LEARNING TO COMMUNICATE
WITH STUDENTS FROM OTHER CULTURES

A video ethnography pilot study



1. Introduction

The need for internationally competent managerseangloyees is growing rapidly in
an increasingly global business environment. A gngwmumber of managers are asked
to move from country to country, adjust quickly thfferent cultures and work
efficiently in multinational teams. Daily interagti with people having different values,
behavioural norms, and ways of perceiving reaitheécoming the norm rather than the
exception. (Chen, 1997; Finger & Kathoefer, 2008ediman & Berthoin Antal, 2005;
Salo-Lee, 2006) Consequently, intercultural compete(ICC), i.e. “the ability to
understand the meaning of intercultural interactaord the ability to adapt one’s
behaviour to these meanings in order to produceieft behaviour” (Bartel-Radic,

2006, pp. 650-651), is required from both the managnd the employees.

However, the challenge in educating future busipesple may be less about providing
them with country or culture specific knowledgeheat it is in facilitating active
learning that leads to the increase of skills aagabilities of adjusting quickly to
different cultures and work efficiently and effe@ly in multicultural teams. (Earley &
Peterson, 2004) Even though there seems to besamsus on the need to give attention
to the cultural aspects of international busin#sse is still uncertainty about how ICC
can be fostered. This is a challenge facing thoggm@ged in International Business
education at universitie¢Briguglio, 2007; Ottewill & Laughton, 2000; Ramiotin &

Welch, 2005)

At the same time, there is a massive change gomatothe classrooms of the

universities. Due to the internationalisation ofjlter education and migration the



student population is becoming culturally more dsee International experience is
increasingly seen as part of university educatioth @ore and more students are taking
part of their degree in a foreign university. Cansntly, there is also an increasing

number of international students in home campus.a,Z2006)

On the one hand, growing cultural diversity in tlassroom is still often seen as a
hindrance for learning and something that needsetttaken care off” (cf. Cant, 2004;
Woods et al., 2006). On the other hand, culturegmdity in the classroom can be used
to provide students with valuable practical experee of cross-cultural situations
(Ramburuth & Welch, 2005). International students/mwiden both the instructor’'s and

other students’ perspectives on the world.

Past research indicates ICC is partially dependemgersonality traits, but it can also be
acquired by learning (Bartel-Radic, 2006, 651; Letyal., 2007). It seems, however,
wrong to rely on that simply by being in a multicwhl classroom would make the
students more competent in acting in intercultweitings (Busby, 1993). Diversity
needs to be managed (lles, 1995), which meansefctencouraging both local and
international students to learn from each other assisting them to think critically

about their cultural experiences.

When multicultural classrooms are deliberately usedouilding ICCs of students (cf.

Woods et al., 2006), it is important to be able assess the outcome; i.e. can
multicultural classroom really make a differencestudents’ competences? There are
various surveys measuring students’ ICC. Most efrthare related to the international

experience outside home country (e.g. Bhawuk &IliBrid992; Fantini, 2007), i.e. the
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home internationalisation taking place in the noultiural class rooms within the home

university has not been paid attention to.

Cognitive and affective components have been medsamd surveyed (e.g. Bhawuk &
Brislin, 1992; Fantini, 2007; Chen & Starosta, 200Bowever, previous research
indicates that it is very hard to measure how sitglentercultural behaviour changes.
We also noticed this when we tried to track dowa ¢hanges in ICCs in one course at
the our business schoolThis may be due to the fact that measuring benawiith a
questionnaire is very difficult (Silverman, 200Tyaditional deductive methodologies
(e.g., surveys) are failing (Denzin & Lincoln, 2QG0ay be because they are out of step
with the complexities that they are supposed tosmea Various qualitative methods
may be useful to employ as they make possibledorpiexity to become central rather
than marginal to the analytical process (Carrollabt 2008). Research on higher
education in general, and IB education in particslaould shift faster towards such
modes of investigation. This we may support withr @dditional interviews with
instructors and students as well as preliminargsclaork observation, which indicated
that there may have been slight change in studbatsviour, which changes by survey
could not be brought fore. At first in many grougisdents tried to proceed fast and
make decisions based on brief communication. Howewdter a couple of
misunderstandings and hesitant decisions, studiesrtsed to listen to each other more

carefully e.g., paying more attention on the comiration and joint understanding.

The survey, interviews and earlier class room olagem provided tentative but not yet

adequate evidence, whether one course could clstgent’s behavioural skills related

! The previous studies are reported in two confergrapers but due to the blind review process of
this paper, these references are not includedsrptper.



to ICCs. However, perhaps through a more carefulippned observation of students’
learning we would be able to see whether the stsdemuld learn to adapt their
communication style into other cultures and to thkéter into account the problems
caused by misunderstandings. Consequently, theopermpf the new study, presented in
this paper,s to analyse how do students learn to communigate other students

coming from different cultural backgrounds duringeccourse.

The theoretical background of the paper is founmethe preview of the literature

discussing the effects of cultural diversity in nea and the elements of cultural
competence. After that, our more carefully desigoleskrvation, which employed video
ethnographic approach, is described and findingsemted. The paper concludes by

providing implications and discussing limitatiomsdafuture research directions.

2. Theoretical Background

2.1. Cultural diversity in a class room

Culture guides the meaning that people attach peas of the world around them.
Schein (1985, p.9) defined culture as “a patternba$ic assumptions — invented,
discovered, or developed by a given group as inte#&o cope with its problem of
external adaptation and internal integration — thas worked well enough to be
considered valid and, therefore, to be taught @ neembers as the correct way to

perceive, think and feel in relation to those peoh$”. According to Hofstede (1980),



culture consists of a commonly held body of belegfisl values that define the ‘should’

and the ‘ought’ of life.

There exists a substantial body of research intortie of cultural diversity in teams
and team outcomes. However, this research has gedduixed and often contradictory
results (Stahl et al., 2010). Cultural distanca widely used construct in 1B, however
establishing a measure of distance between culiarssll considered a considerable

challenge (Shenkar, 2001).

Cultural distance between individuals has beennofteasured by Hofstede’s (1980)
dimensions of culture. These are: power distanodividualism, masculinity, and
uncertainty avoidance. His classification, althougktensively used, has also been
widely criticised. In considering Shenkar’s crisioi (2001) of how cultural distance is
conceptualized, and with the help of that concdiaton the effect of cultural
diversity understood in international organizasiowe should be careful in considering
cultural distance symmetric, aware of that cultohanges over time, and should not
assume geographical/spatial homogeneity. From aitbeg perspective, adjustment to
a relatively similar culture may be as difficult adjustment to a ‘distant’ one. It has
also been claimed that Hofestede’s classificatimneiase stereotype-based thinking and
ignoring the individual differences. This was afssied by Pritchard and Skinner (2002)
who specifically studied partnerships between h@me international students. They
noticed that the students of a particular natidyalid not always fall into categories
that would be expected based on Hofstede’s worikhEtmore, the four dimensions of
Hofstede, may not have equivalent effects on varikimds of interactions. In class

room interaction power distance dimension seemsdoparticularly important for



assessing teacher-student relationship, but ibislikely to have a major role in the

interaction within student teams.

Thus, even though Hofstede’s dimensions of cultoney be helpful in increasing our
understanding on cultural diversity they need to dpplied with caution. When
considering the interaction in international teaorsee could assume that students
coming from individualistic countries are more lkelo express openly negative
emotions and they also accept open expressionthefso They also tend to play more
attention on verbal reactions than nonverbal behavi(Gudykunst & Ting-Toomey,
1988) Differences in students’ backgrounds alorey riasculinity dimension can be
assumed to be particularly visible in gender rateteams. It also seems that students
coming from masculine countries tend to see morapatition in class and overrate
their own performance, whereas for those comingffeminine countries failing may
not be so big incident. One could also assume ithatams in which students are
coming from countries with higher uncertainty awarde tend to contemplate
alternatives more carefully and make decisions stdhan those coming from countries

representing lower uncertainty avoidance.

Past studies (Hambrick & Mason, 1984; Tsui et1892) indicate that team members’
similarity enhances effectiveness and interpersat@action, but also decreases the
variety of perspectives and skills possessed byehe (Maznevski, 1994). Watson et
al. (1993, p. 598) state that “it would seem taibwise to expect newly formed groups
with a substantial degree of cultural diversity lie able to solve problems very
effectively. Furthermore, in homogeneous teams uhdied team culture tends to

develop shortly after team formation, whereas ighlyi heterogeneous teams it may

take substantially long time. (Earley & MosakowsR0Q00) However, Watson et al.



(1993) came to the conclusion that in the longthenoverall performance of culturally

homogeneous and heterogeneous teams is likelytteelsame for both teams.

Stahl et al (2010) summarized three theories, whadert in three different ways how
cultural diversity affects on teams. The similaiatiyraction theory posits that people are
attracted to working and cooperating with thosey tiied similar in terms of culture.
People from same culture know that they share hasdies, so they connect easily. In
applying this theoretical lens, cultural diversibhas negative effects on teams.
Intercultural student teams need to be well-mandgethe best results, since students
have a natural tendency to form groups with thosth whom they feel more
comfortable. The basic idea in the social idertayégorization theory is that people
categorize themselves into specific groups andgoaitze others as outsider. They treat
insiders of their own group with favouritism. Tbategorization can be quick and long
lasting. Also from this perspective cultural divgraffects teams negatively. The third
perspective — information-processing theory — ifiest positive effects of cultural
diversity on teams. According to it, diversity klyshdifferent contributions to teams
because the team members bring very different ssuand means of information-
processing. Thus, the team can cover broadetamrof information and tap into
broader range of networks and perspectives. As teatoome, this may result in

enhanced problem-solving, creativity, innovatiod adaptability.

On the one hand, we can agree with Parkhe (1998henkar, 2001) that cultural
differences have the potential for both, synergy disruption. On the other hand, how
different one culture is from another has littleamimg until those cultures are brought

into contact with one another, i.e., interactiothis key issue (Shenkar, 2001).



2.2. Behavior as a part of the students’ interculttal competences

Cultural competence implies having the capacitjutection effectively as an individual
(and an organization) within the context of or esqpe to different cultural beliefs,

behaviors and needs.

The assessment of ICC development is complicatea byultifaceted nature of the
concept. Cultural competence is also a learninggs® that evolves overtime. (Bartel-
Radic, 2006; Levy et al.,, 2007). It is often diwdénto cognitive, affective and
behavioural aspects (e.g. Ruben, 1976; Cardel, )19@bgnitive component
(intercultural awareness) refers to how much anviddal knows about cultural
practices in general; about his/her own culture tlwedspecific cultures of the others. It
is assumed that increased intercultural awaremapsieis increased understanding of
different ways of thinking and behaving. (Neuli@®06; Yu et al., 2001; Cardel. 1990;
Matveev & Milter, 2004) According to Tomlinson amdlasuhara (2004), the sources
from which awareness is gained are instances ofuhiare in action, connections with
previous experience, comparisons with other cutunflicts caused by cultural
misunderstanding and resolving those through accmation, reflections and

interpretations of the significance of cultural betor.

Knowledge however is not sufficient; individualsedeto have a positive emotion

towards understanding and appreciating culturéihces (Chen, 1997; Ruben, 1976).
This leads us to consider th&fectivecomponent (intercultural sensitivity) comprising
of empathy, non-judgement and sensitivity to otheeeds (Chen, 1997). Cognitive and

affective components are the prerequisites fob#teaviouraspect in which individuals
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conduct themselves effectively during intercultuirstieractions (Chen, 1997; Ruben,
1976; Sizoo et al., 2007). According to Cardel (1,9845) behavioural component is
the most important since “it does not help [an widlial] much to have positive
attitudes and a lot of knowledge about local cekuif he is unable to express it”. In
other words, effective behavior should be the fiaiah for people who want to gain

ICC.

Since the behaviour in intercultural situations tlyogelates to communication,

behavioural component has often been called alsm@snunicative component (e.g.,
Cardel, 1990; lles, 1995). An effective communi@atmeans comprehending in both
verbal messages and nonverbal cues. While verbakages always involve some
nonverbal cues, nonverbal messages can be trawfeithout a verbal message (Graf
& Mertesacker, 2009). The essence of effectiveranieural communication is to

minimize mistakes via both verbal and non-verbahewnication and to release the

right responses rather than sending the right ngessa

The behaviour component of ICCs can be, thus, défias the ability to exhibit
situationally appropriate verbal and nonverbal i when interacting with people

from different cultures (Egan & Bendick, 2008; Rnb&976).

2.3. Verbal and non-verbal behaviour in intercultural teams

Verbal behaviour in teams can be analysed in e bf three tasks: Production, group
well-being, and member suppoRroduction tasksre performed to complete the team
assignment and they may be further divided intovegance and convergence. The

former encompassing activities related to the dimasation and sharing information in
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order to understand the situation, whereas therlatieaning resolving differences in
interpretations in order to reach a shared undwigig and mutual agreemer@roup
well-being taskgontribute to the team itself e.g. by developingavoural norms and
coordination within the grougMlember support taskare associated with developing
individual relationships and social interaction lwibther team members. (McGrath,

1991; Hung & Nguyen, 2008)

When analysing intercultural teams one should &ke into account the differences in
language skillsThe interaction among members from different lagguagroups and the
application of that common language may greatljuerice on team communication
and the members’ willingness to participate in tolaboration. (Hung & Nguyen,
2008; Kayworth & Leidner, 2000) Hencehecking and conformingre also necessary
skills. In intercultural situations individuals eft need to check that they have
understood the message conveyed right. This rexjugenstant checking and
conforming through e.g. asking questions and olsgrvin fact, the study by
Gudykunst (1983) indicates people ask more questwwhen others are culturally

dissimilar.

When estimating verbal communication one shoulad a#ke into accounsilence
Analysing silence is however very complicated, sificis often difficult to know the
intentionality of silence. Silence may be a sigrirastration, politeness, just a pause for

thinking or it may indicate the inability to spedie to embarrassment. (Nakane, 2006)

Birdwhistell (1970) claims that 65% of meaning @eeyed nonverbally. Koschmann
and LeBaron (2002) argue that gestures are moredtsiliary communicative devices

— they are actions that shape and help reflexigehstitute a social order that cannot be
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separated from the understandings that interadjoremerge through learning
processes. They suggested that not only the vedmainunication has to be focused on
but also how learners use their hands and bodigkenprocess of displaying their
understandings. Actually, the already theorize¢atdance between talk and gesture
reflects the fact that gesture provides a bridgevéen two-rule-governed knowledge-
states, i.e., an advance from an inadequate yéersgtic understanding to a more
adequate, systematic one (Koschmann & LeBaron,)2@@dying the ‘conversation of
gesture’ may contribute importantly of how partamps articulate cultural competences

(i.e., behave according to what they know).

Nonverbal communication can be divided into kingsiproxemics, and artifactual
communicationKinesicsrefers to bodily movements and includes eye contacial

expressions, posture, and gestures. The lattebedarther divided into emblems and
illustrators. Emblems are gestures that can beimatwords and explained, such as
nodding or shaking the head, whereas illustrat@snot be expressed in words.
Proxemics efers to the use of space in an interaction. Th&udce to other people that
people feel comfortable with varies between sitretj genders and cultures (Hall,
1966). Artifactual communication refers to how pleopse clothing, bodily adornments

and make-up to communicate with others.

Since non-verbal behaviour is largely unconsciaus differs in different cultures, one
would assume that even though students workingtarcultural teams would be able to
turn their verbal message into another languagendtnglish, non-verbal messages
tend not to be translated of reformulated. This meate discomfort and

misunderstandings in culturally heterogeneous teams
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Learning in multicultural class is conditional oanemunication among students with
diverse cultural background and skill sets (cf.rGlaet al., 2008). They have to manage
and communicate information that is obtained fromultiple sources and the
information they have to integrate into the tearsdoh decision making. The
intensification and frequency of communication kade seen by the students for the
reason of maintaining connection, dependenciesr@lationships and for reflecting on
and negotiating the process of communication asl wasl the substance of the

information that is communicated.

Management of teams includes that the benefits akivg in multinational groups

need to be made clear and the teacher needs toepar@d to act as a mediator in
conflicts within groups. (Briguglio, 2007; Chene3Q01; cf. Middleton & Rodgers,

1999; Woods et al., 2006) Diversity within a graupkes trust building and consensus
development more difficult, and conflicts withinogips tend to arise sooner or later.
Conflicts can, however, be very valuable in gainumgderstanding and increasing
appreciation of cultural differences if they arenaged properly. It is thus important
that the teacher is able to make the studeai from embarrassing moments. (Bartel-
Radic, 2006; Friedman & Berthoin Antal, 2005) Mailiitural classrooms provide an
arena for the students to practice conflict managgnand often teachers are also

helping them in conflict resolution.

We may assume that one course which forces studeitts different cultural
backgrounds to interact, negotiate and resolvelictsfwith each other may actually

have an influence on the intercultural behaviogkdls of the students.
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3. Research approach

In the present paper we argue for employing viddmagraphic observation for

developing our understanding of change in the behalement of cultural competence
during group work. As MacDougall (1998, 2006) prepd, the video ethnographic
method’s potential is to allow us to see socialavedr and culture as a continuous
process of interpretation and reinvention. Studyingeraction in context of

collaborative problem solving allows us to studgrteng as an interactional rather than
a mental phenomenon. (Cf. Shenkar, 2001) Baseteotheoretical insights (section 2)

we argue that this step is a valuable intermedadecounting for behavioral change.

“Ethnography is a research processes by which figaters observe what people do,
investigate what people say they think, believe dadand then interpret what people
actually think and believe relative to what they’d¥entres et al., 2005) Video-taping

can be a core component in studies in which visuak and expressions that form the

sub-text of communication are revealing.

Using real-time video data, we aim to capitalizetio® complexity of in situ practices
rather than reduce it to abstract models or simeglitase studies (cf. Carroll et al.,
2008). The use of video is crucial in the sens¢ th@ visual medium enables us to
recognize the distributed, un-spoken and risk peimeensions of the taken for granted

sayings, knowing and doing of the students.

Communication is more than action; it is interactibhrough which we built social
reality. How and when we talk may be more importahat what we say.

Communication has consequences for others, for #utions and for the context that
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we experience together. In acknowledging this, sees reality as social construction,
created, modified and interpreted by individualsfotmation is thus regarded as
relative, subjective, fragmented and ambiguous.ri@Biu& Morgan, 1988, pp. 2—7;

Morgan & Smircich, 1980).

Video-ethnography is interdisciplinary as it rel@s the analysis of both conversation
and context. It employs observation which is rootedanthropology, conversation
analysis which is rooted in sociology and contemalgsis which has its roots in
psychology. Video-ethnography is a micro-ethnogyaphk it aims at getting the big
issues through studying of small issues. Visuabmagénlarges by bringing background
aspects of practice to the fore and invests theth imimediacy. At the same time, it
also diminishes practices by including some intipacat the expense of others. It also
reduces socio-cultural practice to the size ofsitreen (MacDougall, 2006). With these
in mind, interpretive claims are rigorously groudde the empirical details of naturally

occurring behavior that was recorded.

In this study, the understanding is gained throwlgscribing and analysinghe
communication (content) in the different phasethefcourse (the process), taking only
moderately into account the contributory roleshef tourse and teachers (the context).
This is in line with Pettigrew’s (1992) suggestitat in processual research on change
one should take into account all the three aspétdsiever, he also suggests that even
though all the three aspects ought to be taken astmunt they usually cannot be
equally emphasised within one limited research gmtoj Thus, in this research the
purpose of the study directs the attention into pihecess and content, leaving the

context to the background.
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Next we describe how we collected video-ethnogmapplaita and how we analyzed it.
The analysis section presents the issues that leeapparent on observing and filming.
This includes the selection of footage for analggigled by the conceptual knowledge

discussed in section 2 and methodological condidesa

3.1. Data collection

In practice, the video-observation meant payingesyatically attention into specific
features of students’ behaviour (such as verbal eedain types of nonverbal
communication) but also trying to form a more hidisunderstanding on what was
going on in the interaction between the studenkt® [Gtter meant paying attention on
activities, events and apparent feelings in thescl@om (cf. Eriksson & Kovalainen,

2008).

The purpose of the study clearly directed to sedeet course on which to focus. It was
rather natural to select the same course on whiethad collected data earlier. The
course utilises a computerised business simulgrogramme (INTOPIA). Explicitly,
one of the aims of the course is to build intevai competences for students and to
learn them to act better in intercultural groupbo@sing this course was supported by
the fact that it was awarded a couple of years agdhe best in our country in

developing business students’ ICCs.

In the course, culturally heterogeneous group ofiad 40 students is divided into small

teams (2-3 persons) — so called companies — wehtdakks of finding solutions to
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simulated managerial problems. In practice, stuglfartn multinational companies that
manufacture computers or computer parts. During gaee they need to both co-

operate and compete with other teams.

Data collection took place 26.10.2009 — 2.12.20D08e course itself consists of 7
lectures (2 hours each) and eight ‘game sessiapgréximately 3 hours each). Due to
the interactiveness and intensiveness of the cainsel 2 teachers both of them present
in each teaching session. We did not have anyinoteaching, but knew some of the
students beforehand and the teachers with whomave been close colleagues for

years.

Ethically, it is important that students were awaifethe research and participated
voluntarily. Therefore, in the beginning the stutidenvere told briefly about the

research, made it clear that we were not particigah the course evaluation, and also
told them to contact the principal observer or témchers in case they would not want
to take part in the research. The observation sdbetdas decided after discussing with
the teachers. Importantly, it was possible to ayearecordings so that material was
collect from the first (2.11.2009) and last gamssgans (25.11.2009) and also from the

middle (11.11.2009).

In the course the teams are formed by the teadwrhat team members present
different nationalities. It was not possible toaetthe behaviour of all the teams and it
was thought that observing two teams would be emdagee the possible behavioural
change. In order to be able to focus on intercaltaiommunication the students in the
selected teams were of the same gender. In ortbeokelected team the cultural

difference was not too big and in the other it eamificantly bigger. The selected



18

teams were Finger and Royal Chips. (In the begmoirthe course students themselves
gave imaginary names for their teams.) In Fingerdtwere two young men, one from
Germany and the other one from Finland. Royal Chigs formed by two young men,

one from Portugal and the other one from Finland.

Recording was in practice done by establishing casa front of the selected teams
and otherwise being in the background. Even thdbghsessions were recorded it was
necessary for one of us to participate and take oathe cameras. At first the teams
seemed to be somewhat bothered by the camerasirtogt the game sessions were
rather long and fast-paced, they soon seemed &a eeid forget that their behaviour
was recorded. Game sessions were rather turbuslelkents moving from one team to
the other and negotiating with each other andehelters. They had a specific dead line
for each session by which they needed to be reatyhey could arrive any time and

finish earlier.

3.2. Data analysis and trustworthiness of the study

The empirical data for this study was abundantommnf of recorded material on three
sessions of both teams. The recordings were cafgheurs each. We are aware that
the choices we made about transcription greatlgcafthe results (cf. Bird, 2005;
Silverman, 2001). As Bird (2005) says, in trangoiis one needs to balance accuracy
and efficiency. We chose to transcribe and anakseaninutes of interaction from both
teams in each three session. Transcription stattélde beginning of the recording and
lasted until 10 minutes were done. Since the sessi@re very dynamic, it was decided

not to transcribe those parts where there was o ffor interaction between the team'’s



19

students, but transcribe only interactive timetétactive time’ means that the students
were working together in a team, without interactisith other students or teachers.
Also the time when students were both present ieaan but not interacting directly
(e.g. one reading, the other computing) was consitlas ‘interactive time’, since they

were still working together for their team.

The analysis began already at the transcriptiogestey reflecting on the theoretical
background of the research and made transcripgaisidns based on that. In order to
be able to analyse the communication, the verbalesation we have transcribed
word-by-word. The duration of the silence was meagwvhen the silence lasted much
longer than usual. Since the students were sitbabind the computers and the
computers partly hindered video recording the ndmle communication that was
possible to transcribe included smiles, laughs eyetcontact. For measuring the eye-
contact precisely one would have needed to haveidpecording, but with what we
saw on videos we were able at least to mark dowrcliar eye-contacts and based on

that get a general understanding of the eye-cantadioth teams.

The data on both teams was then organised by dgyidiinto verbal and nonverbal
communication. Chronological flow of events wasoalsken into account in the
analysis and the principal researcher/observerenadbrief description on both teams,
which we present in the section 4.1. These desanip are the interpretation about the
overall interaction of the teams in which some direitations are included. The
citations are to justify the interpretations ancetdiven the descriptions. All in all, the
analysis of the data was a continuous processréuptired repeated reading of the
transcription files and the notes. It involved reing to the theoretical literature and to

the empirical data with additional ideas. We coesiour researchredible (Lincoln &
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Guba, 1985) on the grounds of familiarising oursslwith the theoretical background
before entering the field (cf. Miles & Huberman,929. We had observed the same
course in the previous years, thus had some prerstaohding of the class room
interaction. Based on these, the results reflect understanding of the students’
communication and learning. Even though we hadvige and survey data from the
previous year which could enlighten the issues tlaita naturally did not tell anything

about these particular students.

In terms of securingransferability(Lincoln & Guba, 1985) we have described the data
in such detail that the potential appliers are ablpidge for themselves. We hope that
the descriptions of the course in the section 3d af the teams in the section 4.1
provide the readers with enough information to ém#étem to assess the transferability
to other contextsDependabilityindicates how dependent the findings of the stady

on the inquiry itself (Lincoln & Guba, 1985). Weddnot teach in this course, and
knowing one of the observed students did not imibgéeon his behaviour; at least he was
the only student swearing openly. We tried to eokatonfirmability by writing
detailed description of both teams and illustratimg results with citations. Here, in this
section, we have also reported the research pratcebtsail, so that readers are able to

evaluate how the research was conducted and hofinthiegs were drawn.
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4. Results

4.1. Description of the studied teams

Finger team was formed by a Finnish and German statient, both in their early 20’s.
Royal Chips had two male students, a Finnish aRdreuguese, both also in their early
20’s. Thus, the teams were in many aspects (eay. gander) similar but the cultural
distance can be regarded to be much bigger in ROkgls. Table 1 shows how the
team members’ home countries are situated on Hi#stelassificationThe scores of
Finland and Portugal seem to differ significantythree dimensions: power distance,
individualism and uncertainty avoidance, whereasindividualism’ they are rather
similar. Finland and Germany differ in ‘individusin’ but are rather similar in other

three dimensions.

Table 1 Cultural dimensions of team members’ hcmentries (Hofstede, 2001)

Power Distance Individualism Masculinity Uncertigin
Avoidance
Finland 33 63 26 59
Germany 35 67 66 65
Portugal 63 27 31 104

The overall impression of communication within teams was that in team Finger the
students seemed to be much more active, talkatimeying and working as a team,
ever since the first team meeting. Decision makias also much faster in Finger,
which one could have been assumed based on thehtcPortugal scored high in
Hofstede’s uncertainty dimension. At least in thesssms it was clearly seen that team
Finger was fast and in the team Royal Chips it thesPortuguese who often wanted to
contemplate the decisions more. One this kind afient is illustrated in the following

guotation:
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Finnish student: What to order?

Portuguese student: | don’t know [makes theugesof ‘be careful’] we need to
check.

[Teacher: OK!]

Finnish student: We need to rush [laughs]
Portguese student: Wait a sec.

Royal Chips team was rather quiet. Sometimes msdike it was not a team, but more
like two persons working alone, but just sittingesiby side. Still, the members of the
Royal Chips seemed to be comfortable with eachrptideast there were no signs of
hostility. The performance of the teams was evelliabased on how well they
succeeded in the game. In the end, both teams egueally successful and when
compared to other teams participating in the ganey tranked in the middle. This
seems to support the findings by Watson et al. 1 @hd Earley and Mosakowski
(2000) presented in the chapter 2 1, that evengtindutakes a while for heterogeneous
teams to become effective, in the end this time-lgs not affect the overall

performance.

4.2. Verbal communication within a team

There seemed to be no difference in language sKiltee observed students. All were
fluent in expressing their thoughts in English. \Wliee teams’ behaviours are analysed
according to the three tasks discussed in the ehd@® there is a clear difference
between the teams. Tables 2 and 3 show the numisenonunication incidents related
to different tasks during the ten minutes obseovati It shows that verbal
communication in team Finger was more active arat th Finger communication

related to group well-being was much more frequlean in Royal Chips.
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Table 2 Verbal behaviour in team Finger

Production tasks Group  well-Member Total

Conveyance Convergence| being tasks support tasks
In the 3 4 4 0 11
beginning  of
the course
In the middle 6 4 5 1 16
of the course
In the end of 8 9 1 1 19
the course
Total 17 17 10 2

Table 3 Verbal behaviour in team Royal Chips

Production tasks Group  well-Member Total

Conveyance Convergence| being tasks support tasks
In the 2 7 0 0 9
beginning  of
the course
In the middle 5 4 2 0 11
of the course
In the end of 4 3 0 0 7
the course
Total 11 14 2 0

Communication related on group well-being in teamgEr was mostly related to what
they will do in the future and how good they wetlere are some examples of the latter:

German student: We're so nice
Finnish student: Yeah.
And later:

Finnish student: We're fast
German student: Fast.

Finger team also talked more about other groupsadt clearly them against the others.
Here is an example of this:

Finnish student: This one. They are like satel[gpeaking about other
group]
[German student laughs and shakes his head]
Finnish student: ...behind a quarter. So they nedthtbsomething.
Even though team Finger was fast in the businesseghey also engaged in social

interaction:
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German student: This season is quite popular, figiith all the pre-
Christmas parties?

Finnish student: Yeah. There is... many Christmasqsar

There was no such off-the topic discussion in dart Royal Chips. Besides, even the
communication related to group well-being was mobald and joyful as in the other
team:

Finnish student: Ok. Now we have to work more calsefvith costs.

All in all the verbal communication was rather sgar A typical example of
communication in the Royal Chips is as follows:

[Both lean over the same paper]

Finnish student [Pointing something and shaking ésd]: What's that
percentage?

Portuguese student [Points something on the pagerfl them?
[Finnish student shakes his head. Both a read dewthie paper and then the

Finnish student starts writing on computer.]

Consequently there was much more silence in theaROkips. In the last session the
silence lasted over seven minutes, when both westeworking at their computers in

silence. In the team Finger also both often workédheir own computers but the
silence did not last long, usually less than 30osds. The longest silence in team
Finger was 53 seconds. In the team Finger studesnts also verbally telling what they

will do, when only one of them left to negotiatethwiother teams. The student that
stayed followed keenly what the other was discygsirother side of the class room. In
Royal Chips the team members tended to just disaippe

[Suddenly Portuguese student leaves saying notlfimmn wakes up from his
papers and looks around, then starts to look at d¢esnputer. Portuguese
student comes back, without saying anything orikaplt each other both start

to stare at the same computer.]
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There seemed to be no significant change in verbaimunication along the course.
However, when observing the Royal Chips team thnaee twoincidentsin the first
meeting that seemed to slightly change the studéetsaviour towards each other.
First, another team came to negotiate with Royap€land they only directed their
communication to the Finnish team member. Finnisidlent was answering to them
and even made an offer without consulting the Romge. After this incident the
Finnish and Portuguese communicated even less \wilch other and the
communication of the Finnish seemed more like teach

Finnish student: First we take this... and addingsthi [looking at
Portuguese]

[Portuguese student nodding]

Finnish student: Fixed costs... making it 40... 2 ..it$s .... 5 per unit
[Portuguese keeps on nodding] and then we add anotihoduct [Finnish
student smiling, explaining to the Portuguese studehat they will do.

Portuguese nodding, but seems hesjtant

Thus, it seemed that Finnish student did not relythee Portuguese student’s business
knowledge. However, the atmosphere changed whandr@se started to disagree with
the Finn and actually proved that his calculatiovexe wrong. After that the Finn

started to pay more attention on the Portugueseabmoddirect eye-contact between the

two increased.

4.3. Nonverbal communication within a team

Tables 4 and 5 show the eye contacts in both teammsted during the observed 10
minutes sessions. Quite surprisingly eye contact ware used by the team Royal

Chips, which otherwise seemed not to be as comrativécas the team Finger. The low
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number of eye contacts in the last session of RGygbs may be explained by the fact

that the seven minute’s silent computer working®estook place then.

Table 4 Eye contacts in team Finger

Finnish  student German student Direct eye-contact] Total
looking at the| looking at the
German student | Finnish student
In the beginning 5 4 8 17
of the course
In the middle of 14 5 12 31
the course
In the end of the 12 10 5 27
course
Total 31 19 25

Table 5 Eye contacts in team Royal Chips

Finnish  student Portuguese Direct eye-contact| Total
looking at the| student looking a
Portuguese the Finnish
student student
In the beginning 23 13 11 47
of the course
In the middle of 24 10 21 55
the course
In the end of thd 6 7 6 19
course
Total 53 30 38

The number of smiles is presented in the followtalgles (Tables 6 & 7). There were

more smiles in Finger but actually the differenre@ot so big.

Table 6 Smiles in team Finger

Finnish  student German student Finnish and| Total
smiling smiling German  student
smiling together

In the beginning 1 3 1 5
of the course
In the middle of 5 4 2 11
the course
In the end of the 2 4 4 10
course
Total 8 11 7

Table 7 Smiles in team Royal Chips
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Finnish  student Portuguese Finnish and| Total
smiling student smiling Portuguese
student  smiling
together
In the beginning 2 2 1 5
of the course
In the middle of 4 1 1 6
the course
In the end of thd 2 1 1 4
course
Total 8 4 3

However, when one compares the number of laughie thea clear difference. In team
Finger students laughed a lot, ever since the firséting, and they laughed together,

whereas in team Royal Chips the Finnish studemghlad twice and that was it.

Table 8 Laughs in team Finger

Finnish  student German student Finnish and Total
laughing laughing German student
laughing together

In the beginning 3 1 4 8
of the course
In the middle of 1 2 2 5
the course
In the end of the 0 4 4 8
course
Total 4 7 10

Table 9 Laughs in team Royal Chips

Finnish  student Portuguese Finnish and Total
laughing student laughing | Portuguese
student laughing
together
In the beginning 1 0 0 1
of the course
In the middle of 0 0 0 0
the course
In the end of the 1 0 0 1
course
Total 2 0 0

The Portuguese student used many ‘Mediterraneastuges, such as the signs of
money, others and ‘be careful’, whether these weteced or understood by the Finn

remains unknown, but at least this supports theghbpresented in the section 2.3 that



28

nonverbal messages are not easily reformulatedtercultural settings. All in all the

analysis of nonverbal behaviour does not indichtnges along the course.

5. Discussion and implications

This study focused on one course, in which teaclletgerately utilised cultural
diversity in competence development. In the coustedents were divided into
multicultural teams and they had to make togetl@ious managerial decisions and

negotiate with other teams.

Students’ verbal and nonverbal behaviour was oleseduring the course in order to be
able to analyse whether their skills in interccdtucommunication would change.
Video-recording was utilised in data collection.tkéiut it the observation would have
been impossible. Without some predetermined strea@nd knowledge of the relevant
theoretical works the analysis would have beeneratimsound. Still, if applying fully

predetermined structure our study would have migsgdhow the two small incidents
changed behaviour in the Royal Chips team. Indlheré the collected data allows us to
analyse more in detail what kind of critical inande there are in intercultural student

team communication and how they influence on sttisi&@ehaviour.

Verbal behaviour was mainly analysed in the lighttlwee tasks — idea originally
presented by McGrath (1991) — and that seemed t& well. Analysing non-verbal
behaviour was very challenging but by concentratordy on few issues it was
manageable. It was particularly interesting to cethe difference in teams’ behaviours

with respect to laughing. The role of humour andylang in improving learning results
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would need more attention, but at least former istughdicate that there would be
positive correlation between them (e.g. Miller, @29In the future one could e.g.
analyse talkativeness (counting words and the tsiktme) and responsiveness
(analysing initiation and response in communicatidine study by Wang et al (2009)

indicates that these tend to change along thedpeat working in an intercultural team.

It was also noted that even though the more hetmegus team seemed not to
communicate as openly as the more homogeneous teame end both teams were
equally successful. This is in line with previousidses indicating that along time
heterogeneous teams become effective. This notiem jastifies the utilisation of

longitudinal approach when studying multicultuéms. Snap-shot from the beginning

or from the end of the course may easily lead tad@us results.

The results indicated that students’ behavior ditd significantly change by attending
the course. When estimating the influence of ongsm we need to acknowledge that
nowadays the university students, especially inopey tend to have acquired rather
vast amount of experiences with foreign culturesaniyl of them have great deal of
travel experience and friends around the globecKBe Beck-Gernsheim, 2009) Thus,
it can be assumed that especially the awarenessearsitivity components of ICCs of

the students are already rather high.

The study had various limitations. Although thexests agreeable critics of Hofstede’s
work as for start we were focusing on national lgacknd only, which of course
offered a very simplistic picture of cultural difemces. Now we have basically analysed
types of verbal and nonverbal behaviour separattdyever, our data enables us to see

how different types of behaviours (e.g. verbal camts, smiles, laughs and eye
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contacts) are linked together, i.e. analyse morefally the process, not only content
(cf. Pettigrew, 1992). For such deeper analysisweelld go beyond of what the
students do (identify action) and how do they dou¢dure and mechanisms. We could
more systematically apply a second proof procedtimmnsidering ‘what is done next?’
and ‘what institutional context or ends are bemgexed and advanced and how?’. This
would enhance our understanding not only on stuamhing but also on intercultural

communication in teams.

The reflexive potential of video has not been mpéd to investigate real time
communication at this phase of the study. We belithat the visual reflexive and
interventionist technique (cf. Carroll et al., 2D0@®to students learning cultural
competence in class maybe important as it wouldblento hybridize descriptive
analytical and prescriptive approaches. Learnirg ghbject content in multicultural
teams and at the same time increase cultural cemgetdepends on integrated,
reflexive and flexible communication practices bedw student-student and student-
instructor. Video assisted research is one of ingmbrmeans to prepare the instructors

for these challenges and provide learning matésiahe students.

Further research on ICC development is clearly eg@eihce in the future multicultural
classrooms are becoming more common and at the samaethe quest for ICCs is

increasing in the societies.
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