
attached to this communication. Please read and follow the guidelines. This will take about 30 min to prepare. Consider 
it a “case study” that had a cultural element(s) at play that would be good to discuss with the group. It does not need to 
be a counseling issue and could be in the broader educational context. Please send your Critical Incident to 
jeffasteuernagel@yahoo.com 

 

SEND 
 

8. We would like to hear from you as soon as possible! 
When you receive this, please email us back at jeffasteuernagel@yahoo.com and answer the following points: 
1. Introduce yourself briefly, e.g. Your current role and predominant cultural groups within your school community and 

what you hope to get out of the course.  
2. Any questions we can assist you with at this time. 
3. Attach a jpeg photo of yourself. (Simply so we can identify you. We will not share or post it).  

 
 

 

 

 

https://app.schoology.com/login
http://bit.ly/JxpCwx
mailto:jeffasteuernagel@yahoo.com
mailto:jeffasteuernagel@yahoo.com
mailto:jeffasteuernagel@yahoo.com
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EXPLORE 
 
WATCH 
… a short video to prepare for your course. 
 
JOIN Schoology 
...your required online portal for everything related to your CTC course.  

• Have a Schoology account? Click here. 
• New to Schoology? Click here. 

 
Use this access code to join your course group in Schoology. 
 
Access Code: VVR5K-39CR5 
 
If you need help with this process, please contact us at registrations@theptc.org. 
 

NOTE 
 
Essential to the success of this course will be: 

• A willingness to share and explore with each other. Sure there are books on counseling. Some people even counsel 
by the book. But our greatest learning and impact comes from our interactions together. 

• Confidentiality/level of disclosure - Why? We will all need to feel comfortable talking with each other, talking about 
our experience and will need to trust each other for 'what is said during the course stays in the course.' 

• A positive attitude, but a critical eye. We will present several maps. But as Milton Erickson was famous for saying: 
'the Map is not the territory.'  You know your turf. Figure out how and where each map applies.  

 
 

We cannot tell you how excited we are about this course. We have worked a combined 21 years overseas and always enjoyed 
exploring and discovering different cultures and sharing our own. Please do not hesitate to contact us with questions: 
jeffasteuernagel@yahoo.com & agoad@hkis.edu.hk 

We look forward to seeing you this summer! 

Jeff Steuernagel & Adam Goad 

 

https://app.schoology.com/login
https://youtu.be/8Ma-VFjUtXc
https://app.schoology.com/login
https://static1.squarespace.com/static/57c4731c893fc047731cea43/t/58b44df1bf629ae26db42b95/1488211442111/Already+Registered+Instructions.pdf
https://static1.squarespace.com/static/57c4731c893fc047731cea43/t/57ebc4fe2e69cfdc14c51214/1475069184194/New+Registration+Instructions.pdf
mailto:registrations@theptc.org
mailto:shaunigan@gmail.com
mailto:agoad@hkis.edu.hk


Back to top 
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CRITICAL INCIDENT TEMPLATE 
 

Please read and then write a scenario (following the 6 steps) 
 
Learning Objective: A cognitive exercise to discuss cultural differences and similarities during critical 
moments (misunderstandings, conflicts, problems) in helping practice.  
 
Design and Purpose: 
A critical incident describes a specific encounter by members of two or more cultures (e.g. counselor and 
parent or counselor and colleague). The incident should include a problem e.g. there is conflict and/or 
misunderstanding between the parties. The incident ends with a series of questions (following the description-
interpretation-evaluation model) posed for the learners.   
 
Process for writing a critical incident case:  
1) Identify the main actors in the incident. 
2) Provide some, but not too much background information in the text. Just enough to set the stage! 
3) Give the sequence of events. 
4) Indicate when and where (the context) of the incident if it is helpful 
5) Describe how the person from the participants' culture viewed (thought, felt) the incident but not why. 
6) Avoid giving the "correct" answers and interpretations in the text 
 
Activity Process Overview: 
The critical incidents case is show to all of the learners.  Small groups are created and each group is given the 
incident to read and discuss. The groups are given 15 - 30 minutes to complete the task. The groups then 
reconvene and each group reports back on its "findings."  
 
The trainer/facilitator guides the discussion to keep it on track and may elect to write some of the "findings" 
on the board. 
 
At the conclusion of the discussion, a handout can be given to the learners, which summarizes the cultural 
issues highlighted by the incidents. 
 
Example guiding questions for discussion: 
Describe- Describe what you know has happened? 
Interpret- How do you think ____ and ____ feel in this situation?  

    Why might ____ have reacted in the way they did?  
                What cultural dimensions are at play in this case? 
     Are any organizational cultural factors at play?  
Evaluation- What should the helping professional do in this situation to bridge the cultural difference? 
 
Tips during discussion: 
1) Encourage alternative explanations of events in the discussion. 
2) Encourage alternative solutions to the problems in the discussion. 
 

https://app.schoology.com/login
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Deep Culture’s Universal Questions 

 

 

 

 

Getting along 

  Some people say that the best way to understand people around the world is to 

focus on our common humanity. This is the message of the It’s a small world attraction at Disneyland. 

As the lyrics of the song they play there says:  

 

  There’s so much that we share,  

  that it’s time we’re aware,  

  it’s a small world after all.  

 

  A fundamental respect for the equal value of humans everywhere is an absolute 

starting point for cultural learning. But our goal is not simply to respect but also to understand and get 

along. And this song can sound naïve since qualities such as territoriality, ethnocentrism and 

aggression are part of our shared heritage as well. 

  When people say “Humans are basically the same” they are often referring to the 

commonalities built into the brain’s hardware—we are all hardwired for language, protecting loved ones, 

experiencing emotions, and so on. It’s possible to spot many shared patterns of interaction across 

cultural communities.  

  So can these cultural universals help us to spot deeper cultural patterns? Can they 

ease us into new communities with less stress? Can they help improve our relations with those we 

meet? 

 They can, but keep in mind that sharing something does not automatically create 

understanding—if it did, family members and married couples would be models of harmony. And 

assuming that we understand something that we actually don’t is a trap. Beware of those who insist too 

vehemently that they can get along with anyone in any country since “People are just people.” That’s 

like a husband who says “I understand my wife because I know how women think.”  

 With that qualification, let’s see how understanding certain universal elements of human 

communities can help us understand our experiences abroad.  

 

 

 

 

Simple universals 

  Some commonalities across cultures are easy to spot. People everywhere love their 

children, for example, or understand that a smile denotes happiness. Specialists have even created 

long lists of elements common to all societies. Here are just a few: gossip, lying, verbal humor, words 

for past, present and future, giving, lending, kinship categories, crying, expressions of affection, sexual 

jealousy, adornment, fear of snakes, use of tools, drugs, shelter, status and prestige, gender 

distinctions, sanctions against violence, rape and murder, etiquette, mourning the dead, and a taste for 

sweets!  

  But these simple universals are only marginally helpful when we experience cultural 

difference. They tell us the what but not the how of life in another place. For example, all societies 
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make gender distinctions, but expectations vary widely and the only way to learn them is through 

experience. People everywhere express affection, but how and when they do it depends on community 

standards.  

  There are very few behaviors or values which have little or no variation across 

cultures. Even murder, which is sanctioned in all societies, is defined differently depending on the 

community. Taking a life to defend one’s honor, for example, is more defensible in some places than 

others. While everyone may have an instinctive fear of snakes, some peoples may feel it immoral to kill 

them while others don’t. 

  This doesn’t mean, of course, that we can’t have meaningful interactions based on 

these similarities. A smile really can go a long way and simple gestures of kindness to strangers can be 

deeply moving. There is great value in appreciating the intrinsic worth of each human being regardless 

of cultural background. But this is just the beginning. As we go beyond the obvious similarities and 

explore cultural difference, we uncover deeper less obvious universal qualities. 

 

 

 

 

Universal dilemmas 

  Fons Trompenaars and Charles Hampden Turner are two intercultural management 

specialists who have spent a career helping people in business work across cultures. Their work is 

based on the insight that there is a core set of universal dilemmas that communities need to solve in 

order to create cohesive social standards.(1) They revolve around things such as: the role of the 

individual versus the group, systems to insure fairness, expectations about status, ways to divide up 

our life spaces, assumptions about fate and control, how we conceptualize time, and so on.  

  The dilemmas they refer to aren’t conscious choices made by individuals, but rather 

a underlying cultural logics that exists at the community level. Generally we feel these cultural logics as 

intuitive preferences or starting point for looking at things. And while cultural communities have shared 

standards, individuals also have personal preferences which can run counter to the community. Not all 

Greeks are emotive and not all Finns are emotionally neutral. Still, even non-emotive Greeks 

understand how to get along in Greek society and interpret the emotive behavior of other Greeks.  

  I have created a list of questions that we can ask ourselves when trying to 

understand the cultural differences we find abroad. They are based on the type of dilemma-based 

understanding of culture that I’ve referred to above. The goal isn’t to label individuals, but rather look 

into the sense-making of other communities. Use them to make observations and better understand 

your own reactions to the cultural differences you find.  

  There’s one important caveat. Often, the least typical individuals of a community are 

the most attracted to foreigners, which is another reason that the individuals you meet abroad often 

confound stereotypes about their country. To learn cultural patterns in a new place, observe carefully 

how people interact with each other in their community, not just how they treat you.  
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Loyalty 

 

Who are people loyal to? 

  Perhaps the most important universal dilemma revolves around the individual’s 

relationship with others in one’s community. Ask Americans who they are loyal to and they will often say 

“myself” or “my beliefs”. In China you will find a powerful loyalty towards the family. In Afghanistan, you 

may be loyal to your fellow Pashtuns, Uzbeks or Turkmen. This distinction between an emphasis on 

the one’s personal priorities and one on the larger community is sometimes referred to as individualism 

versus collectivism.  

  These words are more than descriptive labels. Rather, they represent two opposing 

approaches to a community’s sense of how best to provide for the wellbeing of its members. An 

individualist approach emphasizes independent development—each person is responsible for 

developing his or herself and thus more effectively contributing to the community. A collectivist 

approach emphasizes the role that the community has in nurturing the individual and developing that 

person’s full potential.  

  Would you go against your family’s wishes to satisfy your personal aspirations? If so, 

you may explain your decision using an individualist’s logic, and if not a more collectivist one. If people 

seem egocentric and self-centered when you are abroad, it may be because you don’t understand their 

individualist values. If they seem overly dependent on their family, tribe, religious community and so on, 

remember that these communities nurture them as individuals.  

 

 

The key to a good life for all is for 

everyone to take care of each other, 

even if we sometimes sacrifice 

independence. 

 

 

collectivism 

 individualism 

 

The key to a good life for all is for each 

person to have independence, even if it 

means being alone sometimes. 
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Respect 

 

Who gets respect? 

  Status markers are another human universal. There are two fundamental categories: 

achieved status (based on actions or performance) and ascribed status (official status based on titles, 

age, diplomas and so on). Communities that emphasize achieved status will more often answer this 

question by saying “People that can do something well.” An emphasis on ascribed status may produce 

the answer “elders” or “the leader” or “priests”.  

  If your deep culture settings orient you towards achieved status, you may find people 

in some places too hung up on titles, formality or etiquette. Remember that these status markers not 

only act as rewards, but also as standards that people live up to. If your deep culture settings orient you 

towards ascribed status, you may find people in some places to be full of overly confident 

self-promoters. Remember that in such communities people must do so to be taken seriously. 

 

I'm the best judge of my own abilities. 

 

achieved status 

 ascribed status 

 

Experts are the best judge of my 

abilities. 

 

 

It's best to avoid differences in status, 

as they create tension between people.  

 

achieved status 

ascribed status 

 

It's best to honor the status that people 

have, as that creates smooth human 

relations. 
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Fairness 

 

How do we insure fairness and efficiency? 

  Fairness and efficiency require predictability (everyone follows the same rules) and 

flexibility (sometimes exceptions must be made). Some communities emphasize universalism (an 

emphasis on systems and rules) while others particularism (a case-by-case approach). If a pedestrian 

waits for the green light to cross the street even though there are no cars coming, he is following the 

universalistic logic that rules and systems should be followed for the good of everyone. If the 

pedestrian crosses, she is following the particularist logic that every situation requires prudent 

judgment to provide for reasonable outcomes for everyone. 

  The Italian in Switzerland may find Zurich efficient yet overly organized and 

predictable. The Swiss in Italy may find Rome charming but chaotic. McDonalds succeeds with a highly 

universalistic approach to systematic efficiency while French wine producers succeed by taking 

advantage of the particular qualities of each region and vineyard.  

 

Fairness requires that everyone follow 

the same rules. 

 

particularism 

universalism 

 

Fairness requires making exceptions to 

the rules. 
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Emotion 

 

How should we manage our emotions? 

  On the one hand human emotion must be controlled to prevent unnecessary conflict. 

On the other, human emotion must be expressed to allow for open relationships. These two truisms 

represent the opposing poles of a neutral approach to feelings and an expressive one. The neutral 

approach guards against the excesses of emotion, while the expressive one sees emotion as 

fundamentally healthy.  

  If you find people abroad to be hiding behind a mask of self-control, remind yourself 

that their feelings are expressed in more subtle ways. If people seem to you overly emotional, 

expressive or aggressive, remind yourself that a raised voice or expansive gestures don’t necessarily 

signify extreme emotion. 

 

Controlling your feelings when dealing 

with others leads to good relationships. 

 

expressive 

neutral 

 

Expressing your feelings openly with 

others leads to good relationships. 
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Control 

 

Who’s in control? 

  In Muslim communities, when you say “See you tomorrow!” in anticipation of an 

appointment, you may hear the reply inshallah or literally “if Allah wills it”. This expression is more than 

a turn of phrase. It reflects the deep culture assumption that humans are not ultimately in control of 

their fate. Communities that emphasize the importance of destiny, magic and adapting to circumstance 

share a similar orientation towards outer control. 

  This kind of thinking may strike Americans or Western Europeans as superstitious or 

passive. Their deep culture assumption of inner control emphasizes humans as agents of their own 

development and change. This can create the impression of ego-centrism or godlessness for those 

oriented more towards outer control. Who can presume, after all, to know the future or to control the 

larger forces that govern our lives.  

  Asian companies are known for being highly sensitive to the needs of their 

customers and markets. This reflects the an orientation towards outer control, as do martial arts like 

Ju-jitsu, which use the strength of the opponent to one’s own advantage. The Western concern for 

invention and originality reflects the inner control assumption that true creativity is something that 

comes from within, not as an adaptation or modification of something without.  

 

Happiness comes from taking control 

of my own destiny. 

 

inner control 

outer control 

 

Happiness comes from appreciating 

what life gives me. 
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Time 

 

What time is it? 

  Why do people from some communities seem so unconcerned with precise 

scheduling? Why do others let themselves become slaves to the clock and their day planner?  

 Time can be conceived of as absolute—an objective part of physical reality. This implies that 

humans should use it as any other limited resource (in English we spend, waste, and give of our time.) 

In other words, its use should be as predictable as possible (to avoid wasting it!). But time can also be 

thought of as situational, with important events and people allotted more time as circumstances dictate. 

If something comes up and we don’t finish everything today, there’s always tomorrow. 

  These differing attitudes can lead towards the impression of chronic tardiness on the 

one hand, or that of someone who is machine-like in planning and interacting. If you have the former 

impression when you travel, don’t waste your emotional energy resenting meetings that start late or 

people who don’t arrive when you expect. Learn local expectations and take advantage of the spare 

moments this creates. And if, on the other hand, you find that everyone is rushed and obsessed with 

scheduling, remember that in some places predictability is sacred and that sometimes (in business, for 

example) squeezing activities carefully into a limited time frame can be advantageous for everyone.  

 

Using time well means focusing on 

what's important first. 

 

linear time 

situational time 

 

Using time well means relaxing and 

savoring the moment. 

 

 

Time is limited, so don't waste it. 

 

linear time 

situational time 

 

There's always time, so give it freely.  
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Truth 

 

How can we judge goodness and truth? 

  If you disappoint people who are dear to you do you feel guilty or ashamed? Guilt 

comes from having an inner reference for truth and goodness—we look inside ourselves to our 

conscious and connection with our God and our ideals. Shame comes from an outer reference—we 

look outside ourselves to our relationships and influence on others to judge our behavior. 

  Christianity, Islam and Judaism share a deep culture orientation towards inner 

referencing. Parents scold their children by saying “You know better than that!” hoping to develop this 

inner voice of conscious. In Asia children may be told “You’re bothering people!” by parents who hope 

to develop an outer-referenced sense of responsibility to others. 

  Inner referenced thinking is not necessarily associated with individualistic thinking. 

Arab communities, for example, are influenced by the inner referenced thinking of personal faith found 

in Islam, yet also have strongly collectivist expectations towards the family and one’s religious 

community. One is expected to live up to one’s personal moral responsibilities in public so as not to 

bring communal shame onto your family, faith, etc.  

 

What you believe is important, even if 

your actions don't live up to your ideals. 

 

inner truth 

outer truth 

 

How you treat others is important, 

regardless of what your beliefs are. 
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Gender 

 

How different are men and women? 

  Men and women are different—that’s true. Men and women are similar—that’s also 

true. Communities tend to intuit one or the other of these ideas as a starting point for un understanding 

of what it means to be feminine or masculine. A gender separate approach assumes that differing 

gender roles are a natural outgrowth of fundamental differences between men and women. Biology 

dictates a large portion of what we are. A gender similar orientation starts with the idea that men and 

women are more fundamentally the same. Biological differences are considered secondary. 

  If you go abroad and feel that gender relations are oppressive and patriarchal, 

remember that not everything can be reduced to power relations. People often thrive in their 

gender-based roles of mother, father, protector, nurturer, provider, etc. Many good things come from 

gender role specialization. As one female visitor to the United States said, “But I don’t WANT to be like 

a man.” 

  If, on the other hand, you go abroad and feel that men are weak and women are 

pushy, or that the value of family, modesty or honor is not respected, remember the great variety 

between men and between women. Treating the genders as though they were the same can allow for 

otherwise hidden abilities to flourish. The children of Swedish children whose fathers get maternity 

leave certainly benefit from the extra bonding.  

 

 

Men and women are fundamentally 

different. 

 

Gender separate 

Gender similar 

 

Men and women are fundamentally 

similar. 
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Space 

 

Am I in your space? 

  Humans are territorial, like their primate ancestors and the mammals we evolved 

from. As humans started living in larger groups we have had to carve our spaces into ever more 

complicated units. Some communities emphasize discrete space with clear delineation between the 

different parts of one’s life. If you run into your boss on the tennis court, he’s no longer your boss, but 

simply another tennis player who you are welcome to defeat. Others emphasize diffuse space, with 

porous boundaries between the different compartments of our lives—a friend of a friend is my friend. 

   These boundaries help us maintain our private space—the physical and 

psychological spaces that only people we are close to have access to. Public space belongs to those 

we have no special obligations to. In communities with a larger public space, people will strike up 

conversations with strangers in elevators or bus stops. Communities with a strong sense of private 

space erect clear boundaries to protect inner sanctums from outsiders. The high walls, restricted areas 

and inner gardens of traditional Arab architecture contrasts with the “Let me show you around the 

house” of Americans who give a tour to even casual guests.  

 

People get along better when they give 

each other privacy 

 

Discrete space 

Diffuse space 

 

People get along better when they don’t 

create barriers between each other 
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Future and Past 

 

Shall we look forward or back? 

  Making effective choices in life requires reliance on past experience. Yet that which 

worked before may not be an effective guide for the future. A past orientation implies a trust for using 

what has come before to reference what is to come. A future orientation assumes more often that the 

past is a hindrance which can impede the good things assumed to be ahead. 

 If, in your travels, you find people who seem to be stuck in traditional thinking which impedes 

“progress”, remind yourself that change is not good for its own sake, and that “new” doesn’t always 

mean “improved”. And if you find that people are throwing away the valuable lessons of previous 

generations, remind yourself that even the oldest traditions were at one time new, and that change can 

lead to a rediscovery of values of the past. 

 

 We should imagine a bright future and 

then try to make that happen 

 

Discrete space 

Diffuse space 

 

We should use the lessons from the past 

to create a better tomorrow.  
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And others . . .  

  These questions have just been a brief sampler of some of the hidden universal 

elements of deep culture. And while there may be an infinite number of possible dichotomies that can 

help us decipher the underlying patterns of deep culture when abroad, the ones listed here represent a 

good starting point. Don’t be fooled by the brevity of these explanations. The hidden differences that 

these questions point to are simple but deep. Understanding them as ideas is easy, but it can take 

years of delving into the permutations found in any given community to integrate into your behavior and 

sense of self can take years. After living in Mexico for three years I still had trouble fully entering into 

the subtleties and efficiencies of how people experienced time, or how they related to their families, or 

how they showed emotion. Living in Japan, it took years to internalize the different sense of public 

versus private space, or the outer-referenced emphasis of being aware of the effects of one’s behavior 

on others.  

  If you are interested in learning more about the deep culture dilemma approach to 

understanding cultural difference, you’ll find further resources in the final chapter. 

 

The pitfalls of labeling and measuring 

  The categories that I have described above are not all understood in the same way 

by intercultural specialists. While I am describing these labels in terms of how people make sense of 

things and solve problems, some specialists focus on culture more as a form of psycho-emotional 

conditioning.(2) They use labels such as individualism and collectivism and others that I haven’t 

included here, such as power distance(en), and uncertainty avoidance(en). This  approach sees 

enculturation as an imprinting of certain emotional orientations that in turn influence behavior.  

  Unfortunately, this focus on drawing cause and effect connections between 

psycho-emotional states and visible behavior can lead to claims and counter claims about the validity 

of cultural traits within individuals. Some specialists argue that categories of cultural difference are not 

meaningful because they are such poor predictors of behavior. 

  Though the community we grow up in certainly does train us to react to certain things 

in certain ways, deep culture is not simply internalized conditioning.(ref discuss taboos) Deep culture 

relates to how we make sense of things rather than simply affective responses to particular 

phenomena, or trained responses to a particular situation. Of course in any given situation, our 

particular behavior is influenced by individual choice, the situation, AND how we make sense of things 

culturally. Obviously, knowing someone’s cultural background alone doesn’t explain why that person 

does what they do.   

  There are some interesting psychological questions raised by attempts to categorize 

deep culture patterns. For example, do people raised in expressive communities become 
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physiologically more extroverted? Or are do they simply have different conventions? This is like asking 

whether children who grow up playing rugby in school end up being more violent overall than those that 

grow up playing cricket. I suspect not much, if at all, but who knows? 

 

Warning! 

  Using terms like those above to describe cultural difference can lead to criticism of 

stereotyping, overgeneralization, and determinism. These labels aren’t intended to categorize 

individuals. Thus, I wouldn’t say that “Africans are collectivistic” because it sounds like they’ve all been 

programmed to act alike. Rather, I talk about the collectivist values that can be found in many 

communities in Africa. In the same way, I wouldn’t say that culture influences behavior, so much as it 

gives us standards to judge behavior by. To say that culture influences behavior is like saying that 

language influences communication. Just as language is an integral part of communicating, culture and 

the interpretation of behavior are part of an organic whole. 

  Even intercultural specialists have trouble clearly conceptualizing what precisely is 

meant by culture and cultural difference. In any case, don’t take the labels and categories of cultural 

difference too seriously. They are best used as hints for making sense of how things work in another 

place, not absolute qualities which reside inside of people and control their actions.  

 

 



In M. A. Moodian (Ed.), Contemporary leadership and intercultural 
competence: Understanding and utilizing cultural diversity to build 
successful organizations. Thousand Oaks, CA: Sage Publications (2009).
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good understanding of the objectives of
the new training initiative and a strong
commitment to implementing a suc-
cessful pilot program. The creative
energy of our work brought us close
quite quickly. We worked long hours
and laughed and debated and began
to develop a design I knew was really
good.

Finally we had the design com-
pleted, the materials prepared, things
just about ready for the pilot launch in
2 week’s time. That’s when everything
suddenly seemed to fall apart. We sat
down to discuss who would facilitate
which section of the program, and no
one stepped forward. No one volun-
teered; no one took any initiative.
Everything I suggested was met with
resistance. No one actually refused, but
it was clear no one wanted to co-facilitate
with me. What should have been just a
quick meeting to allocate responsibili-
ties became two and then three meet-
ings. They seemed to get more resistant
with each meeting, and I know I got
more frustrated. Clearly, the only way
I was going to get anyone to co-facilitate
was if I made mandatory assignments.

What should Joan Raffert do in this sit-
uation; if you were her boss, what would
you coach her to do?

This chapter is not going to answer that
question, at least not in the way that you
might expect. Our focus here is not on the
content of Raffert’s decision and whether,
for example, shemandates the co-facilitation
assignments. Rather, we are interested in
the process of how Raffert decides: We are
interested in the dynamics of what we call
Raffert’s intercultural leadership practice.

Wehave organized the chapter as follows:

Reviewing three key concepts: leader-
ship, intercultural competence, and
practice

Merging these three concepts together
and discussing various approaches for
what we call an “intercultural practice
for contemporary leadership”

Focusing on one of these approaches
as the core of the chapter, the
methodology of “personal leadership”

Concluding with a discussion of the
power of an intentional self-reflective
practice for the interculturally com-
petent global leader

Toward the later half of the chapter, we
will return to Raffert as an exemplar. By
proxy, she will represent all those who lead
in multicultural contexts and who, in so
doing, are committed to transforming
their intercultural knowledge into inter-
cultural competence.

" Key Concepts

There are three concepts that take center
stage in this chapter: leadership, intercul-
tural competence, and practice.

LEADERSHIP

The concept of “leadership” has been of
interest to humans since time immemorial.
It has emerged as a renewed focus of fasci-
nation in the last 50 years, with easily hun-
dreds of books being published every year
for the past 5 years alone. Nevertheless, ask
any 10 people to define leadership, to spec-
ify what leaders should or should not do
and whether or not someone is an effective
or ineffective leader, and you’ll probably get
10 very different answers. Effective leader-
ship is very much an assessment rooted “in
the eye of the beholder.”

In discussing what contemporary leader-
ship means in relationship to intercultural
communication,we’re inspired by a segment
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of the leadership literature that focuses on
thequalities, skills, andways of being extra-
ordinary leaders. These leaders operate in
the transactional dimension, as all leaders
must, ensuring that the tasks of the organi-
zation are accomplished (Burns, 1978).
They also operate in the transformational
dimension, bringing forth creativity in
those with whom they work and developing
leadership capacity in others (Sashkin &
Rosenbach, 1998). What is most striking
about extraordinary leaders, however, is
that they also operate in the transpersonal
dimension, living and leading in ways that
are aligned with their own unique expres-
sions of creativity and wisdom (Ramsey,
Schaetti, & Watanabe, 2004).

Extraordinary leaders are involved in a
continual and infinite dance of attention
to self and attention to others, of leading
self and leading others. They do three
things: (1) they take a learning orientation,
(2) they take an appreciative orientation,
and (3) they take a receptive orientation.

Extraordinary leaders take a learning ori-
entationwhen they engage every experience,
every interaction and encounter, as an
opportunity to learnmore about themselves
and the ways in which they move through
and lead in the world. They demonstrate an
enormous willingness and capacity for self-
reflection and self-honesty. They take
responsibility for their emotions (Goleman,
Bayatzis, &McKee, 2002) and question the
ways in which their assumptions and core
values motivate them. They deconstruct
their mental maps (Black & Gregersen,
2003), becoming curious about the ways in
which their common sense and automatic
reactions influence them. They expand into
a state of presence we call “not knowing,”
from which creative direction is more read-
ily accessed (Wheatley & Chodron, 1999).

In taking an appreciative orientation,
extraordinary leaders actively look for
“what is right” about a situation or inter-
action (Wright, 1998). They cultivate within

themselves a positive (Fredrickson, 1998,
2003) and value-driven (Loehr&Schwartz,
2003) energy state and identify what it is
that gives life, purpose, and energy to the
organization (Cooperrider, Whitney, &
Stravos, 2003; Schiller, Riley, & Holland,
2001). Refusing to engage in blame and
resentment (Drucker, 2001;Nelson,2005),
extraordinary leaders find opportunities
inherent in every situation. They look
for, see, magnify, and connect the best in
others and the world around them. They
create safe and inclusive communities and
support others to be successful in ways not
originally thought possible. They acceler-
ate learning and build organizational cul-
tures that value difference, risk taking, and
high performance (Schiller et al., 2001).

Finally, extraordinary leaders take a recep-
tive orientation.They leadnot just from their
personalities but from a quality of connected
awareness:Theyknowthemselves tobepartof
what physicist David Bohm called “the impli-
cate order” (Bohm, 1980). This is a level of
reality beyond our normal everyday thoughts
andperceptions,a levelof reality atwhich“the
totality of existence is enfolded within each
fragment of space and time—whether it be a
single object, thought, or event” (Jaworsky,
1996,p. 78).Extraordinary leaders cultivate a
deeply intimate relationship with the impli-
cate order. Peter Senge and his colleagues
(2004), world-renowned in the leadership
and learning organization arenas, have
named this relationship “presencing.” They
describe presencing as that state in which we
become “totally present—to the larger space or
field around us, to an expanded sense of self,
and, ultimately, to what is emerging through
us” (p. 19).

INTERCULTURAL COMPETENCE

A standard definition of “intercultural
competence” is “the ability to communi-
cate effectively and appropriately in a
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variety of cultural contexts” (J.M. Bennett,
2007, p. 1), with people who are different
fromone’s self (i.e.,whoare fromadifferent
national, ethnic, religious, professional,
organizational, generational, etc., culture).

An impressive body of scholarly work has
been published over the past 50 years, and
numerous academic and professional devel-
opment programs now exist, designed to
help people strengthen their intercultural
competence.Together they reflect approaches
to developing competence which can be cat-
egorized into what we call the three spheres:
(1) culture specific, (2) culture general, and
(3) intercultural practice. The spheres are
“nested,” with the first sphere nested within
the second and the first and second spheres
nested within the third.

The first sphere focuses on culture-
specific competence.Here, thework of cul-
tural anthropologists provides generalizable
information about, for example, the com-
munication styles or value orientations of a
particular cultural group (e.g., Americans,
Singaporeans, Brazilians) or subgroup
(e.g., Muslim Americans, Singaporean
Chinese, urban Brazilians). This approach
to developing competence emphasizes
learning about the specific cultural patterns
exemplified by the chosen group and ana-
lyzing the impact of those cultural patterns
when members of that group are involved
in intergroup relations.While valuable, this
approach alone is inadequate to build inter-
cultural competence. The reasons are sev-
eral. First, not all members of a particular
group will manifest the same cultural char-
acteristics as the mainstream of that group;
learning about the mainstream teaches
nothing about those on the margins let
alone about individual variation. Second,
given the rate of travel, of immigration and
migration, and of international sojourn-
ing,more andmore people in today’s world
are influenced by layers of diverse cultural
influence. Third, most of us live in multi-
cultural environments, making it nearly

impossible for us to become competent in
the culture specifics of every group we meet
at the local neighborhood center or with
whom we share office space.

The second sphere of intercultural com-
petence takes a culture-general approach.
The focus here is on the general cultural
contrasts that apply in interaction, regardless
of the particular cultural groups involved.
The most famous of these cultural contrast
patterns, also called cultural continua,
include high-context/low-context commu-
nication, direct/indirect communication,
individualist/collectivist orientation, high/low
power distance, and high/low uncertainty
avoidance (Hall, 1959; Hall & Hall, 1990;
Hofstede, 1980). This approach offers great
insight for those choosing to develop their
intercultural competence. It allows them to
assess, for example, to what extent the
people with whom they are negotiating a
contact may have a direct versus indirect
communication style and how, given their
own style, that is likely to affect the negotia-
tions process. Even when taken in conjunc-
tion with a culture-specific approach,
however, the culture-general approach is
also inadequate to the task. For themost part
this is for the simple reason that a culture-
general approach to intercultural compe-
tence remains an intellectual exercise (and is
toooften focused exclusively on the “cultural
other” rather thanalsoon the“cultural self”).

The third sphere is the sphere of practice;
this approach to developing intercultural
competence holds and encompasses the
other two nested within it. It emphasizes
moment-to-moment choice, moment-to-
moment practice. It recognizes that “knowl-
edge of content does not automatically
translate into mastery of process” (M. J.
Bennett, 1998, p. 10); that to be competent
across cultures we “need to transform our
knowledge of intercultural theories into
appropriateandeffectiveperformance”(Ting-
Toomey,1999,p.261).Thisrequiresawhole-
person approach to building intercultural
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competence, for culture is as much an emo-
tional and physical experience as it is an
intellectualone (M. J.Bennett&Castiglioni,
2004; Cherbosque, Gardenswartz, & Rowe,
2004; Schaetti, Ramsey, & Watanabe, 2008;
Schaetti&Ramsey, 1999;Schaetti,Watanabe,
& Ramsey, 2000). This third sphere of
intercultural competence is informed by the
culture-specific and culture-general spheres,
while emphasizing that leaders must always
be learners and must practice for the
specifics of intercultural context.

PRACTICE

To “practice” something is to do it with
the deliberate aim of learning and
improving one’s competence. It requires
a commitment to self-awareness, self-
reflection, and self-monitoring (Goleman
et al., 2002), as well as a commitment to
engage the process of developing compe-
tence with intention. It implies a contin-
ual process of becoming, rather than the
achievement of a completed end state.

Practicing for the sake of developing
intercultural competence is different, it
seems to us, from someother fields of prac-
tice. Plumbers and lawyers and gardeners
and software engineers, for example, can
focus their practice during set hours—
perhaps within a 9–5 workday. They start
their work and they put on their “plumber
practice” coat; they finish work and they
take off the coat and hang it up. A practice
to develop intercultural competence doesn’t
work that way. It extends beyond the hours
of any particular job we may have, into the
whole of our lives. When we commit to
developing an intercultural practice, to
engaging the third sphere of intercultural
competence, we are agreeing to transform
our lives into a personal “living laboratory.”
Considered this way, every interaction,
whether involving obvious cultural differ-
ence or not, offers an opportunity to apply

culture-specific and culture-general knowl-
edge about self and other. This allows for
the mindful and creative transformation of
intercultural knowledge into intercultural
competence.

" Intercultural Practice for
Contemporary Leadership

The three concepts of leadership, intercul-
tural competence, and practice come
together as we now consider “intercultural
practice for contemporary leadership.” As
a starting point, it is interesting to note that
searching an online bookseller under the
phrase “leadership practice” yields literally
thousands of titles incorporating the two
words into a single phrase. The same is not
true for “intercultural practice,” wherein
the few hundred titles that do use the two
words typically do so as separate ideas; they
are linked together by such words as ther-
apy, literature, theater, and conflict.

The idea that intercultural leaders
might intentionally develop a personal
intercultural practice, just as they are
encouraged by the leadership literature to
develop a personal leadership practice, is
relatively new.

The Developmental Model of Inter-
cultural Sensitivity (DMIS; see Chapters 8
and 16) and its related instrument, the
Intercultural Development Inventory (IDI;
see Chapter 16) reinforce the idea of an
intercultural practice by asserting the devel-
opmental nature of intercultural compe-
tence. Advancement from the ethnocentric
to the ethnorelative stages, as described by
the DMIS and as measured by the IDI, is
presented as a developmental journey that
the intercultural leader can strategically and
intentionally engage.Thewhole point of the
IDI’s feedback interview is to inspire the
individual, team, and/or organization to
actively participate in that journey. Although
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neither offers a specific practice methodol-
ogy, the DMIS and the IDI each implicitly
assert the importanceof cultivating an inter-
cultural practice.

Intercultural leaders are also called to cul-
tivate an intercultural practice when they are
charged with being a “mindful intergroup
communicator” (Ting-Toomey, 1999).This
is defined as a skill set rooted in the “practice
of mindful intrapersonal communi-
cation . . . [which itself starts] with con-
scious monitoring of our reactive emotions
in negatively judging or evaluating commu-
nicationdifferences” (Ting-Toomey, p. 23).
Parallel to this is the call for “authentic
engagement” (Cherbosque et al., 2004), an
approach that integrates the ideas of emo-
tional intelligence, asmentioned earlier, with
intercultural competence.

The Cultural Detective methodology
(Saphiere, 2002) also emphasizes practice.
It invites the intercultural leader to become
a “cultural detective,” using clues offered by
another person’s (potentially offensive)
behavior to hypothesize the values that
might be influencing that person’s actions.
By applying a similar lens to his or her own
values, the intercultural leader can analyze
how best to bridge between the differences
so that effective communication becomes
possible.TheCulturalDetectivemethodol-
ogy is now being used as the structure for an
immensely popular series of culture-
specific products, primarily but not exclu-
sively focusing on national cultures. The
series offers an excellent example of one
way inwhich the first sphere of intercultural
competence (culture-specific knowledge)
can potentially be linked with the third
(intercultural practice).

At the core of all these mandates to
develop “cultural intelligence” is an empha-
sis on practice as process: as an “experiential,
iterative way in which each repetition of the
[intelligence] cycle builds on the previous
one” (Thomas and Inkson, 2004, p. 183).

We come now to the methodology of
Personal Leadership (Schaetti et al., 2008;
Schaetti et al., 2000). Providing one of the
most explicit calls to intercultural practice to
date, Personal Leadership is unique in the
kind of articulated pathway it details for the
intercultural leader who wants to translate
intercultural knowledge (both culture spe-
cific and culture general) into competence.

The methodology emerged out of the
authors’ recognition that even people who
have a lot of intercultural experience, when
in the stress of the moment, tend to judge
one another from their personal cultural
frames and to leap to culturally based conclu-
sions. They may even end up entrenching
themselves within those conclusions,making
it difficult to engage thepersonal andcultural
shifts usually necessary for success. In 1995
the authors began holding a question as the
lens through which we did our work: When
people are able to interact effectively as inter-
cultural leaders across difference and in
times of change, what specifically are they
doing? By 1998, we had articulated the first
iteration of the methodology that has, in the
10 years since, become the core curriculum
in graduate-level education (in the master’s
teaching program at Whitworth University
and in the master’s of arts in intercultural
relations program jointly sponsored by the
Intercultural Communication Institute and
theUniversity of the Pacific), in professional
development programs (at the Summer
Institute for Intercultural Communication),
and in international study programs (for
example, through Randolph College,
WhitworthUniversity, and the Scholar Ship).
Recognized facilitators of the methodology
consult and facilitate with intercultural lead-
ers worldwide, in sectors as diverse as global
corporations and international cooperation/
humanitarian relief. For more information
on where the Personal Leadership method-
ology is being used, please visit www.pl
seminars.com.
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" Intercultural
Practice Through
Personal Leadership

Personal Leadership is a methodology of
two principles and six practices. The
methodology is called “PersonalLeadership”
because it is about taking leadership of our
own personal experience. Its purpose is to
help the contemporary leader—for example,
Joan Raffert, with whose story we began this
chapter—transform intercultural knowledge
into intercultural competence.

Personal Leadership’s two principles are
“mindfulness” and “creativity.” Mindfulness
is about being aware, being “awake,” and
paying attention. Creativity is about bring-
ing forth what’s right for the particular
moment and cultivating a connection to our
deepest source of joy and inspiration.

Where the two principles of Personal
Leadership come together, we find pres-
ence: the state of being “here” now.
Visualize the ouroboros, the mythological
dragon that, in eating its tail, is said to rep-
resent the interconnection of all things.
Like the ouroboros, mindfulness and cre-
ativity together nurture our capacity for
presence, and presence emerges out of our
expression of mindfulness and creativity.

For Raffert, mindfulness means under-
standing that experience is subjective: She
feels and thinks and behaves in the way that
she does, she sees what she sees and hears
what she hears, because of the way she’s been
taught by her family, her school, the cultural
mores of the country in which she grew up.
She understands that she has developed
automatic reactions that influence her to
feel, think, andbehave inhabitualwayshow-
ever new or unfamiliar the circumstances
may be.And so she has committed towaking
up, noticing, attending, and being curious.

The principle of creativity, for Raffert,
means seeking the response or action

uniquely appropriate for the situation she is
inwith herEuropean team. It asserts that she
will know when she has identified her best
possible course of action as long as she pays
attention to the quality of inspiration she
experiences in contemplating that action;
when she experiences joy, interest, hope,
contentment, appreciation, and gratitude,
she is likely tobeapplying thedeepest levelsof
her creativity and intellectual resources.

Personal Leadership offers Raffert a
three-phase process model to help her
take these two principles from theory into
competence.

1. Recognize “something’s up”—Her
team is in resistance to the idea of
co-facilitating, she’s frustrated, and
doesn’t know what to do other than
to make mandatory co-facilitation
assignments.

2. Invite reflection—She takes a
learning, appreciative, and recep-
tive orientation to the situation. She
considers what culture-specific
and culture-general knowledge
she has that might be applicable
and engages this situation with
her team as an opportunity to
deepen her intercultural leader-
ship practice.

3. Discern right action—She determines
what, if anything, is to be done, to be
said, to whom, when, how.

Recognizing “something’s up” is a rela-
tively easy first step, as long asRaffert is will-
ing to be mindful of her experience. But
how is she to actually invite reflection?How
is she to actually take a learning, apprecia-
tive, and receptive orientation? What does
that really mean, in practice, when con-
fronted by a seemingly recalcitrant team?
How is Raffert to transform these concepts
into action?
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This is the unique contribution that
Personal Leadershipmakes to the translation
of intercultural knowledge into intercul-
tural competence. It offers six very tangible
practices with which Raffert can work.

• Attending to judgment

• Attending to emotion

• Attending to physical sensation

• Cultivating stillness

• Engaging ambiguity

• Aligning with vision

The first three practices in the list above,
the ones that begin with “attending,” are the
three “sensory input” practices. That is, we
interface with the world through our cogni-
tion (whichmanifests as judgment), through
our emotions, and through our physical
bodies. Our judgments, our emotions, and
our physical sensations are how we know
what kind of meaning we’re making about
the world around us; becoming attentive to
them allows us to take leadership of the kind
of our personal experience. Becoming
attentive to them simply means noticing
them (mindfulness) and becoming curious
and inquisitive about them (creativity).

The last three practices in the list above
are the three “container” practices. They
help keep us motivated to engage in the
first three practices, help us be attentive
even when we’d rather just move forward
on autopilot.

Using Raffert’s story, we will now walk
you through the six practices, beginning
with a short single-paragraph description
of each practice. We will also give you a
practice-by-practice summary of Raffert’s
reflective process and the “right action”
which she then discerned.

Be forewarned that the best way to get to
know the real meaning and value of the
practices is to live your way into them. We
expect you to have nomore than a first-level

understanding from reading this chapter.
Your understanding will only take off as you
engage the practices for yourself. You have
to live these practices, not just think about
them, if you want to get their full value.

Here now are the six practices, with
Raffert’s accompanying reflection.

1. Attending to judgment. Automatic
judgments prevent us from mindfully
observing and creatively engaging what is
going on in the present moment. Watch
your thoughts. Examine your judgments,
both positive and negative. Inquire about
the sources and consequences of your
judgments before you act on them.

I’mjudging the teammembers as resistant,
recalcitrant, as lacking in initiative. I’m
judging them as being dishonest in some
way; there’s something behind their resis-
tance that they’re not tellingme about.

From the very beginning of being given
this assignment I’ve assumed it would go
easily. I’ve assumed that all of my experi-
ence in Asia would be easily transferable.
And certainly since I’m an American of
European ancestry, cultural differences
would be less of an issue than they were
in Asia.

I certainly wasn’t expecting this resistance
around assigning co-facilitation roles.
I was pretty sure who would want which
sections and was pleased that it looked
like we’d have even roles—no one stand-
ing out as the star but all equally sharing
in the implementation of our design.

2. Attending to emotion. Emotion para-
doxically both blocks and offers an opportu-
nity to learn about the specific situation or
encounter. Rather than engage or suppress
your emotion, move into the neutral per-
spective of “witness” and observe yourself.
Follow the emotion to its source and to the
insight it has to offer.Notice how your emo-
tion changes.



10 From Intercultural Knowledge to Intercultural Competence–––!–––133

I’m frustrated! I don’t have time for
this right now! We’re less than 2 weeks
away from the rollout and there’s this
big mess that shouldn’t be a mess at all.

I’m angry with myself for waiting to do
the assignment of facilitation roles so
late in the process. It never occurred to
me it would be a problem, so I left it
until the last minute, and now look
at it. And I’m angry with them. This
whole thing is just silly.

And I feel stressed, too, and at risk of fail-
ure. This project is important to my
career. I want to do a good job on this
pilot rollout. I also care about this team.
I’ve spent almost 3 months working with
them and getting to know them. I don’t
want things to end with me having to
order them to do something that appar-
ently they don’t want to do. I value posi-
tive, collaborative working relationships.
I value co-facilitation relationships—
being out on that training floor with
trusted co-facilitators is one of the most
exciting and professionally rewarding
experiences I know. I’m being cheated
of that.

3. Attending to physical sensation. The
routines and patterns that we have devel-
oped to get along in the world live in our
nervous systems and in our muscular pat-
terns. Values and assumptions are embod-
ied experiences and talk to us through
physical sensation. Distinguish the knot in
your shoulder, twist in your gut, expansion
in yourheart.Receive your body’s guidance.

I feel like I have a ball of something hard
and stringy caught in the base of my
throat. I feel tense, too, and haven’t been
sleeping well; I wake up in the night, and
this is the first thing on my mind.

This thing about the ball caught in the
base of my throat—it’s like I want to just

yell at the team. Behaving “properly”
around this is choking me.

I need to do something to clear out my
throat. I’ll go put on somemusic and sing
along. And I’ll dance around while I’m
doing that so I release someof the tension
inmy gut, betweenmy shoulders . . .

4. Cultivating stillness. Internal stillness
makes possible a receptive space through
which to receive information from our
deep, creative connection. Quiet yourmind.
Disentangle internal experience from
external circumstance. Breathe. Meditate
through movement or sitting. Attend to
what resonates as truth from deep within.

That was good. I feel much more clear
and centered. I still don’t know what to
do, but the stuck feeling in my throat is
gone. And I feel muchmore energized,
not so trapped by this whole situation,
not so entangled.

So, taking a few breaths now, just let-
ting myself get quiet . . .

Itwas interesting—oneof thesongs Iplayed
was Aretha Franklin’s “Respect.” As I was
swirling madly around and singing along,
I realized what I was saying. I wonder how
this whole situationmight shift if I actually
continued to hold a feeling of respect
toward the members of this team even
though they’re not responding the way
I expected themto,orwant themto,or the
way Iwouldhave if Iwere them . . . ?

I’m realizing as I reread some of what I’ve
written that my career probably isn’t at
risk if I end up facilitating by myself. No
one but me cares about that. What they
care about is the pilot rollout and the
results they get throughout the region.
Maybe, instead of putting somuch atten-
tion on who’s going to co-facilitate which
sections withme, I should keep it focused
on the big picture of the rollout . . .
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Hmmmm. There’s something impor-
tant about that recognition. I can feel a
sense of “rightness” about that. A light-
ness in my body.

5. Engaging ambiguity. Change and dif-
ference create a time of uncertainty, a limi-
nal state, betweenwhatwas andwhatwill be.
Embrace that time. Become comfortable
with the sense of not knowing what to do.
Allow possibilities to arise. Open yourself
to inspiration and tap your infinite creativ-
ity for constructing appropriate responses.

Well, I don’t know why they’re so resis-
tant to co-facilitating. No one’s been
willing to tell me, which in and of itself
has been frustrating to my direct/low-
context communication style. I guess
I may also be muchmore low power dis-
tance than them—seeing us all as equal
facilitators and as equally responsible for
deciding who will facilitate what parts.

Hmmm. I just realized that I’ve been
thinking no one’s been communicating
with me when in fact they’ve all been
communicating with me but in a more
indirect/high-context kind of way.
When I pay attention, it’s pretty clear
that it’s not just that they don’t want to
commit to what they’ll facilitate; they
may, in fact, not want to facilitate at all!

Sowhatmight that be about?Theymight
not like to facilitate, they might not like
to co-facilitate, theymight not like to co-
facilitate a program they’ve designed,
they might not like to co-facilitate a
program in English . . . wow, I hadn’t
thought of that before. They all speak
English as a foreign language, and even
though they strike me as perfectly fluent,
maybe they don’t feel it themselves.
Could it be this—a matter of language?

Whatmore can I not know?Maybe they
don’t know how to facilitate. Could

that be part of it? It would be unlikely
in the United States; there you don’t
end up on a design team unless you’re
also able to facilitate the implementa-
tion. But this is Europe. I’ve been
assuming they’re skilled facilitators just
because they design as if they are.

6. Aligning with vision. Visions provide
direct support as we live and work in
situations of difference. Craft your guiding
vision. Commit to being an expression of
yourhighest andbest.Make choices that sup-
port you living in alignment with that vision.

My vision includes being inspired by dif-
ferences and using them as a creative
resource, so there’s a bit of a gap here in
the way that I’ve been dealing with this
situation! At least now by applying
Personal Leadership I’m separating a bit
frommy “stuff.” I already feel clearer and
aligned withmy vision. I’m feelingmuch
more open to the whole situation, to my
teammembers.

Also, this whole “something’s up” situa-
tion confirms my vision. I really am
committed to being an effective inter-
cultural leader; I really do have a com-
mitted intercultural leadership practice.

So what about my “right action”—what,
if anything, do I need to do or say?

This seems so obvious tome now. I need
to give up this idea that we’re all sup-
posed to co-facilitate and just take it on
myself. There’s plenty of other work to
be done during the rollout to make sure
it’s a success. I’ll keepmy “antennae” out
as we talk about this, but I suspect they’ve
just beenwaiting forme to “get” that they
want me to facilitate on my own.

And I think I’ll just check some of this
out with my original contact. Even
though he’s not been willing to speak
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out directly in the team meetings,
I think if I go to him in private he’ll be
willing to talk to me about it. I can even
frame it as asking him to be my “cul-
tural informant.”

I feel so totally different than when
Ibegan thisprocessof self-reflection. I feel
reconnected to inspiration and possibil-
ity, much more open-hearted and cre-
ative. And I’m clear about my next steps.

Epilogue. That is the end of the story, at
least the part that concerns us as intercul-
tural leadership practitioners. You may
remember that at the beginning of the chap-
ter we said we weren’t so concerned with the
“what” of Raffert’s decision but with the
“how”—lesswith theoutcome andmorewith
theprocess of practice.We’ve therefore done
whatweneeded todowithRaffert’s story and
can leave her here. At the same time, how-
ever, we’re aware that some readers may like
to have an epilogue, to knowwhat happened
to Raffert and to the pilot rollout.

She met with her contact and he indeed
confirmed that the team members had very
little training as facilitators and that they
were nervous about facilitating the rollout
in English. At the next team meeting, she
offered to facilitate the whole training her-
self, and immediately two of the team
members volunteered to co-facilitate some
of the region-specific aspects of the program
that she would have been hard-pressed to do
herself without a lot of extra preparation.
The rollout was a success, with the rest of the
team taking full responsibility for all the
behind-the-scenes work and Raffert coach-
ing her co-facilitators in the process. Years
later, Raffert still returns to the region peri-
odically and still gets together socially with
several of the teammembers.

Leaving behind the “what” of Raffert’s
decision, let us now focus on the “how” of
her intercultural leadership practice. If you
reviewher story, you’ll see that herpractice of

Personal Leadership helped her demonstrate
the orientations of an extraordinary leader.
She took a learning orientation toward her
own cultural programming and to the situa-
tion overall. She consistently committed to
an appreciative orientation, even when she
felt most frustrated by the behaviors of her
teammembers. She engaged a receptive ori-
entation as she maintained her own sense of
“presencing.”Overall, sheoperated fromnot
only the transactional dimension of leader-
ship (getting the jobdone)but also the trans-
formational (developing theskillsofher team
members) and the transpersonal (aligning
withher unique vision and creativewisdom).

Raffert certainly used her culture-specific
knowledge: Shedrewuponher understanding
of American culture and recognized that
European cultures likely operated differently.
She also used her culture-general knowledge:
She assessed the differences between her
direct/low-context communication style and
whatsherealizedwereherteammembers’more
indirect/high-context styles. She used all this
content knowledge in talking with her contact,
her “cultural informant,” to confirm what she
was discerning as the right action to take.

Raffertwas able to translate thisknowledge
into competence because she was able to step
back from the “stuff” of the problem and
reflect with clarity. This is specifically where
her Personal Leadership practice came in to
serve her. She paused, she took a breath, she
intentionally created the space that then
allowed her to access all her knowledge and
wisdom. In using the six practices to guide
her, she was able to go beyond what she con-
sciously knew to discern her right action.

Raffert understood that every instance of
leading across cultures is new and different.
As a contemporary leader operating effec-
tively in an intercultural context, she pro-
ceeded on that assumption. If she had not,
rather than engaging with mindfulness and
creativity, she would have operated, at best,
on the automatic pilot of her own culturally
driven beliefs of what was “right” to do. She
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might have made those mandatory co-
facilitation assignments she was consider-
ing, theresultsofwhichwouldlikelyhavebeen
a terrible implementation, a team demoral-
ized by its lack of facilitation competence,
and a failed rollout. In other words, Raffert
wouldhave been subject to the consequences
that all contemporary leaders risk when
they act out of habit in the face of difference.

Ultimately, no amount of culture-specific
and culture-general knowledge will save us,
no amount of preplanning will serve us,
unless we have an intercultural practice that
helpsus translate it intomoment-to-moment
competence. The methodology of Personal
Leadership offers contemporary leaders like
Raffert a very specific form for that practice.

You’ll have seen that, with just twoprinci-
ples and six practices, Personal Leadership is
a very simplemethodology. That simplicity is
part of its power. Put into actual application,
and the practices into interaction, Personal
Leadership can facilitate a profoundly pow-
erful pathway through the potential turbu-
lence of intercultural leadership.

" Conclusion

A key dimension to “discerning the right
action” is that there is no “should.”There is no
“one size fits all” when it comes to discerning
the appropriate response to anygiven intercul-
tural leadership challenge. Discernment arises
out of the creative spaciousness we cultivate by
mindfully reflecting upon, and disentangling
from,ourautomatic,habitualreaction.“Right”
action thus conveys no sense of ultimate truth
but rather a sense of wholeness and comple-
tion, ofmatters clearly perceived andwell con-
sidered.InthepracticeofPersonalLeadership,
mindfulness and creativity supersede any
claim that a right action for one moment is
necessarily a right action in anyother.

It’s important toknow thatwemayendup
doing or saying, or not doing or saying,

exactly as we would have done had we
ignored our “something’s up” and gone
right ahead with our habitual reaction.
However, having invited reflection and
releasedourselves fromhabit,we canbe sure
thatwe’re responding to the situationwith as
much intercultural competence as possible.

Andof course,whateverwedoordon’t do,
doordon’t say,we thenagainmindfullynotice
any “something’s up” that may arise in conse-
quence, again invite reflection, and again dis-
cern ourmost right and creative action.

So how do we knowwhen we’ve discerned
our right action? It comes through practice,
through an increasing sophistication in dis-
cerning the quality of feeling or energetic
experience inourbodies.Certainly it helps to
have an intellectual appreciation for why a
particular action seems to be the right one.
Ultimately, we are best guided by a deeper
level of knowing. Are we feeling energized
and inspired as we contemplate the potential
action (or non-action)? Is there a sense of
expansion rather than constriction, a sense of
relaxation rather than tension? Themore we
learn to distinguish for ourselves thenuanced
messages fromourphysicalbody, themorewe
will be able to go forward in confidence with
our right action.

Ultimately what we’re looking for
through this integrative process is what we
call the “Personal Leadership shift.” This is
the shift from entanglement into disentan-
glement, from attachment into witness,
from righteousness into curiosity, from
uncertainty into discernment.

And how long does all this take, from the
first recognition of a “something’s up”
through to thediscernmentof right action? It
depends—on our skill in practicing Personal
Leadership, on the extent of our entangle-
ment and identification, and on how
momentous the situationor interaction actu-
ally is.Whenthesituationisrelatively straight-
forward or easy, we can easily move through
the process of reflection as a kind of “gestalt”
inamatterofminutesorevenseconds.When
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the entanglement is great, disentangling can
evolve over days, weeks, or even months.

Intercultural leaders sometimes ask if
they’re practicing Personal Leadership
“right.” The only answer to that is to ask a
question in return: Are you practicing?
There isn’t any wrong way to practice
except not to practice. In every moment,
literally in every one, we have a choice
about whether to practice. We call it the
Personal Leadership “choice point.”

This moment-to-moment choice is a
choice between automatic pilot on the one
hand and, on the other, the tremendously
enlivening process of opening up to new
learning, to inspiration, and to the possi-
bility of strengthened relationships with
ourselves and with others. The more we
engage our lives withmindfulness and cre-
ativity, the more we experience the world
as a vibrant and deeply fulfilling place.
There’s always a new vista around the cor-
ner, a new understanding or insight to
achieve, a new level of applied competence
to actualize. We discover that even the
most mundane of leadership activities has
the potential to be full of wonder.

And there’s no shortage of opportunity
inwhich to practice Personal Leadership, in
which to exercise this choice. We’re sur-
rounded by difference and the unfamiliar,
all the time. We don’t have to wait until
we’re with someone from the other side of
the planet whose language we don’t speak;
we don’t have to wait until we’re negotiating
an important contract. We can practice
Personal Leadership in any context of
difference—even in the context of a simple
difference of opinion between siblings over
what movie to rent from the video store.
Practicing Personal Leadership when the
stakes are relatively low helps us build our
skill level for when the stakes are higher.
This is the “living laboratory” to which we
all have access. Wherever we are, whatever
we’re doing, we can build our intercultural
leadership competence. It’s a bit like learning

to swim in the shallow end of the pool: We
can drown just as easily in an inch of water
as in 6 feet, but the illusion of safety allows
us to focus on improving our stroke.

" Discussion Questions

1. What are the pros and cons of
using the culture-specific and
culture-general spheres of inter-
cultural competence, and what
contribution does the methodol-
ogy of Personal Leadership offer?

2. Think of a time when you demon-
strated one ormore of the three ori-
entations of an extraordinary leader
(learning, appreciative, and recep-
tive); what were the circumstances?

3. Which of the six practices of
Personal Leadership do you already
intentionally use?

4. In what ways do you currently cul-
tivate stillness in your personal
and professional life?

5. What is your vision of yourself as an
extraordinary leader in an intercul-
tural context?

6. Howdoyoudefineyourownpersonal/
professional intercultural practice?
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Cultural Frameworks and 
Their Importance for Leaders 

Major Objective 

To identify and describe models of culture and their relationship to leader 
actions in the workplace 

Secondary Objectives 

1.  To identify several models of the various dimensions of culture 

2. To discuss interc~iltural sensitivity 

3.  To outline a three-stage developmental sequence for developing rnulti- 
cultural awareness, knowledge, and skills 

C ulture has been defined as the source of ties that bind members of 
societies through an elusive "socially constructed constellation consisting 

of such things as practices, competencies, ideas, schemas, symbols, values, 
norms, institutions, goals, constitutive rules, artifacts, and modifications of the 
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physical environment" (Fiske, 2002, p. 85). These internalized rules create 
traditions that often go deeper than reason (Stuart, 2004). Using Kelly's (1955) 
terms, cultural orientation could be thought of as the master plan behind 
superordinating constructs that covertly influence manifest cognitive content. 

Because much of the strength of cultural influences stems from the fact that 
they operate in the background of behavior at the value, linguistic, and con- 
struct levels, people often have difficulty defining their cultural influences, and 
social scientists have difficulty measuring them. (Stuart, 2004, p. 4) 

This chapter identifies several models of culture before introducing the three- 
stage developmental sequence that will be used as the foundation for the rest 
of the book. 

Leaders and Culture 

The culture that we are embedded in inevitably influences our views about 
leadership (Hofstede, 1993). To make sense of the different types of cultural 
influence, Gardenswartz, Rowe, Digh, and Bennett (2003) developed the three 
cultures model, which posits three cultural influences at work in corporations: 
personal culture, national culture, and organizational culture. They state that 
the model is based on work in global corporations, but it is our premise that 
it captures cultural influences in both global and non-global corporations. 

Personal culture is the shared combination of an individual's traits, skills, 
and personality formed within the context of his or her ethnic, racial, familial, 
and educational environments. Every one has a unique personal culture. 

National culture is a shared understanding that comes from the combina- 
tion of beliefs, values, attitudes, and behaviors that have provided the foundation 
for the heritage of a country. Although national culture is a shared understand- 
ing, as is well known, individuals within a nation still have a very wide range of 
beliefs about their nation. 

Corporate culture is a combination of widely shared institutional beliefs, 
values, and the organization's guiding philosophy that is usually stated in its 
vision, mission, and values statements (Gardenswartz et al., 2003). Similar to 
national culture, individuals within an organization often view their organiza- 
tion differently. These varying views often align themselves with individuals' 
levels within the company hierarchy. This results in leaders often having dif- 
ferent views about their corporate culture compared to those in the lower levels 
in the organization. Keeping in touch with how these views differ is an impor- 
tant part of every leader's job. 

For interactions within organizations, culture is a mix of personal, 
national, and corporate culture. The focus of this book is on the personal 
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culture that has developed within the national culture that takes place within 
the corporate culture. Culture is not external but is "within the person"; it is 
not separate from other learned competencies. Developing multicultural 
awareness, knowledge, and skills should be seen as a professional obligation 
as well as an opportunity for a leader. With the millions of employees living 
and working in diverse environments, there are abundant opportunities for 
enhancing multicultural awareness, knowledge, and skills. People who live in 
an unfamiliar culture are likely to become more multicultural in their aware- 
ness of alternative values, habits, customs, and lifestyles that were initially 
strange and unfamiliar. Sometimes they have learned to adjust even more 
profoundly and effectively than they themselves realize. They have learned to 
respond in unique ways to previously unfamiliar situations and come up with 
the right answers without always being aware of their own adjustment process. 
Again, as stated earlier, given demographic changes, understanding culture has 
great implications both domestically and internationally. 

Seminal Work on Culture 

Differences in culture can significantly affect leadership practices. One of 
the earliest identifications of the dimensions of culture was developed by 
Kluckhohn and Strodtbeck (1961). 

Basic nature of human beings: Good-left to their own devices, 
individuals are basically good and'will act in a reasonable and responsible 
manner; Evil-individuals are basically evil and are not to be trusted; 
Mixed-individuals are a mixture of good and evil. 

Relationships among people: Individualistic-the primary responsibil- 
ity of an individual is to him- or herself. Individual abilities and characteristics 
are the primary consideration; Group-responsibility to family and groups is 
most important. Ability to fit into the group is more important than individ- 
ual ability; Hierarchical-Similar to the group orientation with the addition 
that distinct differences in status are expected and respected. 

Activity orientation: Being-the point of life is to live and experience 
an understanding. Activity for activity's sake is unimportant. Doing-the point 
of life is actually to do things, be involved, and accomplish goals. 

Relation to nature: Subjugation-nature and the environment deter- 
mine human activities; Harmony-humans should live in harmony with their 
environment; Domination-Humans can exert domination over their envi- 
ronment while they control their own destinies. 
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Time orientation: Past-history is important in determining our 
present actions; Present-the current situation should determine what we do 
as we focus our energy on the present; Future--our actions should concentrate 
on the future and the attainment of future goals. 

The power of national cultures can also be understood by examining sem- 
inal research conducted by Geert Hofstede (1984, 1985,2001). Hofstede con- 
ducted research on IBM employees in 40 countries and discovered that cultural 
values strongly influenced relationships both within and between organi- 
zational divisions. Four of the significant cultural dimensions that Hofstede 
defined have been examined by many researchers. Understanding the way 
these dimensions influence culture is of increasing importance for both global 
leaders and those managing a diverse workforce. 

Power Distance refers to whether individuals accept inequality in 
power, including within an organization. Low power distance means individu- 
als expect equality in power and do not accept a leader's authority just because 
of the leader's position. 

Uncertainty Avoidance refers to the feeling of comfort or discomfort 
associated with levels of uncertainty and ambiguity. Low uncertainty avoid- 
ance means that individuals easily tolerate unstructured and unpredictable 
situations. 

Individualism and Collectivism refer to the social frameworks in which 
individuals prioritize individual or group needs. In individualistic societies, indi- 
viduals are expected to take care of themselves; in collectivistic societies, individ- 
uals are expected to look out for one another, and organizations protect their 
employees' interests. 

Masculinity and Femininity refer to the emphasis a culture places on 
emotional and social roles and work goals. A masculine culture reflects a pref- 
erence for assertiveness, achievement, and material success. A feminine culture 
values relationships, cooperation, and quality of life. Despite the label for this 
dimension, both men and women subscribe to the dominant value, whether it 
is masculine or feminine. 

Additional Important Research Related to Culture 

It must be noted that although Hofstede's landmark work is widely cited, it 
also has its critics (see Dickson, Hanges, & Lord, 2001, for a review of litera- 
ture defining culture, including a section on criticisms of Hofstede's work). In 
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addition to the work done by Hofstede, many other influences on behavior 
have been classified. Trompenaars and Hampden-Turner (1998) also focus on 
cultural differences and how they affect business and management. They 
present data from more than 30,000 participants of training programs and 
describe seven dimensions of cultural difference: 

Universalism versus Particularism: In a Universalist culture, rules are 
more important than relationships; legal contracts are drawn up and are seen 
as trustworthy, you must honor them; In a Particularist culture, whether a rule 
applies "depends" on the situation and relationships evolve. 

Individualism versus Communitarianism: Essentially the same as 
Hofstede's Individualism versus Collectivism dimension. 

Neutral versus Affective (Emotional): Individuals in a Neutral culture 
hide their thoughts and feelings while maintaining a cool self-control. Speech 
is often monotone, and individuals do not touch each other. In an Affective 
culture, individuals express their thoughts openly while using gestures and 
dramatic expressions. There is often a great deal of passion in discussions, and 
individuals often touch. 

Specific versus Diffuse: In Specific cultures, individuals are direct, clear, 
blunt, and to the point while examining the facts. In Diffuse cultures, individ- 
uals are more indirect and tactful. The context of a situation matters, and they 
tolerate ambiguity. 

Achievement versus Ascription: In Achievement-oriented societies, 
there is little focus on titles, which are used only when they reflect competen- 
cies. Leaders are judged on what they do and know. In Ascribed-status societies, 
titles are important; the boss is the boss, regardless of the situation. Leaders with 
authority are usually older males. 

Attitudes toward time: Past versus Present versus Future-Essentially 
the same as Kluckhohn and Strodtbeck's time orientation dimension. 

Internal versus External control: Essentially the same as Kluckhohn and 
Strodtbeck's subjugation and domination orientations in the sense of being 
able or not being able to control what happens in the environment. 

Ten distinct types of motivational values have been derived from the 
universal requirements of human existence and verified in cross-cultural 
research by Schwartz (1992) and colleagues (e.g., Sagiv & Schwartz, 1995; 
Schwartz & Bilsky, 1987, 1990; Schwartz & Huismans, 1995; Schwartz & 
Sagiv, 1995). 
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The 10 types of motivational values are as follows: 

Power: Social status and prestige, dominance or control over people and resources 

Achievement: Demonstrating competence according to social standards 

Stimulation: Challenge, excitement, and novelty in life 

Self-Direction: Independent thought and action 

Hedonism: Pleasure and sensuous gratification for oneself 

Security: Harmony, stability, and safety of society, relationships, and self 

Conformity: Restraining actions or impulses that would likely upset or harm 
others and violate social expectations 

Tradition: Commitment, respect, and acceptance of the ideas and customs that 
traditional culture and religion provide 

Benevolence: Preserving and enhancing the welfare of all people with whom one 
is frequently in contact 

Universalism: Being broadminded and having an appreciation, understanding, 
and tolerance for the welfare of all people and for nature 

Understanding values is important in cross-cultural interactions. Research 
has shown that personal values accounted for a large proportion of individual 
variation in readiness for contact with others from a different group (Sagiv & 
Schwartz, 1995). 

Ronen and Shenkar (1985) clustered countries based on patterns of sim- 
ilarity in employees' attitudes toward work and how well it met their needs. 
Eight country clusters, with four countries remaining independent of any 
cluster, were identified. The clusters include Near Eastern, Arab, Far Eastern, 
Latin American, Latin European, Anglo, Germanic, and Nordic. As an exam- 
ple, the Anglo cluster is made up of the United States, Canada, Australia, New 
Zealand, the United Kingdom, Ireland, and South Africa. The four indepen- 
dent countries are Brazil, Japan, India, and Israel, which have unique reli- 
gions, languages, andlor histories. Cluster classifications were made after 
a comprehensive review of previous research that included assessments of 
how thousands of employees in close to 50 countries responded to questions 
about the importance of various work goals, the extent to which work satis- 
fies certain needs, organizational and managerial issues, and the nature of 
work roles and interpersonal relationships (e.g., how well managers relate to 
subordinates). 

Although there are limitations to Ronen and Shenkar's approach (many 
countries are not included), leaders can use the clusters to determine where 
broad similarities and differences of values and attitudes may exist between 
the countries that are listed. Because business practices often reflect values 
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and attitudes, this can help leaders to be more effective in their interaction 
with those from cultures not similar to their own. 

GLOBE Research 

Perhaps the most comprehensive research conducted to date on national cul- 
tural dimensions has been made available by the GLOBE (Global Leadership 
and Organizational Behavior Effectiveness) Project Team. This project team is 
made up of 170 researchers who collected data over 7 years on cultural values, 
practices, and leadership attributes from 18,000 managers in 62 countries rep- 
resenting a wide variety of industries and organizational sizes. The GLOBE 
team identified nine cultural dimensions distinguishing one society from 
another and having implications for managers (Javidan & House, 2001). Four 
of the GLOBE dimensions identified (Uncertainty avoidance, Power distance, 
Institutional collectivism vs. individualism, In-group collectivism) overlap 
with Hofstede's dimensions and are described above. 

Five GLOBE dimensions are different from Hofstede's dimensions: 

Assertiveness, which refers to the extent a society encourages individu- 
als to be tough, confrontational, assertive, and competitive versus modest and 
tender. Germany and Austria are highly assertive countries that value competi- 
tion compared to New Zealand and Sweden, which value warm and cooperative 
relations and harmony. 

Future orientation, which refers to the level of importance a society 
attaches to future-oriented behaviors such as planning, investing, and delay- 
ing gratification. Singapore and Switzerland scored high on this dimension, 
signifying their propensity to save for the future and have a longer time hori- 
zon for decision making. This is compared to Russia and Argentina, which 
tend to have a shorter time horizon for decisions and place more emphasis on 
instant gratification. 

Performance orientation, which measures the degree to which a society 
encourages and rewards group members for performance improvement and 
excellence. Singapore, Hong Kong, and the United States score high on this 
dimension. This reflects the value of training and development and initiative 
taking along with a preference for a direct and explicit style of communication. 
Countries like Russia, Italy, and Argentina scored low on this dimension, 
reflecting an emphasis on loyalty and belonging. More value is placed on one's 
family and background as opposed to performance. Feedback is often viewed 
as discomforting for individuals from low performance orientation countries. 
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Humane orientation, which is the extent to which a society encourages 
and rewards people for being fair, caring, generous, altruistic, and kind. The 
Philippines, Ireland, Malaysia, and Egypt scored highest on this dimension, 
reflecting a focus on sympathy and support for the weak. Spain, France, and 
the former West Germany scored lowest on this dimension reflecting more 
importance given to power, material possessions, and self-enhancement. 

Gender differentiation, which refers to the extent to which a society 
maximizes gender role differences. Hungary, Poland, and Denmark report the 
least amount of gender-differentiated practices, meaning that women have a 
higher status and role in decision making. Men and women in low gender- 
differentiated cultures tend to have the same amount of education, and a 
higher percentage of women are in positions of authority compared to 
countries scoring high on this dimension, such as South Korea, Egypt, and 
China, where more men tend to have higher social status and few women hold 
positions of authority. 

Research cannot pinpoint which cultural dimensions are most important 
for leadership behavior. Triandis (1993) suggests that Individualism/Collectivism 
may be one of the most important dimensions of cultural variation. Collectivist 
cultures would expect successful leaders to be supportive and paternalistic, 
whereas individualist cultures would more likely value an achievement orienta- 
tion and participative leadership. It has also been suggested that power distance is 
particularly important for leaders (Dorfrnan, 2004). In low power distance cul- 
tures, subordinates expect to be consulted, while in high power distance cultures, 
subordinates expect leaders to act more direct and autocratic. 

Research results from Hofstede and GLOBE can be very helpful to leaders 
in multicultural interactions. For example, it may be inappropriate to train 
leaders in very high power distance cultures to use participative decision mak- 
ing, since the leaders in these countries are supposed to have all the answers. By 
inviting subordinates to become involved, the leader may be viewed as weak 
and incompetent. In addition, in cultures with a long-term time orientation, 
subordinates may be more likely to accept development plans that have a 
longer time frame compared to those in short-term time orientation cultures. 
By developing awareness and anticipating cultural similarities and differences, 
leaders can develop the knowledge, skills, and behaviors necessary to interact 
with dissimilar others in a way that leads to mutual appreciation. This type of 
appreciation can lead to a more productive and enjoyable work setting. 

Leader behaviors that lead to beneficial results in one culture do not nec- 
essarily lead to positive results in another culture. For example, one of the first 
things Robert Eckert, CEO of Mattel, did when he started his job was to meet 
with employees in the cafeteria. He did this to build trust into the relationships 
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with employees. This makes sense in a low power distance culture like the 
United States, but in a high power distance culture like Malaysia, this behavior 
would likely weaken the relationship between employees and their leader. 

Culture and Context 

Hall (1976) argues that cultures vary in terms of how contextual information 
is viewed and interpreted. The context of a situation is crucial to communica- 
tion, often heavily influencing not only what is said and how it is said, but more 
important, how the information is perceived. Although the need for context 
in understanding information is universal, Hall states that some cultures rely 
more heavily on context in their perceptions and interactions with others. In 
high context cultures, such as China, Korea, Japan, France, Greece, and many 
Arab countries, what is unsaid but understood carries more weight than what 
is actually written down or said. In addition, trust is relied upon during nego- 
tiations and agreements, and personal relations are often a central part of 
the interaction. In low context cultures, such as the American, Scandinavian, 
German, and Swiss, the focus is on the specifics of what is written or said, and 
trust is gained through legal agreements. Handshakes, while often given, are 
not sufficient to establish a contractual agreement, and personal relationships 
detract from business. 

Hall argues that many cross-cultural problems can be understood by 
examining differences in how context is viewed. Leaders would be well advised 
to consider context in their interactions with those from a culture with a dif- 
ferent context. Consider the experiences of a French manager working in a 
German company and a German manager working in a French company. After 
one year the German manager was let go because of alleged performance defi- 
ciencies. The German was taken by surprise because no one had told him what 
was expected in terms of performance. The French manager resigned from the 
German company because of frustration over constantly being told what to do, 
which threatened both his pride and his intelligence (McFarlin & Sweeney, 
2003). Obviously context must be a consideration in all business dealings with 
those from cultures that differ on this important construct. 

Develo~ine Intercultural Sensitivity 

The developmental model of intercultural sensitivity (DMIS) was created as a 
theoretical framework to explain the reactions of people to cultural differences 
(Bennett, 1986, 1993b). There are six orientations. The first three are more 
ethnocentric, which means that one's own culture is experienced as central to 
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reality, while the later three are viewed as more ethnorelative, which means 
one's own culture is experienced in the context of other cultures (Hammer, 
Bennett, & Wiseman, 2003). 

ETHNOCENTRIC STAGES ' 

Denial of Differences: One's own culture is experienced as the only real 
one. There is no recognition of cultural differences unless a difference is seen 
as impinging on him or her, in which case he or she acts aggressively to elimi- 
nate the difference. In an extreme form of Denial, those who are different are 
only seen as tolerable or exploitable and are usually dehumanized. 

Defense Against Difference (Reversal): In this stage, one's own culture is 
experienced as the only viable one. Other cultures are viewed negatively. The 
level of threat felt from other cultures is higher than that found in the Denial 
stage because other cultures are recognized and the perspective is "Us" versus 
"Them." A variation of this stage is Reversal, where an adopted culture is 
viewed as superior to one's primary culture. Reversal is similar to Defense 
because it also polarizes the worldview to Us versus Them; however, it does not 
view the other culture as a threat. 

Minimization of Differences: This stage represents the acceptance of super- 
ficial cultural differences. People are viewed as similar biologically (physical 
universalism) and/or religiously, economically, or philosophically (transcen- 
dent universalism). Universal absolutes may obscure deeper cultural differ- 
ences, trivializing or romanticizing other cultures. For those from dominant 
cultures, minimization tends to mask recognition of their own culture and the 
institutional privilege that it often provides to its members. 

ETHNORELATIVE STAGES 

Acceptance of Difference: This stage represents the view that one's own cul- 
ture is experienced as just one of a number of equally viable alternatives. Those 
from different cultures are viewed as different, but equal. Cultural relativity 
marks this stage. 

Adaptation to Difference: Here we begin to develop communication skills 
that allow us to interact with those who are culturally different from ourselves. 
Individuals at this stage have empathy, which allows them to take the perspec- 
tive of those from other cultures. This stage represents those who can shift their 
frame of reference to understand and be understood across cultures. 

Integration of Difference: This stage is represented by an internalization of 
bicultural or multicultural frames of reference. Individuals construe their iden- 
tities at the margins of two or more cultures. Bennett (1993a) suggests that cul- 
tural marginality may have two forms: an encapsulated form, where alienation 
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is experienced as part of the separation; and a constructive form, where . 

movements through different cultures are a positive part of one's identity. 
Hammer et a]. (2003) point out that Integration is not necessarily better than 
Adaptation in situations that demand multicultural competence, though it 
describes a growing number of individuals. 

It is often stated that knowledge is power. If leaders understand their own 
intercultural sensitivity, they can use this information as a point of reference as 
they assess their own multicultural awareness. 

Cognitive, Affective, and Behavioral Components 

In learning to interact with those from a wide variety of cultures, leaders can 
find a very rich pool of information in the area of intercultural communication. 
The field of intercultural communication has seen a proliferation of theories, 
research methods, and training models (Milhouse, 1996). An important issue 
that frequently comes up in the teaching of intercultural communication is how 
best to present the material and address learning goals. It has been recommended 
that instructors use a combination of cognitive, affective, and behavioral com- 
ponents of teaching and learning goals (Gudykunst, Ting-Toomey, & Wiseman, 
1991). Cognitive goals focus primarily on understanding how communicatioil is 
both different and similar across cultures. Affective goals focus on the motivation 
to communicate with others from different cultures and on issues of sensitivity. 
Behavioral goals relate to actually obtaining the skills necessary to communicate 
with people from other cultures (Gudykunst et al., 1991). 

Cognitive, affective, and behavioral attitudes have also been proposed 
as three components that effect attitudes toward change (Dunham, Grube, 
Gardner, Cummings, & Pierce, 1989). It is often asked which attitude is most 
important or which one should come first (Rashid, Sambasivan, & Rahman, 
2003). Given that information gathered during the cognitive stage is used to 
form feelings and actions, it makes sense that cognitive attitudes set the stage for 
affective and behavioral attitudes. Although the cognitive-affective-behavioral 
framework is a popular three-pronged model within intercultural communica- 
tion, it is not the only three-stage framework. Below, we present a three-stage 
developmental sequence that can be used by leaders who desire to enhance their 
ability to interact with individuals from all cultures. 

A Three-Stage Developmental Sequence 

At this point, we introduce the three-stage developmental sequence that pro- 
vides the foundation for developing multicultural awareness, knowledge, and 
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skills that is presented throughout this book. As Bhawuk and Brislin (1992) 
suggest, "To be effective in another culture, people must be interested in other 
cultures, be sensitive enough to notice cultural differences, and then also be 
willing to modify their behavior as an indication of respect for the people of 
other cultures" (p. 46). Given the impact that diversity and culture play for 
leaders, their decision making, and their relationships, the three-stage develop- 
mental sequence we describe moves from multicultural awareness to knowledge/ 
comprehension to skill/applications. This process will guide leaders to compe- 
tency without diminishing the ambiguous and dynamic complexity of diversity 
and cultures. First, auditing the assumptions being made by leaders and increas- 
ing the level of cultural self-awareness by both the leaders and those being led 
challenges culturally encapsulated conventions about management. Second, 
documenting facts and knowledge for increased comprehension is essential to 
meaningful understanding of how to present a problem in its cultural context 
and will provide or construct a receptive site for research, training, and direct 
intervention. Third, generating appropriate intervention skills for bringing 
about suitable and effective change will match the skill to the cultural context. 
The same shared values and expectations--common ground-may be 
expressed differently in each cultural context. By developing multicultural 
awareness, the leader is able to interpret employee or customer behavior in the 
cultural context where that behavior was learned and is displayed. 

The three-stage developmental sequence of awareness, knowledge, and 
skills is based on work done by Sue and colleagues (1982) to develop intercul- 
turally skilled counselors. As will be evident, however, there are many relevant 
aspects of this framework that apply directly to the role that leaders must play 
within their companies. As part of this process, multicultural training programs 
that had failed were examined. Programs seemed to fail for three reasons. The 
first reason for failure was a program's overemphasis on awareness to the point 
that participants were sick and tired of being made aware of cultural bias in 
an effort that seemed nonproductive as an end in itself. The second reason for 
failure was a program's overemphasis on knowledge, facts, and information to 
the point that participants-lacking awareness and skill-could not see how 
all that information was relevant. The third reason for failure was a program's 
jumping directly to teaching skills, but the participants-lacking awareness and 
knowledge-could not tell if their skills were making things better or worse! For 
that reason this three-stage developmental sequence from awareness to knowl- 
edge to skill was developed as an evaluation framework (Pedersen, 1981). 

Much training skips over the primary stage of developing multicultural 
awareness about our underlying assumptions. It is difficult to know the culture 
of others until and unless we have an awareness of our own culturally learned 
assumptions as they control our life. We dare not assume that we, or those within 
our fields, have already achieved a high level of cultural self-awareness because 
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this is an ongoing incomplete developmental process. The importance of these 
unexamined underlying assumptions is frequently underestimated. Once we 
have achieved some degree of self-awareness, both as we perceive ourselves and 
as we are perceived by others, it is appropriate to move to the second level. 

The second level involves accumulating information that will result in 
comprehension. Increased awareness will help us ask the right questions about 
the facts and information we will need. Increased awareness will also help us 
find the similarities and differences between and among the populations being 
led. Once we have accomplished both cultural self-awareness and accumulated 
the facts, information, and knowledge necessary to that comprehension, we are 
ready to identify the appropriate skills we will need. 

The third level involves developing culturally appropriate skills. A skill 
that is appropriate in one culture may be completely inappropriate in another 
culture. Because every test and theory was developed in a specific cultural con- 
text, it is likely to reflect assumptions implicit in that context and, to a greater 
or lesser extent, be biased. Culture-centered skill is the ability to use data from 
culturally biased tests or theories and still apply them appropriately, meaning- 
fully, and helpfully in a variety of different cultural contexts. 

This book reviews the development of multicultural awareness, knowl- 
edge, and skills and applies them to the critical role that leaders fulfill within 
their diverse and multicultural firms every day. Readers-whether leaders or 
business students who are our future leaders-should benefit from this devel- 
opment in two ways. First, reviewing the influence of their own multicultural 
identity will help readers to better understand their own constantly changing 
viewpoint, and, second, they will be able to anticipate the right questions to ask 
as they adapt their lifestyle to multicultural alternatives. 

Conclusion 

The numbers of different country and cultural classifications available may cre- 
ate an overwhelming feeling of confusion about which one is "right." Instead of 
feeling overwhelmed, leaders who know that culture influences the assumptions 
that individuals have as to what makes an effective leader should embrace the 
various aspects of culture as opportunities to educate themselves on the many 
dimensions of culture and what they mean for leaders in a multicultural envi- 
ronment. Multicultural development, as presented in this book, is a continuous 
learning process based on the three stages of development. The AWARENESS 
stage emphasizes assumptions about cultural differences and similarities in 
behavior, attitudes, and values. Increased awareness provides more freedom of 
choice to those who become more aware of their own multiculturalism. The 
KNOWLEDGE stage expands the amount of facts and information about 
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culturally learned assumptions. The SKILLS stage applies effective and efficient 
action with people of different cultures based on the participants' clarified 
assumptions and accurate knowledge. Leaders need to be trained in awareness, 
knowledge, and skills to develop multicultural competency. 

CHAPTER 3 DISCUSSION QUESTIONS 

1. Is understanding cultural dimensions as important for leaders of domestic 
companies as it is for leaders of multinational firms? Why or why not? 

2. Should differences in culture affect leadership practices? 

3. The three cultures model posits three cultural influences at work in corpora- 
tions. What contextual factors do you believe influence which cultural influ- 
ence-personal, national, or corporate-has the strongest impact on 
behavior? 

4. Although many different cultural dimensions were presented, are there any 
work-related goals in your field that could be considered universal? What is the 
most important work-related goal that differs by culture? 

5. Should research on determining the dimensions of culture continue or should 
research shift its focus? 

Critical Incident: Whose Holiday Is  It, Anyway? 

As a leader in a large Southeastern insurance company, you find yourself in the 
middle of a tense situation. Two years ago, the traditional yuletide decorations 
put up annually in your department were considered insensitive to the values 
of non-Christian employees. As far as you could tell, none of your employees 
complained, but a human resource manager said that out of respect for all reli- 
gions, no holiday-related decorations should be put up if they didn't reflect 
all cultures. Last year, employees thought they had addressed the problem by 
putting up traditional Christmas decorations, along with a menorah and 
Kwanzaa-related decorations. Although they had not complained earlier, sev- 
eral Jewish employees explained that the menorah was a private symbol, and it 
was not intended for public display in an office lobby. All of the holiday deco- 
rations were ordered removed and several of your employees complained that 
the Grinch was alive and well in your company. You began to notice that divi- 
sions that had not existed earlier among your employees began to develop 
along religious lines, and you felt that overall performance levels were falling 
because of the conflict. This year you quietly tried to sidestep the entire holi- 
day fiasco by telling your administrative assistant not to put up any decorations 
and not to mention it to anyone. However, a Hispanic group of employees 
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noticed the absence of Christmas decorations and asked your assistant why 
there weren't any since no one had specifically complained about the tree in the 
past. Your assistant told them that it was your decision, and they filed a griev- 
ance claiming that their cultural values required that they be allowed to put up 
a tree with decorations. 

CRITICAL INCIDENT DISCUSSION QUESTIONS 

1. With no initial complaints, was it appropriate to remove the Christmas 
decorations in the first place? 

2. What was the correct action in response to the Jewish employees who objected 
to the menorah being displayed publicly? 

3. How should you address the resulting conflicts between religious groups in 
your organization? 

4. What is the best response to the grievance tiled by the group of Hispanic 
employees? 

Exercise 3: Describing Cultural Identity 

OBJECTIVE 

To identify the complex culturally learned roles and perspectives that 
contribute to an individual's identity 

DESCRIPTION 

Participants are instructed to identify several of their personal identity 
groups affiliated with different cultures or social groups. Through this activity 
participants will become more aware of their multiple and simultaneous mem- 
berships in different cultural groups. 

Time required: 30 minutes or less 

Risk/experfise level: Moderate 

Participants needed: Any number of participants plus one facilitator 

PROCEDURE 

1. In the blanks below, ask participants to please write answers to the simple 
question: "Who are you?" Participants should give as many answers as they can 
think of. 
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2. Ask participants to write the answers in the order that they occur to them. 

3. Allow 7 minutes for them to complete the list. 

4. Gather participants in small groups to discuss and compare their responses. 

DEBRIEFING 

1. If you had the time, would you be able to list a larger number of identities for 
yourself? 

2. Which identities were most important to you? 

3. How can these multiple identities be helpful to you? 

4. Are all these identities equally strong for you? 

5. Is there a maximum number of identities for an individual? 

INSIGHT 

Each of us belongs to many different, potentially salient cultural identities 
at the same time. 

EXHIBIT 

Identity list indicating the cultural roles of the participant: 

I am 

I am 

(etc.) 

SOURCE: Adapted with permission from Pedersen, P. (1997a). Culture-centered counseling inter- 
ventions (pp. 25-26). Thousand Oaks, CA: Sage. 
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How Leaders Influence the 

Culture of Schools

School leaders—principals, teachers, and parents—are the key 

to eliminating toxic culture and building positive culture. Four 

exemplary schools provide a glimpse of what this kind of 

leadership provides.

Kent D. Peterson and Terrence E. Deal

Parents, teachers, principals, and students often sense something special and undefined about 

the schools they attend. For decades, the terms climate and ethos have been used to capture 

this pervasive, yet elusive, element we call "culture."

Although hard to define and difficult to put a finger on, culture is extremely powerful. This 

ephemeral, taken-for-granted aspect of schools, too often over-looked or ignored, is actually 

one of the most significant features of any educational enterprise. Culture influences everything 

that goes on in schools: how staff dress, what they talk about, their willingness to change, the 

practice of instruction, and the emphasis given student and faculty learning (Deal & Peterson, 

1994; Firestone & Wilson, 1985; Newmann & Associates, 1996).

What is school culture, and who shapes it? Culture is the underground stream of norms, 

values, beliefs, traditions, and rituals that has built up over time as people work together, solve 

problems, and confront challenges. This set of informal expectations and values shapes how 

people think, feel, and act in schools. This highly enduring web of influence binds the school 

together and makes it special. It is up to school leaders—principals, teachers, and often parents

—to help identify, shape, and maintain strong, positive, student-focused cultures. Without 

these supportive cultures, reforms will wither, and student learning will slip.

We have learned about the importance of school culture in a variety of ways. Over the past 

dozen years, we have conducted studies of school leadership, restructuring, and culture 

building and we have consulted with educators in hundreds of schools in the United States and 

abroad. Although interviewing staff highlights the importance of culture, it has often been 

through site visits that we have seen the power of positive cultures in action.

The Blight of Toxic Cultures
Unfortunately, some schools have, over time, become unproductive and toxic. These are 

schools where staffs are extremely fragmented, where the purpose of serving students has 



been lost to the goal of serving the adults, where negative values and hopelessness reign.

For example, in one high school, disgruntled staff came to faculty meetings ready to attack 

new ideas, criticize those teachers concerned about student achievement, and make fun of any 

staff who volunteered to go to conferences or workshops. Teachers who support change talked 

about the meetings as battlegrounds, the Sarajevos of education, where snipers and attacks 

were the norm. Negative staff had effectively sabotaged any attempts at collegial improvement.

Even good schools often harbor toxic subcultures, oppositional groups of staff or parents who 

want to spread a sense of frustration, anomie, and hopelessness. Toxic schools are places 

where negativity dominates conversations, interactions, and planning; where the only stories 

recounted are of failure, the only heroes are anti-heroes.

No one wants to live and work in these kinds of schools. But it takes leadership, time, and 

focus to rebuild these festering institutions. Happily, most schools are not this far gone, though 

many have cultural patterns that do not serve staff or students.

The Opportunities of Positive Cultures
In contrast to the poisonous places described above, many schools have strong, positive 

cultures. These are schools 

●     where staff have a shared sense of purpose, where they pour their hearts into teaching; 

●     where the underlying norms are of collegiality, improvement, and hard work; 

●     where student rituals and traditions celebrate student accomplishment, teacher 

innovation, and parental commitment; 

●     where the informal network of storytellers, heroes, and heroines provides a social web of 

information, support, and history; 

●     where success, joy, and humor abound. 

Strong positive cultures are places with a shared sense of what is important, a shared ethos of 

caring and concern, and a shared commitment to helping students learn. Some examples 

might illuminate the possibilities.

Ganado Primary School in Ganado, Arizona, was once identified as one of the worst schools in 

the state. Now the culture is one that supports learning for its Navajo students, professional 

innovation for its staff, and meaningful parent involvement for its community. The principal, 

Sigmund Boloz, and his staff regularly meet for "Curriculum Conversations" about new 

instructional techniques, and they discuss new books during "Teachers as Readers" meetings. 

The school acclaims student accomplishment of all types during the "Celebrating Quality 

Learning Awards." The building, whose architecture symbolizes the four directions of Navajo 

beliefs, has student work and the rugs of skilled Ganado weavers displayed everywhere.

Joyce Elementary School in Detroit, Michigan, has developed a strong, student-focused culture. 

The school is located in an economically depressed area, but its culture is rich with hope and 

support. Over the past 20 years, Principal Leslie Brown Jr. has worked with his staff and 



parents to build a place that values its students, encourages professional improvement, and 

celebrates success. Regular classes for parents support their interest in learning. Staff hold 

high expectations for themselves and students. Joy and caring fill the hallways. A special 

honors ceremony with speeches, medallions for the students, and time to reflect on personal 

achievement attracts hundreds of community members each year.

Powerful informal professional norms characterize Central Park East Secondary School in New 

York City. Under the leadership of Deborah Meier, the staff and students developed a school 

culture with a clear vision about schooling for secondary students, linked with the coalition for 

Essential Schools for ideas and support (Meier, 1995). Staff exhibit a passionate 

professionalism and enjoy extensive opportunities for collegial dialogue, problem solving, and 

community building. The culture encourages student involvement in community service and 

teacher commitment to continual instructional development and design. The final student 

performance assessment remains a powerful tradition that reinforces a dedication to excellence 

and allegiance to learning.

At Hollibrook Elementary in Spring Branch, Texas, ceremonies and traditions reinforce student 

learning. Under the leadership of Suzanne Still and staff, and supported through ties to the 

Accelerated Schools Model, the school developed numerous traditions to create and foster 

increased student success (Hopfenberg, 1995). For example, faculty meetings became a 

hotbed of professional dialogue and discussion of practice and published research. "Fabulous 

Friday" was created to provide students with a wide assortment of courses and activities. A 

"Parent University" furnishes courses and materials while building trust between the school and 

the largely Hispanic community. Norms of collegiality, improvement, and connection reinforce 

and symbolize what the school is about.

In many other schools, local heroes and heroines, exemplars of core values, provide models of 

what everyone should be striving for. These deeply committed staff come in early, are always 

willing to meet with students, and are constantly upgrading their skills.

How do these strong cultures come about? School leaders—including principals, teachers, and 

often parents and community members—shape and maintain positive values and shared 

purpose.

The Role of School Leaders
School leaders from every level are key to shaping school culture. Principals communicate core 

values in their everyday work. Teachers reinforce values in their actions and words. Parents 

bolster spirit when they visit school, participate in governance, and celebrate success. In the 

strongest schools, leadership comes from many sources.

School leaders do several important things when sculpting culture. First, they read the culture—

its history and current condition. Leaders should know the deeper meanings embedded in the 

school before trying to reshape it. Second, leaders uncover and articulate core values, looking 

for those that buttress what is best for students and that support student-centered 

professionalism. It is important to identify which aspects of the culture are destructive and 

which are constructive. Finally, leaders work to fashion a positive context, reinforcing cultural 



elements that are positive and modifying those that are negative and dysfunctional. Positive 

school cultures are never monolithic or overly conforming, but core values and shared purpose 

should be pervasive and deep.

What are some of the specific ways school leaders shape culture? 

●     They communicate core values in what they say and do. 

●     They honor and recognize those who have worked to serve the students and the purpose 

of the school. 

●     They observe rituals and traditions to support the school's heart and soul. 

●     They recognize heroes and heroines and the work these exemplars accomplish. 

●     The eloquently speak of the deeper mission of the school. 

●     They celebrate the accomplishments of the staff, the students, and the community. 

●     They preserve the focus on students by recounting stories of success and achievement. 

Examples abound in the schools we have already described. At Ganado Primary, Boloz and his 

staff constantly share stories of the many changes they have made in the school. At Joyce 

Elementary, Brown and his faculty celebrate the successes of their students and parents in 

ritual "clap outs" and larger ceremonies. At Central Park East, school leaders meet regularly 

with students to communicate caring and support for hard work. Hollibrook Elementary holds 

regular discussion groups in parents' homes to cement ties and built trust. In small and large 

ways, school leaders refashion the negative sides of school culture and reinforce the positive 

aspects.

The role of school leaders in the crafting of cultures is pervasive (Deal & Peterson, 1994). Their 

words, their nonverbal messages, their actions, and their accomplishments all shape culture. 

They are models, potters, poets, actors, and healers. They are historians and anthropologists. 

They are visionaries and dreamers. Without the attention of leaders, school cultures can 

become toxic and unproductive. By paying fervent attention to the symbolic side of their 

schools, leaders can help develop the foundation for change and success.
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Enhancing School Culture: 

Reculturing Schools
Excerpted From Positive or negative? By Kent D. Peterson in the Journal of Staff Development, Summer 2002, vol.23, no.3

Every organization has a culture, that history and underlying set of unwritten expectations that shape
everything about the school. A school culture influences the ways people think, feel, and act, Being able
to understand and shape the culture is key to a school's success in promoting staff and student learning.
As Fullan (2001) recently noted, "Reculturing is the name of the game."

When a school has a positive, professional culture, one finds meaningful staff development, successful
curricular reform, and the effective use of student performance data. In these cultures, staff and student
learning thrive. In contrast, a school with a negative or toxic culture that does not value professional
learning, resists change, or devalues staff development hinders success. School culture will have either a
positive or a detrimental impact on the quality and success of staff development.

What Is School Culture?
School culture is the set of norms, values and beliefs, rituals and ceremonies, symbols and stories
that make up the "persona" of the school. These unwritten expectations build up over time as
teachers, administrators, parents, and students work together, solve problems, deal with
challenges and, at times, cope with failures. For example, every school has a set of expectations
about what can be discussed at staff meetings, what constitutes good teaching techniques, how
willing the staff is to change, and the importance of staff development (Deal & Peterson, 1999).
Schools also have rituals and ceremonies--communal events to celebrate success, to provide
closure during collective transitions, and to recognize people's contributions to the school. School
cultures also include symbols and stories that communicate core values, reinforce the mission, and
build a shared sense of commitment. Symbols are an outward sign of inward values. Stories are
group representations of history and meaning. In positive cultures, these features reinforce
learning, commitment, and motivation, and they are consistent with the school's vision.

Positive vs. Toxic Cultures
While there is no one best culture, recent research and knowledge of successful schools identify
common features in professional learning communities. In these cultures, staff, students, and
administrators value learning, work to enhance curriculum and instruction, and focus on students.
In schools with professional learning communities, the culture possesses:

• A widely shared sense of purpose and values-,
• Norms of continuous learning and improvement-,
• A commitment to and sense of responsibility for the learning of all students;
• Collaborative, collegial relationships; and
• Opportunities for staff reflection, collective inquiry, and sharing personal practice.
(Stein, 1998; Lambert, 1998; Fullan, 2001; DuFour & Eaker, 1998; Hord, 1998).



In addition, these schools often have a common professional language, communal stories of
success, extensive opportunities for quality professional development, and ceremonies that
celebrate improvement, collaboration, and learning (Peterson & Deal, 2002). All of these
elements build commitment, forge motivation, and foster learning for staff and students.

Some schools have the opposite--negative subcultures with "toxic" norms and values that hinder
growth and learning. Schools with toxic cultures lack a clear sense of purpose, have norms that
reinforce inertia, blame students for lack of progress, discourage collaboration, and often have
actively hostile relations among staff. These schools are not healthy for staff or students.

By actively addressing the negativity and working to shape more positive cultures, staff and
principals can turn around many of these schools. Principals are key in addressing negativity and
hostile relations.

Staff Development
School culture enhances or hinders professional learning. Culture enhances professional learning
when teachers believe professional development is important, valued, and "the way we do things
around here." Professional development is nurtured when the school's history and stories include
examples of meaningful professional learning and a group commitment to improvement.

Staff learning is reinforced when sharing ideas, working collaboratively to learn, and using newly
learned skills are recognized symbolically and orally in faculty meetings and other school
ceremonies. For example, in one school, staff meetings begin with the story of a positive action a
teacher took to help a student--a ceremonial school coffee cup is presented to the teacher and a
round of applause follows.

The most positive cultures value staff members who help lead their own development, create
well-defined improvement plans, organize study groups, and learn in a variety of ways. Cultures
that celebrate, recognize, and support staff learning bolster professional community.

Negative cultures can seriously impair staff development. Negative norms and values, hostile
relations, and pessimistic stories deplete the culture. In one school, for example, the only stories
of staff development depict boring, ill-defined failures. Positive experiences are attacked--they
don't fit the cultural norms. In another school, teachers are socially ostracized for sharing their
positive experiences at workshops or training programs. At this school's faculty meetings, no one
is allowed to share interesting or useful ideas learned in a workshop. Positive news about staff
development opportunities goes underground for those who still value personal learning (Deal &
Peterson, 1999).

In some schools, professional development is not valued, teachers do not believe they have
anything new to learn, or they believe the only source for new ideas is trial-and-error in one's
own classroom. Anyone who shares a new idea from a book, workshop, or article is laughed at.
In these schools, positive views of professional learning are countercultural. Those who value
learning are criticized. The positive individuals may either leave the school (reinforcing the culture)
or become outcasts, seeking support with like-minded staff.



Learning Communities
Principals and other school leaders can and should shape school culture. They do this through
three key processes. First, they read the culture, understanding the culture's historical source as
well as analyzing current norms and values. Second, they assess the culture, determining which
elements of the culture support the school's core purposes and the mission, and which hinder
achieving valued ends. Finally, they actively shape the culture by reinforcing positive aspects and
working to transform negative aspects of the culture (Peterson & Deal, 2002).

Read the Culture
Principals can learn the history of the school by talking to the school's storytellers (they are the
staff who enjoy recounting history), looking through prior school improvement plans for signals
about what is really important, not just what is required, or using a faculty meeting to discuss what
the school has experienced, especially in staff development, over the past two decades. It is
important to examine contemporary aspects of the culture--a series of exercises can determine
the core norms and values, rituals, and ceremonies of the school, and their meanings.  For
example, asking each staff member to list six adjectives to describe the school, asking staff to tell
a story that characterizes what the school is about, or having staff write metaphors describing the
school can reveal aspects of the school culture.

One approach asks staff to complete the following metaphor: "If my school were an animal it
would be a because The principal then looks for themes and patterns. Are the animals strong,
nurturing, hostile, loners, or herd animals? Are the animals stable or changeable? These
metaphors can suggest deeper perceptions of the culture.

Finally, developing a timeline of rituals and ceremonies for the year--asking when they occur,
what symbols and values are important in each, and what the ceremonies communicate about the
school and its commitment to professional learning can fill in the culture picture. For example,
what does the end-of-the year staff gathering communicate? Is it joyful, sorrowful, congenial, or
standoffish? What are the rites and rituals of the gathering? What traditions keep going year-to-
year, and what do they represent? Is the last gathering of the year a time for closure, goodbyes,
and a sharing of hopes for the future?

Assess the Culture
Staff and administrators should then look at what they have learned about the culture and ask two
central questions:

N What aspects of the culture are positive and should be reinforced?
N What aspects of the culture are negative and harmful and should be changed?

The staff can also ask: What norms and values support learning? Which depress or hinder the growth
of energy, motivation, and commitment? What symbols or ceremonies are dead and dying and need to
be buried--or need to be resuscitated?

There are other approaches as well. One way to assess the culture is to use the School Culture Survey
(Tools for Schools, 2001) to examine core norms and values. Collect the survey results to see how
strongly held different norms or values are, then determine whether they fit the culture the school
wants.



Shape the Culture
There are many ways to reinforce the positive aspects of the culture.

Staff leaders and principals can:
•     Celebrate successes in staff meetings and ceremonies-,
•     Tell stories of accomplishment and collaboration whenever they have the opportunity; and
•     Use clear, shared language created during professional development to foster a commitment to
staff and student learning.

Leaders also can reinforce norms and values in their daily work, their words, and their interactions.
They can establish rituals and traditions that make staff development an opportunity for culture building
as well as learning. As we saw at Wisconsin Hills Middle School, all workshops began with sharing
food and stories of success with students. At other times, leaders can reinforce quality professional
learning by providing additional resources to implement new ideas, by recognizing those committed to
learning their craft, and by continuously supporting quality opportunities for informal staff learning and
collaboration.

Staff and administrators may also need to change negative and harmful aspects of the culture. This is
not easy. It is done by addressing the negative directly, finding examples of success to counteract
stories of failure, impeding those who try to sabotage or criticize staff learning, and replacing negative
stories of professional development with concrete positive results.

Conclusion
Today, shaping culture is even more important because of the national focus on higher curriculum
standards, assessments, and accountability.

Standards-based reform efforts attempt to align content, teaching, and assessment. But without a
culture that supports and values these structural changes, these reforms can fail.

Schools need both clear structures and strong, professional cultures to foster teacher learning.
Carefully designed curriculum and assessments are keys to successful reform, along with teacher
professional development. The school's culture either supports or sabotages quality professional
learning. Developing and sustaining a positive, professional culture that nurtures staff learning is the
task of everyone in the school. With a strong, positive culture that supports professional development
and student learning, schools can become places where every teacher makes a difference and every
child learns.
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